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Abstract 

The purpose of this study was to determine if there is a statistically 

significant correlation between sixth grade students' attitudes toward 

reading and their standardized test scores. More specifically, the area in 

question was whether a significant relationship existed between how 

well students scored on an exam and how much �hey enjoyed reading. 

The subjects consisted of 75 sixth graders who had not repeated 

the grade nor were in Special Education. All of the subjects took the 

DRP exam in May of 1998 and were given the Elementary Reading 

Attitude Survey in September of 1998. Four teachers and their classes 

participated in the study. Each teacher administered the Survey; 

however, the researcher collected and tabulated all results. 

A Pearson product moment coefficient of correlation was used to 

analyze the data. The results demonstrated that there was no statistically 

significant relationship between students' attitudes and their DRP scores. 
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CHAPTER I 

Statement of the Problem 

Each year teachers complain that the students�they receive are not 

adequately prepared. Oftentifues, this complaint is based on the 

teachers' use of standardized tests as a means of measurement. As an 

initial evaluation, many teachers use the previous year's standardized 

tests scores as predictors of students' achievement during the current 

school year. By ·doing this, teachers may be prejudging students and 

clouding their view of the 'students' true potential. 

Some feel that standardize.d tests do not accurately reflect 

students' reading ability. Re�earch suggests that the reading program or 

the teachers may a!so be factors. In their study on statewide reading 

assessment, Valencia, Pearson, Peters and Wixson (1989) have stated: 

Current views of reading suggest prior knowledge is an 
important determinant of reading comprehension. Yet' 
reading assessments fail to assess its impact on 
comprehension and try to mask its effects by using many 
short passages about unfamiliar topics. Current views of 
reading suggest reading requires the orchestration of many 
reading skills. Yet reading assessments often fragment reading 
into isolated skills for item development and reporting. (p. 58) 

1 
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These views, among others suggested, are indicati� of the fallibility of 

current standardized tests to reflect accurately studeots' reading abilities. 

In this study, students' scores on their: fifth· grade DF.iP will be 

utilized. Additionally, ·many sixth grade students included in the study did 

not meet their district:s desired level of performance (Kilmer, 1998). 

Many presumptions have been made regarding these results. 

However, there is another aspect which has not been considered. 

It is the premise of this researcher, in concert with many others, that 

students' attitudes toward reading �ay influence their achievement on 

standardized exams. Additionally, Valencia, Pearson, Peters and 

Wixson(1989) assert that: 

Current views of reading sugge�t positive habits and �ttitudes 
affect reading achievement and are important goals of reading 
instruction. Yet 1=eading assessments rar:ely'include me·asures 
of these literacy experiences. {p.58) 

I 

It is not the intent of this study to suggest that failing a standardized exam 

should necessarily be indicative of a student's dislike for reading. 

However, this aspect of reading has not received enough emphasis in 

the past. In addition, research clearly shows that attitudes do affect 

performance and therefore should be considered. 

In order to empower students to become avid proficient readers, 

teachers need to be conscious of the fact that one indicator of reading 

ability may not necessarily preclude the next. In assessing students, 

educators need to view the reading process globally. All aspects of 
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students' reading abilities should be considered. Additionally, educators 

should not be so quick to categorize student�' reading aptitude based on 

a single measurement tool. Rather, a comprehen�ive assessment, one 
' I llo l 

which is in line with current reading research, should be implemented. 

Also, the importance of teacher observation shquld not be discounted. 
" • � l , L - • -

Pur,Pose 

The purpose of this study is to determine if there is a statistically 

significant correlation between students' atti\ud�s and their performance 

on standardized test�. �ore �pecificall�. the area in question is whether 

a significant relationship exists between how w�ll stude11ts score on an 
"' 

exam and how much they enjoy reading. In order to better meet 
' ,.. "" ·I ��otl 

st�den,ts' needs, their attitudes shoul,d be .�qnsidered. These findings 

may make teactJers aware th51t st_andardized t��ts may not be the sole 

predictors ,af stude,nts' capabilities and potential in reading. 
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CHAPTER I I  

Review of the Literature 

Motivational of Good Readers 

11Good readers are those who have developed positive attitudes 

about reading and positive perceptions about themselves as readersu 

(Wixson, Peters, Weber & Roeber, 1987, p. 750). Furthermore, 

motivation is an essential element of reading instruction. Many studies 

have cited a connection between motivation and' achievement 

(Gambrell , Palmer, Codling & Mazzoni, 1996;' Gottfried, 1990; Gottfried 
' 

1985). In contrast , Gottfried demonstrated that although motivation was 

a predictor of achievement in� report card grades and teachers' ratings, it 
- ,. 

was not a predictor for achievement on standardized tests. 

