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Struggling readers often fail to complete homework or complete it in a slipshod,
haphazard fashion. Often, this adversely affects grades, erodes motivation for
academics, and causes conflict between readers, parents, and school personnel.
To help teachers and educational consultants (e.g., reading specialists, school
psychologists) help struggling readers improve their homework submission rates
and improve the quality of their homework, this article discusses reasons for
homework problems and suggests how teachers and educational consultants can
apply social cognitive theory to resolve homework problems.

Unless people believe that they can produce desired effects by their ac-
tions, they have little incentive to act. (Bandura, Barbaranelli, Caprara, &
Pastorelli, 1996, p. 1206)

Ryan is a struggling reader in a fifth grade inclusion class at
Hypothetical Elementary School. His general education teacher,
Mrs. Piccolo, says that he is cooperative and intelligent, but is of-
ten “lost” in class, confused by the work. When she and his in-
class support teacher, Mrs. McCormick, provide him with “easy” or
“moderately challenging” work, he correctly completes it; without
such work and without in-class support, he dawdles and fidgets.
Recently, Ryan complained to his teachers: “I hate homework. . ..
It’s too hard.... I can’t read it. 'm dumb.”

Ryan’s teachers complain that he rarely submits homework.
When he does, it is disorganized and incorrect. To complicate
matters, his teachers tell his parents that his homework habits are
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hurting his grades and progress. Frequently, Ryan argues with his
parents about homework. This upsets them. They want to help
him, but lack the time; their two younger children and extra jobs
devour it. Thus, for Ryan, homework assignments are solitary tasks,
tasks on which success depends upon his motivation and ability to
independently complete them.

Ryan’s story, a composite of many, represents the difficulties
faced by countless struggling readers for whom homework is la-
borious, frustrating, and demoralizing (Bryan, Nelson, & Mathur,
1995). Consequently, many actively resist homework or carelessly
rush through it, despite teacher and parent exhortations to try
harder. This raises the critical question of how to help strug-
gling readers like Ryan to routinely and successfully complete
homework.

To answer this question, we first discuss possible causes of
struggling readers’ homework difficulties, as school personnel
must address causes to resolve difficulties. Second, we discuss strug-
gling readers’ beliefs, as beliefs strongly influence behavior and
prospects for reversing homework difficulties. Third, because it
can help to resolve homework difficulties, we discuss and illustrate
principles derived from the instructional literature and from social
cognitive theory.

Possible Causes of Homework Difficulties

Understanding the current causes of each reader’s difficulties can
help to identify potential solutions. Common causes include the
following:

Difficult Assignments

Homework is often too difficult for students with disabilities
(Bryan, Burstein, & Bryan, 2001; Bryan & Nelson, 1994; Epstein
et al.,, 1997; Salend & Gajria, 1995). Polloway, Foley, and Epstein
(1992), for example, found that students with learning disabilities
experienced more “substantial problems” with homework than
their nondisabled peers (p. 206). Kay, Fitzgerald, Paradee, and
Mellencamp (1994) found that homework problems often exas-
perated parents of children with disabilities.
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Negative Attitudes

Because of repeated failure, many struggling readers develop neg-
ative attitudes toward reading (Chapman & Tunmer, 2003; Ganske,
Monroe, & Strickland, 2003; Lipson & Wixson, 2003; Rasinski &
Padak, 2000). Because homework usually involves reading, this at-
titude may generalize to homework (Bryan & Nelson, 1994; Bryan
et al., 1995; Good & Brophy, 2003; Nicholls, McKenzie, & Shufro,
1994; Warton, 2001).

Gloomy Expectations and Learned Helplessness

Many struggling readers expect that any reading task—including
homework—condemns them to failure and frustration (Blanton
& Blanton, 1994; Chapman & Tunmer, 2003; Pearl, Bryan, &
Donahue, 1980, as cited in Bryan et al., 2001). Because they have
low self-efficacy for reading—they believe they cannot success-
fully read—they disengage (Butkowsky & Willows, 1980; Guthrie
& Davis, 2003; Henk & Melnick, 1995; Walker, 2003). Many adopt
a “learned helplessness” approach to challenge (Butkowsky &
Willows, 1980; Gaffney, Methven, Bagdasarian, 2002; Gunning,
1998; Lipson & Wixson, 2003; McCormick, 2003; Prater, 2003;
Rasinski & Padak, 2000), avoiding tasks like homework, tasks
that require them to work independently (Gajria & Salend, 1995;
Gunning, 1998). Given their gloomy expectations and learned
helplessness, it is not surprising that such students often quit when
homework becomes difficult (Gajria & Salend, 1995).

Self-Regulatory Difficulties

Many students with learning disabilities—including struggling
readers—have difficulties with the self-regulatory processes es-
sential to completing homework (Bryan et al., 2001; Klassen,
2002; Patton, 1994; Tabassam & Grainger, 2002). They may, for
example, have difficulty recording homework assignments, un-
derstanding task requirements, establishing task-related goals,
assessing personal abilities, identifying appropriate task-relevant
strategies, planning how to achieve task-related goals, enacting
relevant strategies, monitoring and evaluating progress, adapting
strategies, persevering to overcome difficulties, preventing and
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overcoming distractions (Bryan etal., 2001; Gajria & Salend, 1995;
Ley & Young, 2001; Spafford & Grosser, 1996; Vacca & Vacca, 2001;
Winne, 2001; Zimmerman, 2001).

Situational and Environmental Difficulties

Many struggling readers lack a quiet place to do homework and
do not have the after-school help they need to complete home-
work successfully (Allington & Cunningham, 2002; Cooper, 2001a;
Dawson & Guare, 2004). Many especially those from low-income
homes, have after school obligations thatinterfere with homework:
jobs, chores, child care.

Our discussion of causes is only a starting point. There may
be other causes (e.g., peer pressure, emotional difficulties). More-
over, causes often interact with one another. Whatever the causes,
they need to be identified and addressed to solve the problem.

Influencing Behavior: Struggling Readers’ Personal Beliefs

A growing body of evidence suggests that people’s beliefs about
themselves strongly influence their behavior and achievement
(Linnenbrink & Pintrich, 2002, 2003; Ormrod, 2003; Pintrich &
Schunk, 2002; Schunk, 2001; Walker, 2003; Zimmerman, 1995,
2001): “People’s level of motivation, affective states, and actions
are based more on what they believe than in what is objectively
the case” (Bandura, 1995, p. 2). Therefore, to achieve sustained
success, Ryan’s belief that he cannot succeed on homework must
change.

But often, for beliefs to change, struggling readers’ negative
experiences with both classwork and homework need to change—
work that produces frustration needs to be replaced with work
that breeds both success (Linnenbrink & Pintrich, 2002, 2003)
and expectations of continued success (Alderman, 1999; Pintrich
& Schunk, 2002; Stipek, 1998).

In many cases, however, success alone will not convince strug-
gling readers that they can succeed; often, they need to learn to
attribute their successes to effort and the correct use of specific
learning strategies (Alderman, 1999; Bandura, 1997; Kozminsky
& Kozminsky, 2003; Linnenbrink & Pintrich, 2002; Ormrod, 2003;
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Pintrich & Schunk, 2002; Robertson, 2000; Stipek, 1998; Tabassam
& Grainger, 2002; Walker, 2003). If they attribute success to luck,
they will not view success as controllable or repeatable; if they at-
tribute it to ability alone, when encountering setbacks they will feel
“dumb” and vulnerable and act accordingly (Dweck, 1999).

Social Cognitive Theory: A Framework for Understanding
Homework Difficulties

Unfortunately, little research examines how to improve the home-
work performance of students with learning disabilities (for a sum-
mary, see Bryan et al., 2001, and Patton, 1994); virtually none
examines struggling readers’ specific difficulties. Waiting for a
compelling, persuasive body of research may take decades. In the
meantime, struggling readers, their parents, and their teachers will
continue to suffer. They cannot wait—the problem must be dealt
with now, using the best information available (Patton, 1994).

Fortunately, social cognitive theory examines many poten-
tial causes of homework difficulty. By understanding several of
the theory’s critical propositions—self-regulation, personal goals,
task value, self-efficacy—as well as strategies that influence their
development—enactive mastery, social modeling, attribution re-
training, strategy instruction, goal setting, verbal persuasion, phys-
iological reactivity (Alderman, 1999; Ormrod, 2003; Pajares, 2003;
Pintrich & Schunk, 2002; Zimmerman, 2000, 2001; Zimmerman &
Schunk, 2001a)—school personnel might better understand the
causes of and generate potential solutions to a struggling reader’s
homework difficulties. As Zimmerman (2001) posited, the theory’s
emphasis on learning and motivation should make it “particularly
appealing to educators who must deal with many poorly motivated
students” (p. 6).

