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In literacy development, the affective conditions are equally important as the cognitive conditions.
However, the role of motivation, an essential affective component of the reading process and
what drives it are often overlooked specially among adolescent readers. Using an ethnographic
approach, this paper identifies mediators of reading motivation among collegiate learners through
analyses of online journals, reading profiles, and transcribed interviews of 17 Filipino collegiate
students. The study draws largely from the reading model of Guthrie and Wigfield (2000) and
Kozulin’s (2003) discussion of mediated learning based on Vygotsky’s (1978) sociocultural
theory. Results showed that psychological and emotional satisfaction, prosocial goals, prevailing
social values, and multi-modal learning experiences were the prime drivers of motivation to read
among adolescent readers. The findings of this study underscore the importance of understanding
and knowing what teenagers read, why they read, and what engages them to read. Such knowledge
will inform instructional decisions on selection of learning resources and literacy activities that are
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engaging and relevant to adolescent learners’ experiences, needs, and goals.
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INTRODUCTION

Motivation, an essential affective element in reading is a
driving force in academic achievement (Brozo, Sulkunen,
Shiel, Garbe, Pandian, Valtin, 2014; Guthrie & Wigfield,
2000; Kim, 2011; Lau, 2009; Martin, 2009). Highly moti-
vated readers can transcend difficulty of materials and ad-
versities in life brought about by poverty (OECD, 2010).
They read beyond what is required in the class and mostly
for the sheer enjoyment that they derive from the act. Since
they read more, they become more strategic in bridging com-
prehension gaps (Gilbert & Fister, 2011). More importantly
they can extend their understanding of the texts from literal
to critical level. Eventually, these learners get to possess a
more integrated understanding of themselves and become
more empathetic with fellow human beings (Gilbert & Fis-
ter, 2011; Rosenblatt, 2005).

Unfortunately, despite being a consistent predictor of ac-
ademic achievement across grade levels, reading motivation
is never considered as a important topic in literacy as reflect-
ed in the recent annual surveys of the International Literacy
Association (ILA, 2017, 2018) on the hottest and most im-
portant literacy issues. Furthermore, it is often overlooked in
adolescent literacy instruction especially in the tertiary level.
What activates motivation among collegiate readers is a less
explored area. Studies on reading habits of collegiate students
(Gilbert & Fister, 2011; Huang, Capps, Blacklock, & Garza,
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2014; Lone, 2011) focus more on what they read and the num-
ber of hours they spend on reading in and out of school.

In this age of Information and Communication Technol-
ogies (ICTs) where the Internet has become an essential part
of young people’s lives, it is hard to believe that millennial
learners are averse to reading. In fact, adolescents spend so
much time reading blogs, emails, and other online sources
e.g., news, articles, and e-books (Berg, 2011; Conradi, Jang,
Craft, Bryant, & McKenna, 2013; Gilbert & Fister, 2011).
Yet, it is ironic that lack of motivation to read and low en-
gagement in academic reading remain to be a perennial con-
cern among collegiate students as reported in several studies
(Brown, Danvers, & Doran, 2016; Kerr & Frese, 2017; Kir-
choft, 2013; Trice & Wilmes, 2011). Park and Kim (2016)
likewise observe that ‘adverse reading behaviors such as
displeasure and boredom’ (p. 197) are demonstrated when
reading academic materials. This indicates that academic
reading is not considered as an enjoyable activity by many
collegiate students.

To be able to provide teachers a deeper grasp of the
nature of motivation among adolescent readers, this study
examines, describes, and historicizes collegiate students’
reading experiences, preferences, and goals. It is hoped that
knowing and understanding what and why adolescents read
and what mediates their motivation to read will be helpful in
crafting and planning a relevant, engaging, and meaningful
literacy instruction.
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LITERATURE REVIEW

Reading Motivation of Adolescent Learners

Adolescent readers bring with them cognitive and affective
conditions in reading accumulated in the initial stages of ed-
ucation at home and at school (IRA, 2013). Among the affec-
tive conditions, researchers agree on the centrality of motiva-
tion in adolescents’ engagement, attitude toward reading, and
achievement (Conradi et al., 2013; Guthrie & Wigfield, 2000;
Judge, 2011; Kim, 2011; NEA, 2007; Reoperez, 2016).