Gottfried attributed this discrepancy to several factors. First, in 

school students are able to exhibit motivated behaviors such as doing 

extra credit. This affects their report card grades. However, a test, 

II reflects a one time event of limited durationu (Gottfried, 1990, p. 536). 

Second, teachers account for students' motivation in their grades. Last , 

teachers' expectations may influence student performance. The fact that 

tests represent students' abilities during only one desig�ated time span 

Characteristics 



should concern all fieJd educators about the implicatlons of using 

standardized tests as the sole meaos of evaluation and placement. 

5 

In April of 1987, Valencia an9 Pearson wrqt� ... .R�Jiding 

assessment has not kept pace·with advances in r�adi[lg theory, 

researcher practice .. (p.72G). Furthermore, Cordova and Lepper (1996) 

have concluded that the decontextualization of instruction plays an 

important role in maintaining students' academic intrinsic motivation. In 

addition, they contended, .. By removing learning from the contexts in 

which both it� practical utility and its links to everyday interests and 

aQtivlties would be obvious to children, teachers risk undermining 

children's intrinsic motivation for learning .. (Cordov��_Lepper, 1996, p. 

720). In congruence with this belief. Pintrich and De �r.oot (19.90) state 

that it is important for teachers to, "socialize students' intrinsic value for 

schoolwork, .. not to increase students' scores on standarctized exams, but . •. 

to recognize the glqbal 9spect of learning and to improve students', 

.. cogn,itiv� engagement .. in the classroom (p. 37). 

Moreover, Cordova and Lepper (1996) determined -that children 

who were taught through the utilization of activities which were 

motivationally enhanced (included fantasy, choice and personalization) 

exhibited higher levels of intrinsic motivation. As a result, their 

involvement in the activity increased anct the students learned more than 

their _cpunterparts in a fixed amount of time. These children aJ§o had 

increased levels of perceived __ cornpetence and aspiration. Therefore, not 
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only should learning be purposeful and meaningful, but reading 

assessment should adequately reflect the manner in which students 

learn best. Standardized exams often require students to be placed in 

an artificial testing environment which enhances anxiety and detracts 

from the optimal learning environment. 

tlie ·cortect Evaluative Tool 

• In 1992, Carver noted, in reference to the DRP (Degrees of 

Reading Power) standardized exam, that it was actually a good measure 

of, .. individual differences in accuracy level .. (pp. 354-355). These 

differences may be the result of students' tesf taking Abilities. 

Additionally, lie stated that many standardized exams evaluate more 

than how well students comprehend, they.may actually be evaluating 

several other factors such as accuracy, rate:or efficiency. His charge to 

educators is to determine wJ:lich aspect of reading is most important and 

able to be influenced by instruction. After determining these aspects, 

educators should then chbose an evaluative tool which will evaluate that 

particular aspect of reading. Educators should be selective and 

determine the best tool in order to.)11e�sl)re the desired outcome. 

Howeve�, Koret� (1988) warns that educators must be wary of 

artificially increasing students' standardized test scores by ,.teaching to 

the test... He states further that there are many new terms for this practice. 
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Some of .the more current terms include II measurement-driven 

instruction�� or 11Ci.Jrriculum alignment�� . These terms, although worded 

much more subtly, still imply tbat scores can be improved by linking 

curriculum more closely with tests. His study continues to state that even 

if educators do not consider the aspect of increasing test scpres, we 

should be alarrTled by the fact that preparing for exams, 11Wastes 

instructional time.that could be put to ·better use--a particularly serious 

cost, given that the lJnited' States provides its students with far less 

instr.uctional time.than do most other industrialized nations�� (p.46). 

A good rule of thumb seems to be, 11Teachers should not have to set 

aside good instruction to pce�_pare student� to t�Jse.§ test; instead, good 

instruction itself should be the best preparation�� (Valencia, Pearson, 

Peters &Wixson, .1989, p.62). 

Additionally, multiple choice tests are usually given for. obvious 

reasons such as. consistency, simplicity of administration, and cost 

efficiency. Contrary to -these realistic reasons for usage, research shows 

that, I I  multiple choice tests represent a .fairly narrow range of tasks11 

(Koretz, 1988, p.48). Koretz also stated that, 

There is evidence, however, that as a class, 
multiple-choice tests are not well suited to assessing certain 
higher-order skills. Performance· on such tests is often 
d�termined more by basic skills-such as factual recall- than 
the designers of the test intend. (p. 48) 

Considering this information, educators not only should be very selective 
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of the type of tool used to assess students, but also the information that 

they can obtain from the assessment tool. 