SELF-REGULATION: PLANNING, DOING, MONITORING,
ADAPTING, PERSEVERING

Because homework is usually a solitary, independent activity,
struggling readers’ self-regulatory abilities—including their abili-
ties to set task goals, plan work, control attention, manage time,
select and apply appropriate strategies, guide efforts with self-
verbalizations, concentrate, self-monitor progress, adapt strategies
to progress and current conditions, compare achievement to task
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goals (Ormrod, 2003; Schunk, 2001; Winne, 2001; Zimmerman,
1995, 2001; Zimmerman, Bonner, & Kovach, 1996; Zimmerman
& Schunk, 2001b)—must match or surpass homework’s self-
regulatory demands. When they fall short, difficulties ensue.
Thus, school personnel should help readers to develop the self-
regulatory abilities needed to successfully complete assignments

(Zimmerman et al., 1996), and make sure that assignments do not
exceed these abilities (Good & Brophy, 2003).

PERSONAL BELIEFS: TASK VALUE AND PERSONAL GOALS

According to social cognitive theorists, learning and task com-
pletion also require that students have the will to engage and per-
sist. This emanates, in part, from students’ personal goals and their
personal beliefs about a task’s value: their belief that the task is im-
portant or interesting (Linnenbrink & Pintrich, 2002; Pintrich &
De Groot, 1990; Zimmerman, 2001), that they will succeed, and
that success will produce valued outcomes (Bandura, 1971, 1997;
Good & Brophy, 2003; Walker, 2003; Zimmerman, 1995, 2001;
Pintrich & Schunk, 2002).

Students assess value by asking, “Why should I do this task?”
(Pintrich & Schunk, 2002, p. 60). They will more likely engage
in tasks they believe are “worth the effort” than those “not worth
it” (Alderman, 1999; Good & Brophy, 2003; Horner & Shwery,
2002; Ormrod, 2003; Pintrich & Schunk, 2002; Schunk, 2001;
Stipek, 1998; Zimmerman, 2001). Believing tasks are “worth the
effort” relates the importance of the tasks and interests students
assigned to them to the degree that the students believe the tasks
relate to their goals (Horner & Shwery, 2002; Linnenbrink &
Pintrich, 2002; Pintrich & De Groot, 1990; Stipek, 1998). Con-
sequently, they will likely assign greater value to tasks they believe
will help them achieve personally important goals than to unre-
lated tasks (Alderman, 1999; Ormrod, 2003; Schunk, 2001; Stipek,
1998; Zimmerman, 2001). Similarly, many students are more likely
to engage in tasks they believe will produce immediate, highly de-
sired rewards than those that will not (Good & Brophy, 2003; Maag,
1999; Ormrod, 2003; Schunk, 2001).

In part, self-regulatory processes are driven by struggling read-
ers’ personal beliefs about a task’s value and the benefits they will
derive from success (Linnenbrink & Pintrich, 2003; Ormrod, 2003;
Zimmerman, 2001). Thus, teachers should assign homework that
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readers’ value and believe beneficial; if readers do not see this,
teachers should help them make the connection.

PERSONAL BELIEFS: SELF-EFFICACY

Social cognitive theorists also assert that students’ willingness
to invest the effort needed to accomplish specific tasks and to per-
sist on tasks emanates from their belief that they have the capabil-
ity to succeed (Ormrod, 2003; Pintrich & Schunk, 2002; Schunk,
2001; Zimmerman, 2001). They assess this belief or expectation
by asking, “Am I able to do this task?” (Pintrich & Schunk, 2002,
p- 62). Students derive answers from their interpretations of past
experiences with similar tasks and from their attributions—the ex-
planations given for their past successes and failures (Ormrod,
2003; Linnenbrink & Pintrich, 2002, Walker, 2003; Zimmerman,
1995). Thus, if struggling readers are usually frustrated by home-
work, get poor homework grades, interpret their “failure” as a lack
of ability, and expect to continue failing, they are unlikely to invest
much effort and are likely to give up quickly (Chapman & Tunmer,
2003; Ormrod, 2003; Pintrich & Schunk, 2002; Schunk, 2001).

Student beliefs about their ability to accomplish specific
tasks in specific situations—called self-efficacy—influence both
their willingness to engage in specific tasks (Horner & Shwery,
2002; Linnenbrink & Pintrich, 2003; Ormrod, 2003; Walker, 2003;
Zimmerman, 1995), such as writing answers to chapter questions,
and their cognitive engagement (Pintrich & De Groot, 1990). As
Schunk (1999) noted:

A key personal variable is self-efficacy, or perceived capabilities for learning
or performing tasks at designated levels. ... Compared with learners who
doubt their capabilities, efficacious students are more likely to engage in
tasks, expend effort, persist to overcome difficulties, and perform at higher
levels. (p. 220)

Thus, if struggling readers believe they can successfully com-
plete a specific task, like reading three pages from their science
textand answering short essay questions about them, they are more
likely to engage in it than if they believe they cannot (Linnenbrink
& Pintrich, 2003; Ormrod, 2003; Walker, 2003; Zimmerman, 1995).
Believing they cannot, they may resist (Gentile & McMillan, 1987;
Henk & Melnick, 1995; Pintrich & Schunk, 2002; Rupley & Blair,
1989; Walker, 2003; Vacca & Vacca, 2001).
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Like personal beliefs about a task’s value and the likely ben-
efits of success, self-efficacy influences motivation and helps drive
self-regulatory behavior (Butler, 1995; Linnenbrink & Pintrich,
2002, 2003; Pinrich & De Groot, 1990; Ormrod, 2003; Schunk &
Zimmerman, 1997a; Zimmerman, 2001). This indicates that teach-
ers should give struggling readers homework readers believe they
will succeed on if they make a moderate effort. It also indicates
that school personnel should help struggling readers transform
unrealistic “I can’t do” self-efficacy beliefs to realistic “I can do”
ones (Guthrie & Humenick, 2004; Pressley et al., 2003). Failure
to change such beliefs can derail attempts to increase homework
completion and quality.

Changing Beliefs: The Need for a Sustained, Informed Effort

Changing “I can’tdo” beliefs is often difficult and requires a system-
atic, sustained effort in which teachers continually use appropri-
ate instructional strategies and assign work of moderate challenge
likely to produce success (Linnenbrink & Pintrich, 2002; Ormrod,
2003; Stipek, 1998). The idea is to get readers to believe that with
moderate effort they can successfully complete classwork and its
extension—homework—and that they will benefit. This alone can
spur motivation: “As the research has shown, students are moti-
vated to engage in tasks and achieve when they believe they can
accomplish the task” (Linnenbrink & Pintrich, 2003, p. 134).

Fortunately, the professional literature sheds considerable
light on how to improve students’ motivation and self-efficacy
(Bandura, 1997; Guthrie & Humenick, 2004; Linnenbrink &
Pintrich, 2002, 2003; Ormrod, 2003; Schunk, 2003; Pintrich &
Schunk, 2002; Zimmerman, 2000, 2001; Zimmerman & Schunk,
2001a). By applying this knowledge to struggling readers’
homework difficulties—an area lacking a large, impressive body
of well-researched solutions—monitoring the effectiveness of in-
terventions, and quickly adjusting them to remedy unforeseen dif-
ficulties, school personnel can increase the likelihood that readers
will successfully complete homework.

Like all educational recommendations, ours are probabilistic,
not deterministic (Linnenbrink & Pintrich, 2003). Social cognitive
theory suggests they will work for many struggling readers but not
all. On-average, however, school personnel who knowledgeably,
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expertly, and systematically apply social cognitive theory and who
systematically monitor and adjust homework to reflect its ef-
fects, increase the likelihood of improving readers’ beliefs and
performance.

Suggestions from the Literature: Critical Principles

Although little research validates strategies for helping struggling
readers improve their homework (Bryan et al., 2001; Miller &
Kelly, 1991; Patton, 1994), the literature on instructing struggling
readers and the literature on social cognitive theory strongly sug-
gest that employing the principles below offers promise for im-
proving readers’ functioning (Balajthy & Lipa-Wade, 2003; Lipson
& Wixson, 2003; Linnenbrink & Pintrich, 2002, 2003; Manzo &
Manzo, 1993; Pintrich & Schunk, 2002; Walker, 2003; Zimmerman,
1995). Instructional suggestions follow each principle.