The reading to learn stage which characterizes adolescent
literacy is very crucial in terms of the amount and quality
of motivation that students bring in the reading act. It is the
stage where they will be needing advanced literacy skills to
be able to cope with the challenges of content reading which
is the thrust of the tertiary level curriculum. However, it is
observed that upon reaching the reading to learn stage, interest
in reading diminishes (Corpus, McClintic, & Gayenga, 2009;
Guthrie & Wigfield, 2000; NEA, 2007). The shift from devel-
opmental to content reading is seen as the major culprit of the
motivational decline. From the familiar story grammar of the
narrative texts that they read and enjoy in the early grades, stu-
dents suddenly find themselves extracting information from
expository texts. Oftentimes, the lack of necessary skills to
interrogate the different content area materials makes reading
difficult and less engaging (NIL, 2007). On the other hand,
Lau (2016) argued that motivational change can be attributed
to several factors, not just in the shift of curriculum focus. One
of these is the impact created by the learning environment.
When students are provided with cognitively and emotionally
satisfying reading tasks and literacy activities that are reflec-
tive of their values and interests (Groenke, 2017), they can be
consistently and intrinsically motivated to read. The opposite
leads to diminished interest or even refusal to read (Strom-
men & Mates, 2004). Additionally, Moyer (2011) suspected
that adolescents’ literacy activities which are generally taking
place online might have been misconstrued as not ‘real’ read-
ing not only by teachers but by the students themselves. Most
likely, these literacy activities do not conform with the tradi-
tional view of reading as print-based. Moreover, motivation
to read could be adversely affected by the mismatch between
what adolescents want to read and what the schools want them
to read (Bozack & Salvaggio, 2013). The differences in the
stance that teachers and students adopt when reading likewise
contribute to disengagement in reading. Teenagers’ growing
sense of independence in their choices of reading materials
(Green, Walker, Hoover-Dempsey, & Sandler, 2007; Klauda
& Wigfield, 2012) oftentimes does not factor in the selection
of texts and materials. Similarly, when literacy instruction
pays too much attention on acquiring information rather than
on the ‘living through’ experiences, no real engagement takes
place (Rosenblatt, 2005). And as a consequence reading be-
comes a boring and dragging activity intended mainly to fulfill
academic requirements.

Guthrie and Wigfield’s Motivation Theory

Guthrie and Wigfield’s motivation theory (2000) posited
that motivation is a complex construct with many facets and

components. Goals, self-efficacy, autonomy support, real
word interactions, texts, instructional processes, and social
motivation drive engagement and motivation in an interre-
lated manner (Brozo, Shiel, & Topping, 2007; Pitcher, Al-
bright, DeLaney, Walker, Seunarinesingh, Headley, Mogge,
Ridgeway, 2007; Ruddell & Unrau, 2013). Furthermore, the
forces that shape and affect students’ reading motivation and
engagement are different for age group and populations.
For adolescent readers, influential factors include a) peers
and family; b) values held about reading; c) reading oppor-
tunities at home and at school; and d) sociocultural values
(Conradi et al., 2013;; Guthrie & Cuddington, 2009; Henk,
Marinak, & Melnick, 2012; Klauda, 2009; Klauda & Wig-
field, 2012). Lately, the Internet also figures prominently in
adolescents’ reading habits and literacy practices (Amicucci,
2014; Moyer, 2011). Research data show that online liter-
acy activities could engage collegiate learners in extended
and exploratory reading and writing (Reoperez, 2016) and
inspire high school students to be creative and collaborative
in their written responses (Johnson, 2010).

Motivation itself mediates the Matthew effect in read-
ing. Increased motivation results in increased engagement
and comprehension which in turn results in improved per-
formance and learning (Klauda & Guthrie, 2014; Logan,
Medford, & Hughes, 2011). Bozack and Salvaggio (2013)
demonstrated this in their study where gains in achievement
were compared in adolescent boys with varying degree of
motivation. Greater gains were recorded for the boys who
are highly motivated. In contrast, the boys who were less
motivated to read obtained lesser gains in reading achieve-
ment. In the same study, it was suggested that motivation
may be a predictor of academic success among upper high
school students.