In addition to the importance of locating the correct evaluative tool, 

an educator must be well aware of other factors which influence reading 

behaviors. Students' befiefs about themselves as rsaders yield a large 

impact on their performance abilities. Those"who are confident in their 

abilities as readers outperform their counterparts who do nbt possess 

�uch·fSelings- (Gambrell, Palmer, Codling & Mazzoni, 1996; Pokay 

&Blumenfeld, 1990). 

Current ReAearch 

In her 1992 study on motivating reluctant readers, Turner stated 

that, "Reading for pleasure and information are primar:y goals of reading 

instruction" (p.SO). However, a significant problem is arising in America: 

aliteracy--the ability to read, but the unwillingness to do so ( p.SO). She 

determined that sfUdents were hesitant to read because of several. factors 

includihg: lack of interest, few interesting materials, low ability to· read or 

past negative experiences, inappropriate instruction, contrasting views of 

the importance of reading and/or a nonreading environment at home or 

in school (p.51). 

McKenna(1995) quotes Alexander and Filler's (1'976) definition of 

reading attitude as, "a system of feelings related to reading which causes 

·Reading 
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the learner to.approach or avoid a reading situationn ;(p:-Q34). The most 

important faqtor· influencing students' attitudes toward resding and 

leSirning are students' interests {T4rner, 1�92). ChUdr�n who are 

motivated to read and to learn choose ,activities d!;!ring their Jcee.tlro.e.. 

which reflect the�e attitude�. They are interested in reading and enjoy. it, 

therefore they recognize it as a.pleasant experience. They are 

intrinsically motivated to Ghoose activities which will enhance their 

reading abilities. This internal motivation is the result of positive 

experiel")ces in reading. Poor readers do not enjoy the task, develop 

negative attitudes and are viewed as 11failuresn (Turner, 1992). 

Furthermore, reading must be t�HJ.Qht as a global activity as 

opposed to individual sub&kills becq.use the latter pr.omotE;s disinterest 

apd a decline in motivation (McKenna, J 995 ; Tl!rne(, 1992). Teachers 

ne�ct to demonstrate the importance of indepen®nt readin_g by modeling 

reading duriog SSR time, �haring a story they are reading, reading out 

loud to students eyery day and .. communicate(ing) how favorite 

selectipns have provided personal pleasure and knowledge .. (Turner, 

1992, p.52). All of these aspects help develop a learning environment 

which values reading as not only a learning tool but also a pleasurable 

and $Ociable activity. 

This premise is reinforced in Gambrell's .study on cJassroom 

cultures. Gambrell (1996) cites Cambourne's (1988) model of literacy 

learning. Thls model dictates that motivation and reading development 
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are nurtured and strengthened by students' consumption into a 

classroom environment which is characterized by an abundar.tce of 

bboks and various other reading materials. Additionally, Cambourne 

reinforces the belief that"teachers need to model different uses of .. books, 

engage students in discussions about books and provide choice. The 

aforementioned ideas are some of the suggestions included for creating 

literacy rich classroom environments which can enhance reading 

motivation. 

Additionally, Vorhees (1993) in her practicum paper encouraged 

teachers to read trade books which are related to the topic being 

discussed in class. She aJso. suggested the. incorporation of classroom 

libraries or reading corners where students could self-select materials. 

All of these aspects attempt to increa'Se students' motivation to read and 

create- classroom environments in which students will feel successful 

about reading. As previously stated, students who feel good about 

themselves as readers will perform better than those who have a poor 

self-concept with ·regard to their reading abilities. 

Furthermore, according to the McKenna model, students' negative 

experiences in reading will lead to poorer attitudes toward reading. As 

these students progress through their school years, this effect will 

perpetuate and b�gin to spiral. Students' attitudes will continue to. 

become more and more negative. Therefore, many students in the later 

grades appear to ha\le more negative attitudes due to the fact·that they 



have had many unpleasant experiences with reading. Moreover, he 

asserts that there is much evidence to support the fact that reading 
' . 

attitude is related to ability. (McKenna, 1995}. Additionally', Turner 
... 
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suggests that students who have had negative experiences in reading 

will not be as willing to participate ln such ac�ivities in_the future. E,ven 

mpre so, they �re·likely to dev�I9P. a consjiti.pn termed .. teamed 

helplessness... These stup!3nts have, .. low expectations, attribute success 

to. factors q,eyond)heir control, and are generally apathetic towardR 

reaqii)Q11 ("T:urner, 1992, p. 51). 