Principle 1: Stress Challenging Work That Struggling Readers Can
Complete Successfully Without Excessive, Laborious Effort

Social cognitive theorists assert that successes, or enactive experi-
ences, “are the most influential source of efficacy belief because
they are predicated on the outcomes of personal experiences”
(Zimmerman, 2000, p. 88). As Ormrod (2003) noted, “Students
feel more confident that they can succeeded at a task when they
have succeeded at that task or at similar ones in the past” (p. 347).
Thus, teachers should do everything possible to ensure that strug-
gling readers, readers weary of failure, develop a foundation of
ongoing successes. Without this, efforts to resolve homework dif-
ficulties will likely fail.

“STACK THE DECK” FOR SUCCESS

Because previous successes positively influence students’ self-
efficacy (Pintrich & Schunk, 2002; Zimmerman, 2000), teachers
should “stack the deck” for success—they should assign homework
that struggling readers can readily and independently succeed on,
without feeling highly anxious. Thus, teachers should not assign
incomplete classwork—work that readers had difficulty finishing
in school—as homework (Bryan et al., 2001; Patton, 1994).
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To “stack the deck” for success, teachers should ensure that
homework materials are at struggling readers’ independent read-
ing level—readers can quickly recognize 96% or more of the words
in context and understand 90% or more of the text (McCormick,
2003). For practice, drill, or review tasks with little reading, a sim-
ilar rate of accuracy—90% or better—may be optimal (Good &
Brophy, 1987; Paul & Epanchin, 1991; Rosenshine, 1983; Schloss
& Smith, 1994). If readers are excessively anxious about homework
or typically make more mistakes in response to original mistakes,
materials of lesser difficulty may be needed. Using materials likely
to minimize anxiety and produce high success rates helps to create,
but does not guarantee, expectations of success.

To ensure that struggling readers can successfully complete
new types of homework, teachers should assign such homework
only after readers’ have succeed on similar work in class (Ormrod,
2003; Pajares, 2003; Schunk & Zimmerman, 1997). When nec-
essary, teachers should help readers and observe the type and
amount of assistance needed to successfully complete assignments.
As readers demonstrate frequent success, teachers should gradu-
ally reduce assistance while observing readers’ success rates and
the effort required. Homework should reflect this information.

MAKE ASSIGNMENTS SHORT AND SIMPLE

To improve attitudes toward homework, teachers might ini-
tially assign homework that is short and simple and then gradually,
over weeks or months, increase its length and complexity, so strug-
gling readers are challenged but not overwhelmed or frustrated.
Teachers should keep in mind that (a) struggling readers are more
likely to successfully complete short, simple assignments than long,
complex ones (Patton, 1994); (b) struggling readers often require
far more time than average achieving students to complete home-
work (Bryan et al., 2001; Good & Brophy, 2003); (c¢) many experts
recommend that elementary school assignments be short and that
high school assignments not be excessively lengthy (Cooper, 2001a,
2001b). Cooper (1989), for instance, recommends that in grades
one, two, and three, students get three or fewer assignments weekly,
each lasting 15 or fewer minutes; in grades four, five, and six, they
getfour or fewer assignments weekly, each lasting 15 to 45 minutes.
Teachers should adjust these guidelines downward for struggling
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readers with little tolerance for homework, little ability to work in-
dependently, and little in-home support (Cooper, 2001a, 2001b).

Every few weeks, teachers might ask parents how much time
their child spends on homework and whether or not it is fatiguing
or frustrating. If parents report difficulty or excessive time, teach-
ers might ask about causes. To eliminate frustration and make
homework productive, teachers should adjust homework to reflect
parents’ feedback.

LIMIT THE NUMBER OF ASSIGNMENTS

This helps make homework manageable rather than impossi-
ble. It also helps readers to focus on quality rather than quantity.
This is especially important for readers who need excessive time
to complete assignments and who have immature self-regulatory
abilities (e.g., organization, strategy use, persistence).

With the implementation of the No Child Left Behind Act,
many struggling readers will participate in after- or before-school
reading programs. If so, participation should replace homework
(Allington, 2001). Not doing so will overload readers with work
and minimize time for resting, playing, and making friends. The
likely result: increased stress and decreased motivation.

ASSIGN HOMEWORK THAT MINIMIZES READING

When struggling readers detest or feel extremely discour-
aged or anxious about reading, temporarily assigning homework
that minimizes or eliminates reading and writing may reduce re-
sistance to homework. Substitute assignments might include col-
lecting materials (e.g., automobile advertisements), categorizing
information (e.g., pictures of rural, urban, and suburban life),
making videotapes (e.g., newscasts), watching assigned television
shows (e.g., “Biography”), taking photographs (e.g., storefronts,
friends), conducting interviews (e.g., grandparents), or listening
to audiotapes (e.g., Lincoln’s biography).

Such homework can also help struggling readers prepare for
classroom discussions. Simple preparation assignments, such as in-
terviewing parents about the news or watching a DVD on manatees,
can help struggling readers develop the background needed for
class discussions and future reading.

The suggestion—a vacation from homework requiring more
than minimal reading—is temporary. Certainly, a well-balanced
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reading program designed to help struggling readers become
“knowledgeable, strategic, and motivated” readers (Lipson &
Wixson, 2003, p. 130) must stress reading. Sometimes, however,
readers need a break from reading, especially if they detest read-
ing and homework. By temporarily emphasizing other aspects of
learning and structuring assignments to generate success, teach-
ers might increase the odds that readers who resist homework will
eventually complete it in a quality way.

Principle 2: Design Assignments to Match Students’
Self-Regulatory Abilities

Personalizing assignments by “stacking the deck” for success, mak-
ing assignments short and simple, and limiting the number of as-
signments should help match homework to readers’ self-regulatory
abilities. Additional factors, however, often need attention.

MAKE SURE STRUGGLING READERS KNOW WHAT HOMEWORK IS DUE

Students with learning disabilities often have great difficulty
recording assignments accurately (Bryan et al., 2001). To address
this problem, teachers might consider homework planners (cal-
endars for recording assignments, completion data, and parent-
teacher communications; Bryan et al., 2001; Dawson & Guare,
2004). When, however, struggling readers have difficulty accurately
recording assignments, teachers might consider printing them on
large mailing labels (e.g., 4" x 1.5”), e-mailing or faxing (using the
broadcast option) them home, listing them on web sites (Salend,
Duhaney, Anderson, & Gottschalk, 2004), or recording them on
telephone answering machines.

MAKE SURE STRUGGLING READERS UNDERSTAND THE ASSIGNMENT

Because many struggling readers have difficulty understand-
ing what is said, they often misunderstand homework require-
ments (Patton, 1994). To assure understanding, teachers should
ask students to explain how to do the homework and have them be-
gin it in class (Patton, 1994; Salend & Schliff, 1989). This is advan-
tageous to teachers: it allows them to observe misunderstandings
and other difficulties and modify assignments and decide what to
re-teach. It is also advantageous to readers: it allows them to ask
questions and seek additional help.
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MAKE SURE STRUGGLING READERS HAVE NEEDED HOMEWORK MATERIALS

If struggling readers often fail to bring home books and other
materials needed for homework, school personnel might (a) check
that the readers have the needed materials before they go home,
(b) fax (e.g., broadcast) or e-mail (e.g., attachments) required
papers, and (c) arrange for parents to have an extra set of books.
Salend and Schliff (1989) recommend that teachers help students
identify the resources needed to complete homework. Dawson and
Guare (2004) offer a daily homework planner that has children
answer “Do I have all the materials? Do I need help? Who will help
me?” (p. 123).

KEEP ORGANIZATIONAL AND WRITTEN REQUIREMENTS DOABLE

Teachers should keep in mind that many struggling read-
ers, including those with well-developed listening abilities, have
extreme difficulty organizing work and cannot compose well-
organized essay-like responses that match their instructional read-
ing level (quickly recognize 90% to 95% of words in context and
understand 70% to 89% of the text; McCormick, 2003). Some,
even with good organizational abilities, find 10-minutes of essay-
like writing frustrating. In these cases, teachers should not assign
homework requiring lengthy written responses. Results will prob-
ably improve if they assign homework that limits writing to a few
sentences, asks readers to check items, match items, fill in blanks,
circle answers, and make categorical lists.