Mediated Motivation

This paper posits that motivation and engagement to read
among adolescents are mediated specifically by adults
around them as well as by symbols and tools such as books
and the Internet. In his sociocultural theory, Vygotsky (1978)
views learning as a result of mediation, not of acquisition
where children are reduced to being passive recipients of in-
formation. For Vygotsky, it is difficult to imagine learning
taking place without a sociocultural context. Therefore, the
presence of mediating agents is inevitable and at the same
time crucial in scaffolding children’s learning growth and
development (Gredler, 2009).

Kozulin (2003) identified two types of mediation — human
and symbolic. Human mediation through feedback, support,
and modelling provided by teachers, parents, and other adults
is responsible for enhancing the child’s performance while
symbolic mediation can introduce changes in performance
of the child (Kozulin, 2003). Without expanding Vygotsky’s
theory, performance is replaced with reading motivation in
this study. Expansion is no longer necessary since the socio-
cultural theory already includes the affective aspect of learn-
ing as reflected in the behavioral mastery (Levykh, 2008).



20

IJELS 7(1):18-24

Human and symbolic mediators

In Vygotsky’s model (Kozulin, 2003), learning begins
through human mediation which may come in different
forms such as encouragement, challenges, feedback, or even
the mere presence of an adult. Rogoff (1995) identified three
aspects of human mediation: apprenticeship, guided partici-
pation, and appropriation. The first pertains to the modeling
of the activity; the second to the interaction with people; and
the last one to the changes in the individual. On the other
hand, SYMBOLIC MEDIATORS pertain to signs, symbols,
writing, reading, graphic organizers, and even the Internet
which help shape learning experiences and motivation of
children. One caveat though, symbolic mediators, according
to Kozulin (2003), would only be meaningful if their use is
facilitated by a human being who would at the same time
communicate to the students the meaning and values of the
symbols. As earlier mentioned, there were very few studies
that explore how motivation is mediated.

In separate investigations, Schaftner, Schiefele, Ulferts
(2013); Klauda and Wigfield (2012); and Wolters, Barnes,
Kulesz. York, and Francis (2017) expound on the mediating
effects of both human and symbolic tools. By analyzing how
intrinsic and extrinsic motivation affect comprehension of
Grade 5 students, Schaffner et al. (2013) found out that the
amount spent on reading mediates the effects of both kinds
of motivation on comprehension. Klauda and Wigfield’s
study (2012) of fourth and fifth graders which examined
the connections between perceived parent and friend sup-
port showed that both influenced reading motivation with
perceived friend support impacting reading habits. Finally,
Wolters et al. (2017) discovered that giving brief oral feed-
back prior to test taking could increase perceived control.
The same study concluded that focus on mastery goals could
lead to increased motivation in performing reading tasks.
These studies showed the importance of both mediation and
mediating agents in reading motivation. The motivation to
read is strengthened when mediated by symbolic tools such
as time, goals, support, and oral feedback which are all made
possible and meaningful through human mediation.

METHOD

Research Design

This study which employed the qualitative design made use
of ethnography in approaching the mediators of reading mo-
tivation of the participants. Reading goals, experiences, and
preferences were examined, described, and historicized using
online journals, reading profiles, and informal interviews.

Participants

The participants in this study were 17 students consisting of
5 males and 12 females who were taking up varied college
courses. They were enrolled in a literature class in a non-sec-
tarian university in Manila, the capital city of the Philippines
and where Filipino and English are the dominant literacies.
Being the center of economy and education, students from dif-
ferent parts of the country and from different socio-economic

status flock to Manila to study in the collegiate level. The 17
students were identified using purposive sampling. They were
chosen because they a) online journals selected for this study;
b) were representatives of different courses, socio-economic
status, and sexes; and c) belonged to different year levels.