Effects on and Motivation 

In an attempt to increase studfi!nt l�arning, .meet 11ew 'Standards 

and achieve a level of success designated by school districts., teachers 

must realize that there are many factors such as parents and prior 

knc;>wle�ge that affect students' ability and motivation. Educators are not 

able to increase achievement significantly on their own (Walberg & Tsai, 

1985). Considering such influential factors, educators need to 

reconsider the use of standardized tests as the sole determining factor of 

students' placements. 

Many have called for a change in the assessment tephnique most 

often utilized for eyaluation of student�. 

As long a,s reading research and instructional innovations 

Student Ability 



are based upon one view of the reading process while 
reading assessment instruments are b'ased upon a 
contradictory point of view, we will nurture tension and 
confusion among those charged with the duel responsibility 
ot inst�uctional improvement and ·monitoring student 
achievement. (Valencia & Pearson, 1987, p. 727) 

12 

For years, there has been a gap between .what teachers�have felt to be 

best practice and what they have been forced to institute in their- ' J 

classrooms in order to better prepare students for upcoming 

standardizea tests. Miller (1995) cited the fact that there is, "a growing 

concecn tl1at teachers are responding to test-driven accountability 

pressures in ways that are counterproductive to students' long-term 

educational needs" (p.333). Teachers are often faced with a curriculum 

that is motivated by testing instead of a curriculum focused on student 

needs. Not O(lly does the impqrtance placed on standardized exams 

cau�e tension and frustration for teachers, it also affects students. 

Teacher to an 
, 
Increase in Standardized Exams 

Darling-Haml\lond and Wise (1985), in their study of state 

standards and school improvement, c;:;:1tegorized teacher responses to 

the increase in standardized testing. The five categories included: a 

change. in qurriculurp priorities, teaching students how to take tests., 

preparing students for the tests, less time for teaching, and an awareness 

of underlying .pre�sure. Some teachers respected the increased '" 

Responses 



13 

significance placed upon standardized testing. They believed it created 

standards, expectations and pressure .. Furthermore·, th�y believed that 

these tests caused them to alter their classroom practices in a positive 

way (Darling-Hammond & Wise, 1985). 

This view, however, was not held .bY the majority ·of the teachers 

surveyed. Most believed that test driven accountability na�rowed the 

curriculum. More specifically, they felt that teachers were led to teach 

material exactly as it would appear on an exam instead of teaching the 

underlyin� concepts associated with the material. This also 

deemphasized the practical application of knowledge in real life 

situations (Darling-Hammond & Wise, 1985). In summary, 

At tbe· same time, policy tools. that try to link these 
yardsticks closely to the teaching-learning process can 
have''dysfunctional consequences,when other valuable 
objectives are abandoned in favor of those that are 
measured. (p. 325) 

It appears as though this study was foreshadowing the current trend in 

education toward the institution of real life experiences in learning. Much 
.. 

of what these educators were stating is now a major thrust in the current 

charge for education. 

Ruddell (1985), in a study about professionals involved in the fieiCJ 

of education and their knowledge of test data interpretation and 

terminology, noted that only 11 % of the teachers, 17 % of the principals, 

37 % of district personnel and 17 % of legislators were able to 

demonstrate ari understanding of the 'concept of standard error of 
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measurement. If only a small percentage of these professionals were 

able. to dem.onstrate an understanding (these percentages do not reflect 

those who actually interpreted the data correctly), why is .such a large 

emphasis placed upon such data? The' results can not even be 

effectively utilized by the majority of the professionals. Furthermore, 

teachers involved in his study stated !hat they, "made the·greatest use .of 

individual diagnostic tests and..informal observation in identifying reading 

problems" (Ruddell, 1985, p. 542). 

In another study conducted by Miller, Hayes and Atkinson (1997)·,, 

the effect of a state's efforts to improve third grade students' achievement 

in reading and language arts was reviewed. The researchers discovered 

that the state officials wanted to impr:ove students' achievement. The 

officials began by creating new standards and curriculum guidelines. 

They created a new a�ses�ment and held wQrls,sh.9"ps to infprm.:_educators 

of the new requirements. However, attendance at these workshops was 

limited to a few individuals from each district. These indi'tiduals were 

expected to provide turn key workshops for teachers from· their respective 

districts. 