TEACH NEEDED SELF-REGULATORY SKILLS

Teachers should teach struggling readers whatever self-
regulatory skills they need to succeed on homework (Dawson
& Guare, 2004; Patton, 1994; Zimmerman et al., 1996). Skills
include setting task goals, planning work, following directions,
managing time, selecting and applying strategies, self-verbalizing
strategy steps, and monitoring and self-evaluating progress (Orm-
rod, 2003; Schunk, 2001; Winne, 2001; Zimmerman, 1995, 2001;
Zimmerman et al., 1996; Zimmerman & Schunk, 2001b). Some
skills are far more difficult to master and require far more time
to teach than others. By matching assignments to struggling read-
ers’ abilities to function independently, emphasizing practice as-
signments, and using shaping and behavioral contracts, teachers
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may minimize the potentially deleterious effects of self-regulatory
difficulties.

EMPHASIZE PRACTICE ASSIGNMENTS

Especially during early attempts to get struggling readers to
routinely and successfully complete homework, teachers should
assign practice rather than novel homework or homework that re-
quires learning or applying new concepts (Cooper & Nye, 1994;
Hallahan & Kauffman, 1997; Patton, 1994; Polloway, Epstein,
Bursuck, Jayanthi, & Cumblad, 1994). As the name implies, prac-
tice assignments give readers opportunities to practice or apply
what they have just about but have not quite mastered. If, for ex-
ample, when decoding, they have almost mastered applying the
initial consonants f, s, and m, teachers can give them homework
that has them use these sounds to identify words in a crossword
puzzle. To avoid practicing mistakes, their in-class accuracy rate
for independently completing similar assignments should exceed
90%.

USE SHAPING TO ENCOURAGE PRACTICE

By making things doable, explicit, and rewarding for strug-
gling readers, shaping can minimize resistance to homework. The
underlying ideas are to (a) get readers to routinely submit home-
work that teachers can reinforce, with reinforcers readers’ value;
(b) use reinforcers as feedback of progress (Pintrich & Schunk,
2002).

With shaping, teachers reinforce struggling readers for behav-
ioral changes that increasingly approximate but do not fully match
a targeted behavior (Alberto & Troutman, 2003; Maag, 1999). If,
for example, the targeted behavior is “Ryan will earn a ‘B’ on 5
consecutive homework assignments at his independent level,” and
the grading standards are explicit, teachers might initially rein-
force Ryan for each “C” he earns. Once he earns a “C” on five
consecutive assignments, the reinforcement criteria is raised to
the next level, “C+,” and “C” work is no longer reinforced. This
shaping strategy—gradually increasing criteria for reinforcement
commensurate with Ryan’s successes—is followed with “B—’s” and
then “B’s” until Ryan achieves the target of 5 consecutive “B’s.”
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USE BEHAVIORAL CONTRACTS

Like shaping, behavioral contracts that use powerful extrinsic
reinforcers can motivate struggling readers to complete indepen-
dent level homework. A contract might state: “For each correct
homework answer, Ryan will earn 2 minutes of computer time dur-
ing free period. For example, if he correctly answers 3 questions,
he can use the computer for 6 minutes; if he correctly answers 8
questions, he can use it for 16 minutes. As with all programs of ex-
trinsic rewards, rewards should be paired with task-specific verbal
praise and gradually, almost imperceptibly phased out (Alberto
& Troutman, 2003; Good & Brophy, 2003). Greenwood (2003),
Maag (1999), and Heron and Harris (2001) offer excellent, prac-
tical guidance for developing behavioral contracts.

Principle 3: Use Peer Models to Create Vicarious Experiences
to Which Students Relate

Social cognitive theory asserts that modeling is one of the most
powerful ways to teach students new behaviors and new informa-
tion and to raise self-efficacy:

Modeling fulfills information and motivation functions. Modeled behavior
provides information about what sequence of actions will lead to success
and about which actions have undesirable consequences. Models can raise
efficacy among observers who are apt to believe that they will be successful
if they follow the same behavioral sequence. (Schunk & Zimmerman, 1997,
p- 38)

In contrast to adult models, peer models, similar to the student
observer, may be particularly effective in strengthening students’
self-efficacy (Alderman, 1999; Schunk, 1999, 2001; Zimmerman,
2001).

LINK MODELING TO HOMEWORK

In most instances, homework is solitary—struggling readers
are on their own. In class, however, peer models who struggling
readers see as similar (Pintrich & Schunk, 2002; Schunk, 2003)
can play an important role in preparing readers for homework by
demonstrating how to use a skill or strategy and what to say to one-
selfin the process. If homework closely resembles what readers ob-
served and successfully practiced in class, they will likely anticipate
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success, increasing prospects of completion (Pintrich & Schunk,
2002; Schunk & Zimmerman, 1997b; Zimmerman, 2000).

USE COPING MODELS, IF POSSIBLE

Peer models can be mastery or coping models. Unlike mastery
models who flawlessly use target skills and learning strategies, cop-
ing models need to learn the skill or strategy and learn to apply it
(Zimmerman & Kitsantas, 2002). They have trouble and make mis-
takes. Paradoxically, this can benefit struggling readers. By seeing
how coping models, similar to them, make and overcome mistakes
in acquiring and applying a new skill or strategy, struggling readers
often realize they too can achieve this: “He’s like me. If he can do
it, I can.” This can raise self-efficiency (Pintrich & Schunk, 2002;
Schunk, 2003).

To realize the potential of coping models, modeling must be
planned. This involves:

* choosingaskill orlearning strategy that the model and the strug-
gling readers should have little difficulty learning—moderately
challenging but not overly difficult.

* selecting models similar to the struggling readers (e.g., same sex
and achievement level).

* having models explain what they are doing, step-by-step, while
they work to learn and apply the targeted skill.

* having models correct their mistakes and explicitly attribute fail-
ures to controllable factors (e.g., poor effort) and successes to
controllable factors (e.g., correctly using the strategy) and abil-
ity (e.g., “By practicing and monitoring what I did, I learned
Multipass. Not bad”).

* having readers observe models get reinforced for correctly ap-
plying the targeted skill or strategy in a variety of appropriate
situations.

e reinforcing readers for correctly applying the targeted skill or
strategy in a variety of appropriate situations.

Principle 4: Teach Students the Learning Strategies Needed
to Succeed on Assigned Tasks

When struggling readers do not know how to succeed on tasks or
how to reach their goals, they are apt to resist or quit. But as Ames
(1990) noted:



Struggling Readers 241

Children’s self-efficacy does respond positively when they learn to set short-
term, realistic goals and are shown how to make progress toward these
goals. It is not a matter of convincing them that they can do well or even
guaranteeing it; it is giving them the strategies to do so. (p. 412)

In line with this, Bryan and Sullivan-Burstein (1997) and Patton
(1994) recommend teaching students the study skills they need to
succeed on homework assignments.

TEACH STRATEGIES TO THE POINT OF MASTERY

Learning strategies “are techniques, principles, or rules that
enable students to learn, to solve problems and compete tasks inde-
pendently” (Swanson & Desher, 2003, p. 131). They often involve a
series of steps or procedures associated with acronyms (e.g., RAP—
R: Read the paragraph; A: Ask yourself what the paragraph was
about; P: Put into your own words the main idea and two impor-
tant details; Ellis, 1996). If struggling readers need to use a specific
learning strategy to succeed on homework, they must overlearn it
so that they can apply it without difficulty when working alone;
otherwise, they are unlikely to use it (Swanson & Desher, 2003).
Thus, itis important not to select and teach strategies willy-nilly or
to teach too many at a time.

FOLLOW A SEQUENCE OF INSTRUCTIONAL STEPS

Because strategy instruction can be complicated, instruction
should be orderly, as illustrated by this adaptation of Rosenberg,
Wilson, Maheady, and Sindelar’s (1997) instructional sequence:

* Determine the struggling readers’ current level of competence
with the targeted strategy; have them make a verbal or written
commitment to master it.

* Describe the strategy in ways that will help readers remember it.

* Model the strategy while using an explicit think aloud; prompt
readers to verbally self-instruct themselves while using the strat-
egy; provide corrective feedback.

* Have readers verbally elaborate and rehearse each step of the
strategy and explain its purpose.