Instrumentation and Procedure

Data were collected from online journal entries and reading
profiles which were both course requirements. Informal in-
terviews which provided additional information on the par-
ticipants’ reading experiences, preferences, and goals were
conducted during class sessions. The oral sharings were re-
corded for analysis and field notes were taken for all class
sessions during the entire semester. Being the teacher, I be-
came a participant-observer which made it easier for me to
engage the participants in informal interviews and casual
conversations outside of our classes.

For the reading profile, a simplified version of the Motiva-
tion to Read Profile (MRP): Conversational Interview of Gam-
brell, Palmer, and Mazzoni (1996) was provided to the partici-
pants at the beginning of the semester. While the original MRP
has three parts which emphasized three types of reading name-
ly narrative, informational, and general reading, the adapted
one has two parts only. Part one instructs the participants to
describe themselves and share something about their dreams,
aspirations, likes, and dislikes. The second part consists of ten
questions selected from each part of MRP. The questions elicit
information on the following: a) most interesting story they
have read; b) important thing they have learned recently from
areading material; c) a book that they are currently reading; d)
their favorite authors; ) a book that they would like to read in
the future; f) things that bring excitement to read; and g) influ-
ences of their reading experiences on them. On the other hand,
entries from their online journals discussed their reading expe-
riences as young children and as growing up adolescents; their
goals and purposes in reading; and their reading preferences.
Separate Wordpress sites were created for the online journal
writing and reading profile activity. The participants posted
their responses for both through the comment sections of the
sites. Responses for both activities were shared and discussed
in class. The transcribed interviews, journal entries, and infor-
mation elicited from the reading profiles were interpreted and
analyzed using thematic analysis. Themes and patterns were
identified and categorized.

RESULTS AND DISCUSSION

Reading Beyond the Classroom

Journal entries revealed that the participants engaged in
non-academic reading for a variety of reasons other than
getting information. Some read to feel good as reflected in
these entries (for ethical purposes, pseudonyms were used):
I always read every time I feel bad and I feel to give up
(sic). (Maits)
It really helps me feel confident, it gives me strength.
(Camille)
When I am down, I would find myself buying a book
which would make me feel less-burdened. (Neneng)
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Some wanted to experience new worlds and a gamut of
emotions:

To affect me, to bring me into different dimensions away
from everyday life, and to satisfy my playful mind. (Isabel)
It made me cry, feel hopeful, angry, and ended with re-
lief (sic). (Emy)

For others, reading inspires:

Makes me motivate (sic)to do the right and good things.
(Connie)

It touched my heart and make me (sic) a believer of love
magics (sic). (Ali)

For the participants, reading is more than just an exercise
of the mind. It can be an emotionally satisfying activity too. It
allows them to experience new worlds and varied emotions and
be inspired as well. As Ruddel and Unrau (2013) put it, “rich
and rewarding personal experiences with books can change the
way a reader feels, acts, and perceives the world” (p.1039). This
concurs with Rosenblatt’s (2005) argument that students should
be taught to read not only to nourish their cognitive needs but
more importantly because they ought to understand themselves,
their fellow human beings, and humanity. The desire for emo-
tional and psychological satisfaction can also be attributed to
the growing complexities in adolescents’ emotional makeup.

Since academic readings are predominantly efferent, out-
side of school the participants explored the aesthetic aspect
of reading to satisfy their emotional and psychological needs.
One participant summed up how majority of the participants
view and feel about the readings done in school. She con-
fessed that she used to be hooked on reading during her ele-
mentary years but when she became a teenager, / stop read-
ing. I mean I read but only the ones required in school which
are mostly uninteresting. Schools requires (sic) their students
to read and read uninteresting textbooks so I read as a form
(sic) of requirement to pass not because I love reading. This
is in agreement with Park and Kim’s (2016) observation that
many collegiate students do not enjoy academic reading. Itis
quite ironic because schools are supposed to have a positive
mediating effect (Kozulin, 2003) on students’ reading moti-
vation. However, if school-based readings fail to promote
reading as an interesting and relevant activity, then there’s a
need for educators to rethink the literacy activities, practices,
and resources that are provided to adolescent learners.