To add to the confusion, these workshops focused on bow to score 

the new exams rather than how teachers should alter their instructionat 

practices. The officials realized that the students were not going to be 

successful, but decided to administer the exam anyway. The reasoning 

behind this implementation was that the officials felt that teachers would 
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not beoefit from more training, instead they would benefit from 

experiencing the exam the first- time .. Moreover, the officials believed that 

the next year's scores would improve due to the teachers' familiarity with 

the assessment techoique. ·"Officials viewed the assessment as their 

most critical catalyst: it outlined the reform's parameters and served as a 

stimulus for instructional change" (Miller, l::layes & Atkinson, 1997, p·.281) . 

. If such tests are going to be· useful as diagnostic or: evaluative 

tools, teachers and other field educators at all· levels should be educated 

about the nature of such concepts as standard error of measurement and 

general inter:pretation of test data. In addition, teachers should be 

adequately informed of the purpose for the new assessments as well as 

what the assessments propose ta test. 

Additional on Student 

Additionally, many studies �ave noted that SES (Socioeconomic 

Status) heavily influences students' achievement (Kahn, 1998; Ruddell, 

1985). Waxman and Huang (1996) concluded that students, " who live in 

economically disadvantaged ... settings are at a great risk of academic 

underachievement" (p. 1 00). "Commenting on this issue, one legislator 

stated that test scores fostered 'misguidance' by perpetuatit;lg a system of 

stereotyping that 'pits the system against the pupil'" (Ruddell, 1985, p. 

541 ). The research demonstrates that many are conscious of the impact 

Influences Achievement 
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that SES has on standardized test results, but few have attempted to take 

steps toward improving the inadeqoacies. 

Characteristics of Good Readers 

"Good readers are not those who demonstrate mastery of a series 

of isolated s�ills, but those who can applY. impqrtant �kills flexibly .for a 

V?riety of purposes in a variety of authentic reading situations" (Val�pcia, 

Pearsor, ·Peters & Wixson, 1989, p.58). As has been previously s.tated, 

r�adjng·instruction should reflect a universal act. Students learn best 

within such a cor;:�t,ext. Furthermore, "good readers are not those who can 

read short pieces of text and answer literal comprehension questions, but 

those who can read longer, more complete, authentic texts about a 

variety of topics a�d f:�spond to them thoughtfully and critically" (p.58). 

With this in mind, educators should consider whether our current 

assessmen! teqhniqu�s adeq4ately reflect what we know about good 

readers, �nd �hether the scores accurately reflect students' true reading 

abilities. As Ruddell (1985) states: 

Testing in public schools has increased dramatically in 
the United States over the past three decades. This 
increase is a result of public concern regarding basic 
skills achievement and the desire of educators and 
legislators to assess instructional gains more accurately 
and improve instructional decision making ( p. 538). 

.. 



Purpose 

Chapter Ill 

Design of the Study 

The purpose of this study is to defermine if there is a stiitistically 

significant correlation between students' attitudes and their performance 

on standardized tests. More specifically, the area in question is whether 

a significant relationship exists between how well students score on an 

exam and how much they enjoy reading. 

Research Question 

1. Is there a statistically significant correlation between students' fifth 

grade DRP score and their attitude toward reading, as measured 

'by an· attitude survey administered in the beginning of sixth grade? 

17 



Meth odology 

Subjects· 

The subjects are sevS'nty-five urban, be1erogeneously 

grouped, sixth gFade students enrolled in a middle school. They 

have not repeated the current grade. The students' ages ranga 

from 11-'13. These students are Title I funded and 85% receive 

free or reduced lunch. Additionally, the students included in this 

study have not been classified as Special Education students. 

Instruments 

In May of 1998, as fifth graders, the students took the 

Degrees of Reading Power (DRPJ exam. This test was mandated by 

New York State for all fifth graders. These tests were scored. and 

the data VJere··compired by the district's central office (Kilmer, 1 998). 

These scores were utilized as a means of comparison. 

18 

In addition, the Elementary Reading Attitude Survey (McKenna & 

Kear, 1990) was utilized in September of 1998 in order to determine 

students' attitudes. This survey consists of 20 questions with a pictorial 

rating scale . The Survey is further divided into two subscales: 

recreatibnal anct academic. Students respond by circling the Garfield 

character which best represents their feelings about the question. These 
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responses range irom negative to positive with the use.of a Likert-type 

scale (McKenna, Kear & Ellsworth, 1995). 

This' Survey was created after revising questions from .a variety of 

previously developed attitude surveys. Thirty-nihe .questions were 

reworded and administered to. 499· students. These students ranged 

from first through sixth grade in a mid-sized school distri.ct·in the Midwest. 