* Provide ample amounts of guided and independent practice
with familiar materials and content.

* Provide ample amounts of guided and independent practice
with other coursework materials.
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e Tell readers when they have mastered the strategy.

* Discuss how the strategy can be used in a variety of situations,
including homework.

* Teach readers to monitor their use of the strategy. To guide their
monitoring, teach them to use a checklist of the strategy’s steps.

e Teach readers to reinforce themselves for correctly using the
strategy.

Throughout the process, teachers should provide task-specific en-
couragement and merited praise.

Principle 5: Review Homework and Teach Students to Monitor
Their Progress and Strategy Use

Unless teachers frequently review homework for completeness and
accuracy (Salend & Schliff, 1989), they can undermine its impor-
tance (Cooper, 1989; Patton, 1994; Sullivan & Sequeira, 1996).
Moreover, failure to provide regular feedback on what readers did
correctly and how they can correct mistakes promotes erroneous
knowledge and incorrect practices.

FREQUENTLY REVIEW HOMEWORK

By frequently reviewing homework that matches struggling
readers’ ability to function independently (Good & Brophy, 2003),
teachers create opportunities to strengthen readers’ self-efficacy
by showing them how and why they succeeded. Despite the im-
portance of reviewing homework (Patton, 1994), teachers cannot
spend countless hours doing this. Several solutions are available:
assign homework that can be reviewed quickly, have paraprofes-
sionals grade homework for accuracy and completeness, grade
homework as “acceptable,” “needs improvement,” or “missing,”
give students answer keys to informally grade their homework. If
used, grading should be minimized and not used to punish readers
for poor or missing work (Cooper, 1989).

Because old habits die slowly and emerging ones need nurtur-
ing, comments about homework should stress improvement rather
than absolute performance (Alderman, 1999; Stipek, 1998). This
minimizes the weight given to poor starts and prevents them from
becoming black holes of pessimism that impede progress. Stress-
ing improvement can prevent struggling readers from thinking,
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“No use trying. With all my zeros for missing homework I'll never
get a good grade.” It can also kick-start them into believing, “If
I start doing homework tonight my old zeros won’t count much.
The teacher will grade me on what I start doing, now.”

GRAPH SUCCESS AND TEACH SELF-MONITORING STRATEGIES

Frequent feedback about improving performance can
boost students’ self-efficacy and improve behavior (Guthrie &
Humenick, 2004; Salend & Schliff, 1989; Sapolsky, 1998; Schunk,
1999, 2002; Schunk & Zimmerman, 1997a). One way to provide
feedback is to graph improvements (Bryan et al., 2001); such visi-
ble, historical evidence of improvement can persuade students that
they can successfully complete particular tasks (McCabe, 2003).
Thus, by charting struggling readers’ homework successes (e.g.,
grades, submission rates) and teaching them to observe and record
their progress, teachers can increase readers’ homework comple-
tion rates (Bryan & Sullivan-Burstein, 1998; Trammel, Schloss, &
Alper, 1994). As Ormrod (2003) observed, “Selffocused observa-
tion and recording can bring about changes (sometimes dramatic
ones) in student behavior” (p. 351).

Self-monitoring should reflect the struggling reader’s matu-
rity level. For instance, younger readers might enjoy using Coun-
toons (see Daly & Ranalli, 2003), in which they mark cartoons
that indicate if they used the proper academic strategy or self-
regulatory behavior or completed their homework. To self-monitor
and record progress, older readers need graphs that look more
businesslike (see Alberto & Troutman, 2003; Maag, 1999).

Principle 6: Teach Struggling Readers to Attribute Success
to Controllable Behaviors

Students who believe that they can succeed on specific tasks and
who attribute their successes to controllable factors (e.g., effort
and the correct use of learning strategies) are more likely to per-
sist in the face of difficulty than students who believe they lack
the ability to succeed (Linnenbrink & Pintrich, 2003; Ormrod,
2003). The bad news is that many struggling readers attribute fail-
ure to a lack of ability (“I'm dumb”) and success to external un-
controllable factors (“It was dumb luck”)—this breeds pessimism
and low self-efficacy. The good news is that positive, facilitative
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attributions—attributions thatimprove motivation—can be taught
(Kozminsky & Kozminsky, 2003).

ATTRIBUTE RESULTS TO EFFORT, PERSISTENCE, AND THE CORRECT
USE OF STRATEGIES

In private and small group meetings with struggling read-
ers, and in written comments, teachers should stress to readers
how their effort, persistence, and correct use of strategies engen-
dered success (Fulk & Mastropieri, 1990; Linnenbrink & Pintrich,
2002; Pintrich & Schunk, 2002; Ring & Reetz, 2000; Shelton,
Anastopoulos, & Linden, 1985): “Ryan, your Mom told me you
worked on this for 20 minutes. That’s how long I thought it should
take the class to do this. Rereading to make sure your answers
made sense was smart. Your effort and rereading earned you an
‘A.’ Greatjob!” This feedback attributes success to Ryan’s effort and
persistence and to his correct use of a monitoring and rereading
strategy—factors he can control (Dweck, 1999). It also implies that
he has important, controllable abilities—to persist and to use cor-
rect strategies. By naming these factors and helping Ryan attribute
his success to them, the teacher helps Ryan make the connections
needed to strengthen his self-efficacy for homework.

Attributing success to effort, however, can backfire if strug-
gling readers’ think the task is easy and the effort needed to
succeed great (Pintrich & Schunk, 2002). To prevent this prob-
lem, teachers’ attributions of effort should be modest and specific.
When accurate, and when the readers’ effort is similar to that of
other students, teachers might note the similarity.

When making attributions, teachers should place the eval-
uation statement (e.g., Great job”) after the rationale (“Reread-
ing...was smart”). This prevents the possibility that once readers’
hear the evaluation they will ignore the rationale (Lyden, Chaney,
Danehower, & Houston, 2002).

USE THINK-ALOUDS

If struggling readers do poorly on presumably independent
level homework, teachers should identify the sources of difficulty.
To identify them, teachers might supportively ask readers where
and when they did the homework, what was happening around
them, and how much time and energy they invested.
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If struggling readers are moderately proficient with think-
alouds—the “talking through of an endeavor-. . .saying aloud new
steps [of a strategy] until they become part of our ‘inner voice’ of
knowledge” (Wilhelm, 2001, p. 19)—teachers might give them a
copy of the homework and ask them to describe what they were
thinking when they first saw it, started working on it, were midway
through it, and encountered difficulties (asking readers to point
these out is often revealing). Teachers can use this information
to create instructional think-alouds (Tierney & Readance, 2000)
appropriate for individual or small groups of readers with simi-
lar needs. To model what readers would have to think and do to
successfully complete the homework, teachers can, in the think-
aloud, combine “I” statements (Walker, 2003) with attribution
statements. Thus, a teacher might think aloud before struggling
readers: “Next time I’ll preview the material first and I’ll reread
it until I know it cold. I won’t give up. This should help me do
better.”

DEVELOP PERSONALIZED LISTS OF ATTRIBUTION STATEMENTS

Another way to help struggling readers attribute success to ef-
fort, persistence, and the application of specific reading strategies,
is for teachers to help them create a personalized list of attribution
statements, along with a list of explicit strategy steps, in checklist
form. By combining previously developed attribution statements
(e.g., “I never gave up”) with explicit strategy steps (e.g., “I suc-
ceeded because I used the rereading strategy we used in class”),
struggling readers have an emotional and cognitive roadmap for
success (Fulk & Mastropieri, 1990). To maximize the success of at-
tribution training, however, requires regular discussions of specific
attributions, frequent practice with self-attribution, and a steady,
manageable flow of independent level homework activities that
produce success. Without frequent success, attributions will ring
hollow (Pintrich & Schunk, 2002) and self-efficacy for homework
will suffer.

ASSOCIATE EXTRINSIC REINFORCEMENT
WITH FACILITATIVE ATTRIBUTIONS

If, with parental support, struggling readers seem resistant to
completing well-designed, independent level homework, teachers
might consider combining extrinsic reinforcement with facilitative
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attributions that emphasize effort and the correct use of strategies.
Extrinsic reinforcement uses reinforcers or rewards that teachers
or parents give to readers—reinforcers that readers want, lack, and
will work to get (e.g., toys, snacks, stickers, game time, free time).
These reinforcers provide them with feedback and temporary in-
centives to do what they typically avoid. If sufficiently powerful, ex-
trinsic reinforcers can kick-start homework. By pairing attributions
with highly valued, extrinsic reinforcers, the value and importance
that readers give to teachers’ attributions may increase.