Reading the Past

It is interesting to note that majority (76 %) of the respon-
dents preferred texts written by foreign authors particularly
those from the west. Only 34 % were into stories written by
Filipino authors. The list ranged from classics such as Dia-
ry of Anne Frank and Great Expectations to contemporary
works such as The Notebook, Dare to Fail, Harry Potter, The
Fault in Our Stars, Fallen, and Hunger Games.

The students’ preference for western authors was con-
sistent with their responses in their first reading experienc-
es; the most interesting stories that they have read; and the
books that they wanted to read. Almost all of the participants
recalled that the first books their parents bought for them
were the Three Little Pigs, The Ugly Duckling, Rapunzel,
and Goldilocks. They were introduced to Filipino stories for

children such as Juan Tamad (Lazy Juan) only when they
went to school. When asked about the books that they plan
to read in the future, all except for one chose foreign novels
by western authors such as Charlotte Bronte, J.K. Rowlings,
Lauren Kate, Suzanne Collins, and Nicholas Sparks.

Ironically, only one Filipino author was popular among
the participants —Bob Ong. Filipino teenagers liked the work
of this writer because of the humorous writing style and the
use of conversational language. And except for the Malay-
sian writer Billi Lim whose works are written in English, no
one knew any other Asian writers.

Valorization of western or British American literature can
be attributed to the Filipinos’ subscription to the educational
system of our western colonizers specifically the Americans.
When the colonizers left the Philippines after long years of
colonization, they also left a country that was so smitten with
their educational system and culture (Doronilla, 1996). Up to
this day, Filipinos have not yet recovered from their colonial
hangover. The view of dominant literacies holds true in the
Philippines as a result of colonization and fascination with
the English language. Dominant and subordinate literacies
(dela Piedra, 2010) are imposed by social institutions pri-
marily the school. Until now English is the dominant literacy
while Filipino and the other local languages are the subordi-
nate literacies. Street (1984) stated that a process called ped-
agogization of literacy makes the school literacy the norm.
Since the norm in most Philippine schools is the valorization
of the English language, it is no surprise that there is a pre-
vailing notion among Filipinos that proficiency in English is
the mark of a better educated person. English is widely con-
sidered as the language of power and the language of econo-
my as well. This is why Filipino parents would not only buy
English books for their children but would also enroll them
in private schools. They believe that their children would
have access to better-quality English instruction in these
schools. Most likely, this is also the reason why teenagers
such as the participants in this study prefer to read books
written by western authors. Besides, it is easy to read English
books since they are written using the Roman script which
was adopted by the Filipinos from the western colonizers.

Again, it was noticeable that the participants’ favorite
books were not the ones that were usually read in school
which are mainly text books and informational materials.
This shows the predominantly efferent stance that schools
take in selecting instructional materials. Rosenblatt (2005)
warned that taking a predominant efferent stance may result
in an artificial relationship with reading.

Reading Heroes

Many participants shared that their friends were the main
reasons why they get to like reading. One male student dis-
covered The Diary of a Whimpy Kid through a friend who
was carrying the book. Later, it became a personal favorite
because its (sic) like they (sic) were telling my life. Not a few
admitted that seeing their friends read gave them the impres-
sion that reading is a ‘cool’ act. Another articulated that she
and her friends enjoyed talking about what they have read
as it is a way to bond with each other. Peers’ influence on
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reading preferences and habits can be attributed to the fact
that adolescents tend to spend more of their time with friends
and get to value their opinions (Nurmi, 2004).

Furthermore, the participants related that when they were
young, their parents, mostly their mother either read to them
or bought them books. But as they grew older, family involve-
ment in their literacy activities gradually diminished. Accord-
ing to Wiseman (2011) adolescents already have their own
perception of personal and social development which is now
more independent and more autonomous. And besides, family
involvement is also determined by educational experiences of
the parents, economic opportunities, and cultural differences
(Green, Walker, Hooevr-Dempsey, & Sandler, 2007). Appar-
ently, parents with limited education lack the confidence to
participate in the literacy development of their children. It is
particularly true in the Philippines where the dominant lit-
eracy in the secondary and collegiate level is English. It is
limiting the involvement of parents with less knowledge in
the language. Still, one participant recalled that her father who
was a voracious reader infected me with the reading bug and
continued to be a major influence in her reading choices.