After the correlational coefficients among the items·were determined, the 

1 0 items far each subscale of the ERAS were chosen. The reliabilit� of 

this survey was calculated at each grade level, and the reliability 

coefficients range from . 7 4 to .89. In addition 16 out of the 18 coefficients 

calculated were at least .80 (McKenna, Kear & Ellsworth, 1995). 

Procedures 

The teachers involved were provided with the Elementary Reading 

Attitude Surveys. They explained to the students that the Survey would 

be used to help determine how they felt about (their attitudes toward) 

reading. The teacher also explained that it was very important for the 

students to be honest and sincere. They emphasized that the Surveys 

were not a test and reassured students that there were no "right" 

answers. Additionally, teachers informed the students that they would not 

be scoring the Surveys and that their responses would in no way affect 

their reading grade. 
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Teachers then placed the accompanying overhead 

transparency on their overhead projector. This transparency depicted 

the four different Garfield characters on the Survey. The teachers 

explained what each Garfield figure represented. They checked for 

understanding before distributing the Surveys. 

Once teachers were certain th�t students under.s.tood the task, they 

instructed the students to write their names at the top and to beg}n 

working. Students worked independently. Due to their age and maturity 

level, the res�archer did not feel that the students needed to have the. 

questions read aloud. The Survey took approximately 1 0 minutes to 

administer. When students finished, their papers were collected and 

placed in a manila envelope with the corresponding teacher's name on 

it. All Surveys were collected and scored by the Instructional Support 

teacher. 

Analysis of Data 

The data were analyzed utilizing the Pearson product moment 

coefficient of correlation. The r value obtained must be between -1 and 

+ 1. This will determine if there is a statistically significant relationship 

between students' attitudes and their standardized test scores. 



Purpose 

CHAPTER IV 

Analysis of the Data 

The purpose of this study is to determine if there is a statistically 

significant correlation between students' attitudes· ahd theTr:lperformance 
t • 

on standardized tests: More specifically, the area in question is whether 

a significant relationship exists between how well students score on an 

exam and how much they ehjoy reading . 

• t-' 

Null Hypothesis 

There i&:rio statistically significant correlation between sixfh grade 

students' attitudes as measured by the Elementary Reading Attitude 

Survey and their fifth grade DRP standardized test scores. 

21 
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Findings and lhterpretations 
I 

I 
After calculating the Pearson product-moment coefficient of 

22 

I "' • �,_1 I 
correlation, it was determined that r =.125. The critical rat the .01 level 

- �- I 
of significance with 73 degrees of freedom is .228. Therefore, the 

researcher has concluded that there is no statistically significant 

relationship between studen!s' attitudes toward reading and their 

standardized test scores. 'Figure 1 graphically displays the results of this 

analysis. Although .125 is a positive number, it is very close to 0. 

Furthermore, a value of 0 indicates that there is no correlation. The 

closer r becomes to + 1, the stronger the linear relationship. The obtained 

r of .125 approaches the p·oint of no correlation. 

Individual DRP scores for each subject can be found in 

Appendix A. Elementary Reading Attitude Survey scores are located in 

Appendix B. 



y 

Ftgure 1 

Correlation of Student Scpres on 
Elementary Reading Attitude Survey and 

Fifth Grade DRP Scores 

Line Regression 
11 = ax+b 
a = .095829466 
b = 35.06194411 
r = .124745903 
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Upon further evaluation of the data, it became evident that the 

average raw score on the DRP was 40.56. According to the data, this is 

approximately the 42%ile. Therefore, the mean �cqre was slightly below 

grade level. Keeping this in mind, the average raw score on the ERAS 

was 57.37. According to the ERAS scoring appendix, this is 

approximately the 66%ile. On average, the students' attitudes were 

higher or more positive than their DRP scores. ,Moreover, it,is possible to 
� I 

state that some students may enjoy reading or may be motivated readers, 

however, this motivation is not reflected in their standardized test scores. 



CHAPTER V 

Conclusions and Implications 

Purpose 

The purpose of this study was to determine if there is a statistically 
' I 

significant correlation between students' attitudes and their performance 

on standardized tests. More specifically, the area in question is whether 

a significant relationship exists between how well students score on an 

exam and how much they enjoy reading. 