However, if used incorrectly, extrinsic reinforcement can
backfire. It can reinforce a struggling reader’s belief that tasks
should be done for extrinsic reinforcement only, resulting in a
return to old habits when reinforcement ends. Strategies for elim-
inating this potentially debilitating effect include:

* using the smallest, least conspicuous reinforcers that readers will
work to get.

* stressing aspects of work that readers find attractive.

* using task-specific praise that stresses increasing competence.

¢ linking reinforcement to realistic performance standards.

e systematically and gradually reducing the frequency of rein-
forcement.

Principle 7: Link Homework to Struggling Readers’ Short-Term Goals

Personally relevant goals energize and motivate people (Ormrod,
2003; Schunk, 2003; Schunk & Zimmerman, 1997a); goals are what
people want to do, get, or achieve. Often, struggling readers fail to
understand the importance of homework and its relationship to
their goals. This happens when homework is busy work or teachers
have not helped readers connect homework to readers’ goals.

LINK HOMEWORK TO PERSONAL GOALS

By frequently explaining to struggling readers why a series
of homework assignments is important and linking it to readers’
short-term personal goals—learning to read television schedules,
making money, getting a driver’s license—teachers can help to di-
rect and fuel readers’ willingness to do homework. This also helps
teachers avoid the pitfall of assigning busy work, whose irrelevance
can erode readers’ motivation for schoolwork (Allington, 2001).
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Teachers, without preaching, might discuss with struggling
readers how a specific set of homework assignments relates to
their lives (Patton, 1994), how it can help them achieve their goals
(Rock, 2004), and why, with modest effort, they can succeed. As
with most tasks, struggling readers are more prone to complete
work they view as valuable—work that will help them achieve their
goals—than work unrelated to their goals (Linnenbrink & Pin-
trich, 2003; Rock, 2004).

HELP STRUGGLING READERS DEVELOP PERSONALLY IMPORTANT
SHORT-TERM GOALS

Because itis easier and quicker to observe progress on realistic
short-term goals than on long-term goals and because short-term
goals are more quickly achieved, they are usually more motivating
and produce higherlevels of self-efficacy (Pintrich & Schunk, 2002;
Schunk, 2003; Zimmerman, 2000, 2001). Unfortunately, many
struggling readers lack realistic or personally important short-term
goals. By helping readers develop such goals, teachers can fuel
their willingness to engage in schoolwork (Rock, 2004).

To help readers develop short-term goals, teachers might dis-
cuss with them what they enjoy, what interests them, and what
concerns them. Then, using Rock’s (2004) ACT-REACT strategy
(Articulate short and long-term goals, Create a work plan, Take
pictures, Reflect on goal attainment, Evaluate progress daily, ACT
again), teachers might help readers figure out how to use short-
term goals to achieve long-term ones. Once readers are satisfied
with their goals, teachers might increase readers’ motivation for
homework by explicitly linking it to their goals.

Principle 7: Make Homework Interesting, Relevant,
Socially Acceptable, and Worthwhile

Interest enhances motivation, learning, and response rates (Clarke
etal., 1995; Ganske etal., 2003; Guthrie & Humenick, 2004; Mayer,
2003). It affects the use of learning strategies and other learning-
related behaviors (Pintrich & Schunk, 2002): “When students are
interested in texts and tasks they attend to them longer and remain
with them even if somewhat difficult” (Turner, 1995, p. 417). To
capitalize on or spur interest, teachers should create situations that
bolster struggling readers’ successes and confidence, as confidence
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can create interest (Linnenbrink & Pintrich, 2003). To further gal-
vanize interest, teachers might assign homework that is relevant to
readers (Patton, 1994), encourages them to apply schoolwork to
real-life situations (Bryan etal., 2001), emphasizes links to people,
and is tied to discussions of students’ everyday lives (Guthrie &
Humenick, 2004). They might also let struggling readers choose
between assignments, use collaborative social structures, assign
look-alike homework, elicit struggling readers’ suggestions, and
use reinforcement schedules to deliver powerful reinforcers.

EMPHASIZE LINKS TO PEOPLE

People are interested in people and stories (Schallert & Reed,
1997): “We all live by narrative, every day and every minute of our
lives. Narrative is the human way of working through a chaotic and
unforgiving world” (Wilson, 2002, p. 10).

To make homework interesting, teachers might focus it on
stories about people involved in difficult, challenging situations
(Schallert & Reed, 1997). They mightselect coherent, clearly struc-
tured materials that are vivid, intense, and emotionally captivat-
ing (Good & Brophy, 2003), materials that learners can identify
with and that build upon their knowledge (Alverman & Phelps,
1998). In some cases, assignments that emphasize links to people
might eliminate the need for extrinsic reinforcement and increase
the probability that struggling readers will successfully complete
homework.

Consider, for example, a common type of high school assign-
ment given near the end of a period: “Answer questions 1-10, on
the Constitution, on page 235.” Often, struggling readers find such
assignments sterile (Sullivan & Sequeira, 1996) and overwhelming.
To make the Constitution and related homework more authen-
tic and interesting, teachers might show and discuss brief, dra-
matic portions of the video, “Freedom Never Dies” (PBS Video,
1999), the life and murder of Harry T. Moore, a great but forgot-
ten civil rights leader. If the discussion goes well, for homework,
teachers might ask struggling readers to check “yes” or “no” to
several questions about what they expect the full video to show
(e.g., Yes/No: Harry T. Moore’s goal was to become rich. Yes/No:
Harry T. Moore’s work placed his family in danger. Yes/No: The
FBI and the Florida police did everything they could to protect
Harry T. Moore.). If the video and the discussions capture the
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readers’ interests, they are more likely to complete such doable,
well-designed, relevant homework. The principle is simple: Inter-
est reduces resistance (Guthrie & Humenick, 2004).

TIE HOMEWORK TO DISCUSSIONS OF STUDENTS’ EVERYDAY LIVES

Discussing topics that are part of struggling readers’ lives—
topics familiar and relevant and important to them—creates inter-
est that can reduce resistance to related homework (Bryan et al.,
2001). By safely discussing such topics in small, mixed-achievement
groups, teachers can reduce the isolation and stigma that strug-
gling readers often feel in school, and increase the opportunity
for them to competently participate in class.

Engaging struggling readers in discussions can be difficult.
The following guidelines, adapted from Vacca and Vacca (1996),
can enhance participation:

e Arrange the room so students can see one another and can meet
to share ideas.

* Explicitly state the topic and the goal of the discussion (e.g.,
True or false?: Fear about school safety is exaggerated and un-
justified).

¢ Encourage and reinforce good listening.

* Begin discussions with mixed-achievement groups of two or
three students.

* Monitor discussions; keep them focused on the central topic,
core question, or problem.

¢ Use simple language; frequently check for understanding; clar-
ify misunderstandings.

LET STRUGGLING READERS CHOOSE HOMEWORK ASSIGNMENTS

Pintrich and Schunk (2002) noted that “almost all motivation
theories suggest. .. choice increases motivation” (p. 298). Guthrie
and Humenick (2004) found that choice produced an effect size of
0.95 on motivation for reading and 1.20 on reading achievement
and comprehension. Thus, several times a week, teachers mightlet
struggling readers choose one of several homework assignments.

USE COLLABORATIVE SOCIAL STRUCTURES
Teachers should take advantage of collaborative social struc-
tures that increase engagement (Guthrie & Humenick, 2004;



250 H. Margolis & P. P. McCabe

Turner, 1995) and make homework more enjoyable (Leone &
Richards, 1989). Even simple collaborative structures, like small
voluntary groups, in which students help one another do home-
work, can encourage homework completion as long as students
know they are there to help, not to give one another answers.
If work is at everyone’s independent level, such problems are
unlikely.

ASSIGN LOOK-ALIKE HOMEWORK

To minimizes stigma and motivate some struggling readers,
teachers should, when possible, assign struggling readers home-
work that looks like that given to the rest of the class (Bryan etal.,
2001; Nelson, Epstein, Bursuck, Jayanthi, & Sawyer, 1998).

If the class’s homework is at the struggling readers’ indepen-
dent reading or comfort level, but it is too lengthy or complex,
teachers should shorten or simplify it. For a twenty-question as-
signment, they might assign the first five or every fourth question.