On the other hand, two participants looked up to their
teachers as their reading models. One shared that she was not
into reading until a teacher in a literary criticism class in col-
lege introduced her to the book, Great Expectations which be-
came a memorable experience that lead to a habit of reading.
She recalled how this teacher’s eyes would lit up every time
she shared about the books that she had read. Another partici-
pant’s love affair with books was inspired by a Grade 5 teach-
er who gifted her the book, Dare to Succeed on graduation
day. The books that she read from then on were of the same
genre as that book. Unfortunately, these two students were
the only ones who were inspired to read by their teachers.
What the others don’t say actually says a lot: either they had
teachers who don’t read other than what they are supposed to
teach or who don’t care about their students’ literacy growth.
In Vygotsky’s view of the reciprocity of teaching and learn-
ing, emotion is central to both processes (Levykh, 2008). It
implies that teachers teach not only because of the knowledge
they can share but more than anything else, they also care
for their “students’ present and future well-being and overall
development” (Levykh, p. 92). Later, this should inspire the
children to pursue intellectual and emotional development at
its highest level. Teachers are recognized as agents of semiot-
ic mediation (Hassan, 1995). Thus they should be capable of
designing and implementing a literacy instruction that engage
students to read. In the first place, teachers who find read-
ing enjoyable would likely share their enthusiasm with their
students. Rudell and Unrau (2013) emphasize that teachers
should effect motivational changes and changes in attitude,
values, and beliefs towards reading among students.

Online Engagement

That the participants’ reading activities mostly take place in
the Internet is no longer surprising. After all, they are millenni-
al learners who are immersed in multimodal learning (Moyer,
2011). One participant would download stories and read every
day, saying that it is addicting. She liked online reading be-

cause she could read all that she wanted to read. She said that
she could not afford to buy printed books and thought that In-
ternet reading is free. Another shared that the Internet became
his ‘library” where he could read everything he liked wherever
he went to and whenever he chose to. He often found reading
materials in school uninteresting and ‘archaic.’ I am educated
by the Internet. I don 't know but it is easier for me to read in the
Internet, he confessed. How this student felt about classroom
reading is tantamount to “being victimized of positioning by
schools that have devalued literacy activities at which adoles-
cents are literate and competent” (Pitcher et al., 2007, p. 379).

In conclusion, the participants agreed that the interactive
nature of e-reading is interesting and engaging. It allows
them to experience the text in multiple dimensions. This
concurs with the finding of Reoperez (2015) that students
were more confident when reading online for they could eas-
ily access vocabulary meanings and modify and enrich their
background of the topics.

CONCLUSIONS AND IMPLICATIONS

Results yielded in this study showed that emotional and
psychological satisfaction, prosocial goals, prevailing social
values, and multimodal learning experiences drive the mo-
tivation to read among adolescents. Several implications to
literacy instruction can be derived from this. First, it is of par-
amount importance to strike a balance between efferent and
aesthetic reading. The latter will address adolescents’ needs
for emotional and psychological nourishment. Second, ad-
olescents’ voices should be heard in decision making in the
literacy instruction. Their text preferences, present concerns,
personal and social contexts, and aspirations should be con-
sidered for literacy activities to be meaningful, relevant, and
engaging. Third, it should be recognized that the shift in mo-
dalities and genres in reading brought changes not only in
how young people read, but also in the motivation that they
bring to the reading act. The fact that they engaged in nonac-
ademic reading showed that they don’t abhor reading. But if
classrooms persist to provide unreal-world interactions and
to ignore adolescents’ preferred modes of literacy learning
then the feeling of alienation will likewise persist. Lastly,
teenagers should be guided to reflect on how their adopted
social values could impact reading experiences and literacy
growth. While it is true that prevailing social values greatly
influence reading motivation, these should not delimit them
from exploring different genres, topics, and authors. That the
joys of reading could still be experienced in any language
must be communicated to learners in a bilingual setting
where there is a dominant literacy such as English.
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