Conclusions 

Although there was no statistically significant relationship between 

the students' attitudes, as measured by the ERAS, and their DRP scores, 

the study does demonstrate that there are students who enjoy reading 

but do not score well on standardized exams. This finding is very 

beneficial for educators who readily dismiss students with low test scores 

as being unmotivated. This may not be the case at all. In fact, there may 

be students who have poor attitudes toward reading, but are excellent 

tesf takers. 
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As the previously cited research demonstrates, educators must be 

careful in the selection of assessment tools. They must decide what they 

want to test and choose the best measurement tool. Many tests, 

however, actually measure students' test taking abilities. For example, 

the tests may measure "the speed at which·students can work on- timed 

tests. •. 

Educators must aevelop clear objectives and develop assessment 

tools which adequately ieflect the reading process. Reading is not about 

isolated skills. Conversely, it is the culmination of and the simultaneous 

use of ·skills that is required for a stJccessful reader. Current 

standardized exams do not teflect this kn'Owledge. Additionally, many 

teachers do not utilize techniques which support tt:tese findings. 

The premise behin'd the. study was. to determine if another aspect 

of students' reading ability, such as attitudes, shoulc:tbe considered. 

Even though there was no significant statistical evidence to support this, 

the data demonstrate that students who possess positive attitudes may 

not score well on standardized exams. Perhaps one of the biggest 

hurdles in reading instruction is getting students motivated to read. In 

this case, some students are motivated, but are not successful. 

Therefore, educators must examine their tachniques and assessment 

tools to determine where the probJem lies. The fault may not always.be 

with the child. It may be that no ass.essment tool has provided tbem with 

the opportunity to demonstrate what they know. 
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Implications for Education 

Based on the findings of this study, there are some very relevant 

conclusions which can be drawn. First, a positive attitude toward reading 

does not guarantee that a student will score well on an exam. Second, a 

negative attitude does not mean that a studsnt·will score poorly on an 

exam. Furthermore, this·discrepancy may be the result of tests which do 

not adequately reflect students' abilities as readers. Additionally, 

teachers should be careful when attributing students' poor test scores to 

a lack of moth£ation. Also, poor test scores should not be the sole 

indicator for students' placements in reading. Teachers must con�ider all 

aspects involved in reading ability when an�lyzing their students. Even 

though a statistically significant ·relationship was not demonstrated to 

exist between students' attitudes and tbeir DRP scores, teachers should 

not discount the impact.tbat motivation has on students' overall reading 

ability. 

New York State has begun the process of revising its standardized 

exams. The new ELA (English Language Arts) exam which is 

administered in grades 4 and 8 incorporates reading, writing, listening 

and speaking. Students must read extended passages and answer 

questions which require them to compare and contrast stories. They are 

reqOired"to utilize graphic organizers. Additionally, students must listen 

to stories read aloud, tal<e notes and then compose an essay. Students 

are also required to answer some multiple choice questions, however, 
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the exam is not solely comprised of these items. 

This switch demonstrates the state's recognition of the need for 

improvement· in testing. Also, examples of "good" work are provided for 

students and teachers in order to impart clear expectations. Although 

test scores are expecle.dto·be lower during theJnitial phase-in, as 

students become more accustomed to the format and as good teaching 

practices became incorpor:ated into the classrooms, scores will begin to 

rise. Students' abilities will be more accurately reflected by the 

incorporation. of such exams. 

This is·just one step in the right direction. However, as Koretz 

(1988) warned, teachers must not sacrifice:good teaching techniques 

and curr�culum in order to better pre-pars students for upcoming 

standardized exams. Instead, teachers should be developjng critical 

thinkers and problem· solyers who are edl.Jcati9nally well rounded. 

Students who are enveloped in such a learning environment will be 

successful learners and test takers. 

Additionally, teachers need to connect the learning with their 

students. Teachers must spend time helping students make the 

connection between what they are learning and what is happening in 

their-own lives. If teachers are capab.le of. making such a connection,, 

then learning becomes meaningful and students become more motivated 

to learn. Educators must find ways to better prepare students. The state 

has recognized the need for change, so must teachers. 
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Implications· for Research 

In their study about ph,ildren's attitudes toward reading, McKenna, 

Kear and Ellsworth (1995), noted �significant decline in students' 
I 

attitudes as they continued through school. In other words, the higher the 

grade t�e lower the attitude. It wou19- be extremely interesting if the 

current �tu.dx could be replicate'd but altered slightly to become a 

longitudinal study. For example, a group of students might be given the 

ERAS in third grade,1 and a correlational analysis would be carried out to 
' 

compare their attitudes with their third grade PEP scores. In fifth grade, 

the ER'AS would be adminis�.ered again and the sfudents' attitudes would 

be compared to their fifth grade DRP test scores in a second correlational 
" 

study. Lt would be jntriguing to see if there was a directional, correlation 

between attitudes and test scores in the third grade and the degree of 

correlation as the students proceeded' through school. 