If the homework’s reading level is too difficult, shortening it
will not help. Instead, teachers might assign struggling readers the
same type homework, on the same topic, using easier materials.
If this isn’t feasible, teachers should make sure that readers are
taught to read the homework in advance of the assignment, as part
of in-class or pull-out (e.g., resource center) lessons. If the reading
remains too difficult, teachers should eliminate the homework or
make it voluntary (e.g., extra credit; Cooper, 1989).

ELICIT STRUGGLING READERS’ SUGGESTIONS

To elicitideas about the kinds of homework assignments strug-
gling readers prefer and can succeed on, teachers might discuss
these topics with them. Teachers might also show them different
type assignments and formats and ask for their preferences. It may
be, for example, that they prefer underlining to matching and
matching to writing (see Alber, Nelson, & Brennan, 2002). By seek-
ing such information, teachers communicate respect for readers’
views and insights.

USE REINFORCEMENT SCHEDULES TO SYSTEMATICALLY DELIVER
POWERFUL REINFORCERS

Despite assigning struggling readers interesting, relevant, in-
dependent level homework linked to their goals, some will refuse
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to do homework. Consequently, they might fail subjects or find
themselves in frequent conflict with school personnel (Hallahan
& Kauffman, 2003). Preventing this often requires a systematic, in-
tensive, carefully monitored program of applied behavior analysis
that uses schedules of reinforcement to deliver powerful, extrinsic
reinforcers—what struggling readers will work to get.

In general, teachers should start with a continuous sched-
ule, reinforcing every homework assignment satisfactorily com-
pleted. Once struggling readers consistently submit such home-
work, teachers should gradually, almost imperceptibly, reduce the
frequency of reinforcement by moving to thinner schedules, such
asvariable ratio (VR) schedules, in which reinforcers are dispensed
an average of once every “nth” satisfactorily completed assignment
(see Alberto & Troutman, 2003, and Maag, 1999). If external rein-
forcers do not improve rates and quality, school personnel should
ask:

* Do the struggling readers adequately value what we consider
powerful reinforcers?

¢ Is reinforcement too infrequent?

* Are the reading materials too difficult or the assignments too
complex or abstract?

* What else is interfering with homework completion?

Principle 8: Link Positive Physiological States to School Work
and Homework in Particular

Social cognitive theorists (Bandura, 1997; Zimmerman, 2000) as-
sert thata prime source of self-efficacyis one’s physiological state or
physiological reaction to events. They note that negative affective
reactions—extreme stress and anxiety—can impair self-efficacy,
which can impair learning. Teachers can often prevent, reduce, or
eliminate negative affective reactions by providing struggling read-
ers with continual success, especially on moderately challenging
tasks that readers’ value. Teachers can also improve readers’ phys-
iological responses by creating a pleasant, supportive atmosphere
(McCabe, 2003) and arranging for relaxation training (Margolis,
1987, 1990) or counseling to address homework problems
(Margolis, McCabe, & Alber, 2004).
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Principle 9: Secure Parental Support

Parents are often the key to improving struggling readers’ success
with homework (Bryan et al., 2001; Patton, 1994). They provide
models of behavior and instill values. Often, only they can provide
a quiet place and the structure needed to do homework.

To help parents support their child’s homework efforts, school
personnel might help parents develop a support plan (e.g., set
aside specific time for homework; sign their child’s homework
planner ), suggest specific support activities (e.g., read assigned
materials or books to their child; name unknown words, when
asked), ask parents if they want information about homework
(e.g., a list of upcoming topics and assignments), invite parents
to participate in a school-home reinforcement system (e.g., rein-
force their child for reasonable efforts), and ask parents to mon-
itor and limit homework (e.g., have their child stop working if
frustrated).

Principle 10: Provide Needed Support

In essence, everything we have recommended is support aimed at
making struggling readers (and teachers) successful. Some read-
ers, however, need more (Dawson & Guare, 2004). They may
need daily, after-school help from an in-school homework sup-
port center; access to a homework hotline (Patton, 1994); ongo-
ing reading instruction, by a reading specialist, that is carefully
coordinated with in-class instruction (Allington & Cunningham,
2002); ongoing, frequent, skilled counseling to help them deal
with their academic problems and any emotional difficulties aris-
ing from these problems (Margolis et al., 2004); and fun and en-
joyment, lots of it, to give them a cushion, a psychological shield
to minimize and balance the hurt their reading problems cause.
Some, who come from chaotic, neglectful, or dangerous homes,
may need social service supports. Fortunately, the Individuals with
Disabilities Education Act (IDEA; 1997; P. L. 105-17) and Sec-
tion 504 of the Rehabilitation Act of 1973 (P. L. 93-112) often
provide school personnel with the legal support needed to re-
quest extra homework help, reading help, counseling, and social
services.
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Increasing the Odds of Success

Although the principles discussed and our suggestions for home-
work practices do not guarantee success, they improve the like-
lihood that struggling readers with low self-efficacy for home-
work will increase their compliance rate and improve the quality
of homework, especially if the principles and emanating activi-
ties are (a) stressed throughout the day; (b) part of an overall
program designed to foster readers’ beliefs in their abilities; (c)
adapted to the needs and characteristics of the struggling read-
ers, their teachers, and the instructional situation; (d) carefully
monitored to assess their effectiveness; and (e) modified to reflect
findings.

Not addressing homework problems and not addressing low
or sagging motivation for school work is a mistake. Continued
homework problems—often a proxy for many school and learn-
ing problems—will likely create ongoing conflict between par-
ents and children, parents and school personnel, and struggling
readers and school personnel, decreasing readers’ chances of suc-
ceeding in school. Low motivation for homework, reading, and
other school work will adversely affect learning and achievement
(Lipson & Wixson, 2003), which can adversely affect a struggling
reader’s entire future. Similarly, low self-efficacy in critical areas—
even homework—can adversely affect children’s’ entire future. As
Bandura (1997) has warned:

People who doubt their capabilities in particular domains of activity [low
self-efficacy] shy away from difficult tasks in those domains. They find it
hard to motivate themselves, and they...give up quickly in the face of
obstacles. They have low aspirations.... In taxing situations, they dwell
on their personal deficiencies. ... They are slow to recover their sense of
efficacy following failure or setbacks....It does not require all that much
failure for them to lose faith in their capabilities. They fall easy victim to
stress and depression. (p. 39)

Thus, we contend thatifhomework and related problems adversely
affect struggling readers, resolving these problems, in ways that
enhance self-efficacy and motivation, must become a primary in-
structional goal. To do less is to perpetuate a downward cycle of
failure, frustration, and conflict.



254 H. Margolis & P. P. McCabe
References

Alber, S. R, Nelson, J. S., & Brennan, K. B. (2002). A comparative analysis of two
homework study methods on elementary and secondary students’ acquisition
and maintenance of social studies content. Education and Treatment of Children,
25,172-196.

Alberto, P., & Troutman, A. C. (2003). Applied behavior analysis for teachers (6th
ed.). Upper Saddle River, NJ: Prentice Hall.

Alderman, M. K. (1999). Motivation for achievement: Possibilities for teaching and
learning. Mahwah, NJ: Erlbaum.

Allington, R. L. (2001). What really matters for struggling readers: Designing research-
based programs. New York: Longman.

Allington, R. L., & Cunningham, P. M. (2002). Schools that work: Where all children
read and write (2nd ed.). Boston: Allyn & Bacon.

Alverman, D. E., & Phelps, S. F. (1998). Content reading and literacy (2nd ed.),
Boston: Allyn & Bacon.

Ames, C. A. (1990). Motivation: What teachers need to know. Teachers College
Record, 91, 409-421.

Balajthy, E., & Lipa-Wade, S. (2003). Struggling readers: Assessment and instruction
in grades K—6. New York: Guilford.

Bandura, A. (1971). Social learning theory. New York: General Learning Press.

Bandura, A. (1995). Exercise of personal and collective efficacy in changing
societies. In A. Bandura (Ed.), Self-¢fficacy in changing societies (pp. 1-45).
New York: Cambridge University Press.

Bandura, A. (1997). Self-¢fficacy: The exercise of control. New York: Longman.

Bandura, A., Barbaranelli, C., Caprara, G., & Pastorelli, C. (1996). Multifaceted
impact of self-efficacy beliefs on academic functioning. Child Development, 67,
1206-1222.