An additiooal study could be completed to determine if a 

differ�nce �xists, t;>et\_Veen the correlation of attitudes and test scores in 

boys as opposed to girls. Furtharmore, the study could have viewed 

each subscale of the ERAS, recreational and academic, separately to 

determine if one aspect has a higher r;>ositive.correlation thanJh� other. 
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Appendix A 

Students• DRP 

Student# Raw 0/�ile STN 

1 43 45 5 
2 52 73 6 
3 36 27 4 
4 �2 45 5 
5 46 54 5 
6 52 73 6 
7 30 14 3 
8 52 73 6 
9 26 8 2 
10 45 51 5 
11 44 48 5 
12 45 . 51 5 
13 46 54 5 
14 40 38 4 
15 36 27 4 
16 32 18 3 
17 28 10 2 
18 47 57 5 
19 �0 38 4 
20 44 48 5 
21 48 61 6 
22 34 21 3 
23 36 27 4 
24 47 57 5 
25 38 32 4 
26 40 38 4 
27 32 "18 3 
28 42 45 5 
29 28 10 2 

Scores 
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DRP Scores 

Student# Raw %ile STN 

30 37 29 4 
31 36 27 4 
32 28 10 2 

33 50 67 6 
34 27 9 2 
35 49 64 6 
86 47 57 5 
37 52 73 6 
38 49 64 6 
39 43 . 45 5 
40 44 �8 5 
41 33 21 3 
42 46 54 5 
43 47 57 5 
44 47 57 5 
45 36 27 4 
46 29 12 3 
47 41 42 5 
48 42 45 5 
49 45 51 5 
50 40 38 4 
51 36 27 4 
52 41 42 5 
53 56 85 7 
54 47 57 5 
55 39 35 4 
56 50 67 6 
57 32 18 3 
58 33 21 3 
59 34 21 3 
60 52 73 6 
61 36 27 4 
62 29 12 3 

Students' 
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DRP Scores 

Student# Raw %ile STN 

63 31 16 3 
64 33 21 3 
65 41 42 5 
66 51. 70 6 
67 25 7 2 
sa 35 24 4 
{)9 50 67 6 
70 38 32 4 
71 46 54 5 
72 39 35 4 
73 40 38 4 
7,4 39 35 4 
75 50. 67 6 

Students' 
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Appendix B 

Student# Full Scale Recreational Academic 

1 31 19 18 
2 56 30 26 
3 64 32 32 
4 51 29 22 
5 71 34 37 
6 50 24 26 
7 62 27 35 
8 73 34 39 
9 57 25 32 
10 58 28 30 
1 1 65 30 35 
12 57 33 24 
13 40 18 22 
14 55 27 28 
15 52 24 28 
16 58 26 32 
17 50 32 18 
18 63 31 32 
19 29 16 13 
20 66 30 36 
21 67 37 30 
22 56 24 32 
23 49 24 25 
24 41 23 18 
25 69 36 33 
26 60 30 30 
27 43 20 23 
28 42 21 21 
29 43 13 30 
30 48 21 27 

Students' ERAS Raw Scores 
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ERAS Raw 
'\ 

Student# Full Scale Recreational Academic 

31 65 28 37 
32 51 22 29 
33 59 29 30 
34 49 20 29 
'35 54 27 27 
36 54 29 25 
37 64 38 26 
38 69 32 37 
39 49 21 28 
40 61 32 29 
41 64 31 33 
42 79 30 40 
43 54 28 26 
44 64 31 33 
45 62 32 30 
46 59 29 30 
47 74 39 35 
48 48 21 27 
49 68 34 34 
50 50 27 23 
51 62 30 32 
52 71 35 36 
53 67 35 32 
54 46 21 25 
55 62 25 37 
56 53 26 27 
57 63 28 35 
58 70 36 34 
59 44 23 21 
60 76 38 38 
61 74 35 39 
62 73 35 38 
63 58 30 28 
64 59 29 30 

Students' Scores 
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Raw Scores 

Student# Full Scale Recreational Academic 

65 58 27 3 1  
66 50 25 25 
67 55 24 3 1  
68 53 26 

-
27 

69 57 25 32 
70 55 27 28 
71 59 24 35  
72 53 25 28 
73 43 16 27 
74 59 26 33 
75 54 24 30 

Students' ERAS 