Blanton, L. P, & Blanton, W. E. (1994). Providing reading instruction to mildly
disabled students: Research into practice. In K. S. Wood & B. Algozzine (Eds.),
Teaching reading to high-risk learners (pp. 9-48). Boston: Allyn & Bacon.

Bryan, T., Burstein, K., & Bryan, J. (2001) Students with learning disabilities:
Homework problems and promising practices. Educational Psychologist, 36,
167-180.

Bryan, T., & Nelson, C. (1994). Doing homework: Perspectives of elementary and
middle school students. Journal of Learning Disabilities, 27, 488-499.

Bryan, T., Nelson, C., & Mathur, S. (1995). Homework: A survey of primary stu-
dents in regular, resource, and self contained special education classrooms.
Learning Disabilities Research & Practice, 10, 85-90.

Bryan, T., & Sullivan-Burstein, K. (1997). Homework how-to’s. Teaching Exceptional
Children, 29(6), 32-37.

Bryan, T., & Sullivan-Burstein, K. (1998). Teacher-selected strategies for improv-
ing homework completion. Remedial and Special Education, 19, 263—275.

Butkowsky, I. S., & Willows, D. M. (1980). Cognitive-motivational characteristics
of children varying in reading ability: Evidence for learned helplessness in
poor readers. Journal of Educational Psychology, 72, 408—422.



Struggling Readers 255

Butler, D. L. (1995). Promoting strategic learning by postsecondary students with
learning disabilities. Journal of Learning Disabilities, 28(3), 170-190.

Chapman, J. W., & Tunmer, W. E. (2003). Reading difficulties, reading-related
self-perceptions, and strategies for overcoming negative self-beliefs. Reading
and Writing Quarterly: Overcoming Learning Difficulties, 19, 5—-24.

Clarke, S., Dunlap, G., Foster-Johnson, L., Childs, K. E., Wilson, D., White, R., &
Vera, A. (1995). Improving the conduct of students with behavioral disorders
by incorporating studentinterests into curricular activities. Behavioral Disorders,
20, 221-237.

Cole, C. L., Davenport, T. A., Bambara, T. A., & Ager, C. L. (1997). Effects of
choice and task preference on the work performance of students with behavior
problems. Behavioral Disorders, 22, 65-74.

Cooper, H. (1989). Synthesis of research on homework. Educational Leadership,
47(3), 85-91.

Cooper, H. (2001a). Homework for all—in moderation. Educational Leadership,
58(7), 34-38.

Cooper, H. (2001b). The battle over homework. Thousand Oaks, CA: Corwin Press.

Cooper, H., & Nye, B. (1994). Homework for students with learning disabilities:
The implications of research for policy and practice. Journal of Learning Dis-
abilities, 27, 470-479.

Daly, P. M., & Ranalli, P. (2003). Using countoons to teach self-monitoring skills.
Teaching Exceptional Children, 35(5), 30-35.

Dawson. P., & Guare, R. (2004). Executive skills in children and adolescents: A practical
guide to assessment and intervention. New York: Guilford.

Dweck, C. (1999). Caution-praise can be dangerous. American Educator, 23(1),
4-9.

Ellis, E. S. (1996). Reading strategy instruction. In D. D. Deshler, E. S. Ellis, &
B. K. Lenz (Eds.), Teaching adolescents with learning disabilities: Strategies and
methods (2nd ed.; pp. 61-125). Denver, CO: Love.

Epstein, M. H., Polloway, E. A., Buck, G. H., Bursuck, W. D., Wissinger, L. M.,
Whitehouse, F., & Jayanthi, M. (1997). Homework-Related communication
problems: Perspectives of general education teachers. Learning Disabilities: Re-
search & Practice, 12, 221-227.

Fulk, B. J. M., & Mastropieri, M. A. (1990). Training positive attitudes: “I tried
hard and did well!” Intervention in School and Clinic, 26(2), 79-83.

Gaftney, J. S., Methven, J. M., & Bagdasarian, S. (2002). Assisting older students
to read expository text in a tutorial setting: A case for a high-impact inter-
vention. Reading and Writing Quarterly: Overcoming Learning Difficulties, 18, 119—
150.

Gajria, M., & Salend, S. J. (1995). Homework practices of students with and
without learning disabilities: A comparison. Journal of Learning Disabilities, 28,
291-296.

Ganske, K., Monroe, J. K., & Strickland, D. S. (2003). Questions teachers ask
about struggling readers and writers. The Reading Teacher, 57, 118-128.

Gentile, L. M., & McMillan, M. M. (1987). Stress and reading difficulties: Teaching
students self regulating skills. The Reading Teacher, 41, 170-178.



256 H. Margolis & P. P. McCabe

Good, T. L., & Brophy, J. E. (1987). Looking in classrooms (4th ed.). New York:
Harper & Row.

Good, T. L., & Brophy, J. E. (2003). Looking in classrooms (9th ed.). Boston: Allyn
& Bacon.

Greenwood, S. (2003). On equal terms: How to make the most of learning contracts in
grades 4-9. Portsmouth, NH: Heineman.

Gunning, T. G. (1998). Assessing and correcting reading and writing difficulties.
Boston: Allyn & Bacon.

Gauthrie, J. T., & Davis, M. H. (2003). Motivating struggling readers in middle
school through an engagement model of classroom practice. Reading and Writ-
ing Quarterly: Overcoming Reading Difficulties, 19, 59-85.

Gauthrie, J. T., & Humenick, N. M. (2004). Motivating students to read: Evidence
for classroom practices that increase reading motivation and achievement.
In P. McCardle & V. Chhabra (Eds), The voice of evidence in reading research
(pp. 329-354). Baltimore: Paul H. Brookes.

Hallahan, D. P., & Kauffman, . M. (1997). Exceptional learners: Introduction to special
education (7th ed.). Boston: Allyn & Bacon.

Hallahan, D. P., & Kauffman, J. M. (2003). Exceptional learners: Introduction to special
education (9th ed.). Boston: Allyn & Bacon.

Henk, W. A., & Melnick, S. A. (1995). The reader self-perception scale. The Reading
Teacher, 48, 470-482.

Heron, T. E., & Harris, K. C. (2001). The educational consultant: Helping pro-
Jessionals, parents, and students in inclusive classrooms (4th ed.). Austin, TX:
Pro-Ed.

Horner, S. L., & Shwery, C. S. (2002). Becoming an engaged, self-regulated reader
[Electronic version]. Theory into Practice, 41, 102-109.

Kay, P.]., Fitzgerald, M., Paradee, C., & Mellencamp, A. (1994). Making homework
work at home: The parent’s perspective. Journal of Learning Disabilities, 27,
550-561.

Klassen, R. (2002). A question of calibration: A review of the self-efficacy be-
liefs of students with learning disabilities. Learning Disabilities Quanrterly, 25,
88-102.

Kozminsky, E., & Kozminsky, L. (2003). Improving motivation through dialogue.
Educational Leadership, 61(1), 50-54.

Leone, C. M., & Richards, M. H. (1989). Classwork and homework in early ado-
lescence: The ecology of achievement. jJournal of Youth and Adolescence, 18,
531-548.

Ley, K., & Young, D. B. (2001). Instructional principles for self-regulation. Educa-
tional Technology Research and Development, 49, 93—-103.

Linnenbrink, E. A., & Pintrich, P. R. (2002). Motivation as an enabler for academic
success. School Psychology Review, 31, 313-327.

Linnenbrink, E. A., & Pintrich, P. R. (2003). The role of self-efficacy beliefs in stu-
dent engagement and learning in the classroom. Reading and Writing Quarterly:
Overcoming Reading Difficulties, 19, 119-137.

Lipson, M. Y., & Wixson, K. K. (2003). Assessment and instruction of reading disability:
An interactive approach (3rd ed.). New York: Longman.



Struggling Readers 257

Lyden,J. A., Chaney, L. H., Danehower, V. C., & Houston, D. A. (2002). Anchoring,
attributions, and self-efficiency: An examination of interactions. Contemporary
Educational Psychology, 27, 99-117.

Maag, J. W. (1999). Behavior management: From theoretical implications to practical
applications. San Diego, CA: Singular Publishing Group.

Manzo, A. V., & Manzo, U. C. (1993). Literacy disorders: Holistic diagnosis and reme-
diation. Fort Worth, TX: Harcourt Brace Jovanovich.

Margolis, H. (1987, April). Self-induced relaxation: A practical strategy to improve
selfconcepts, reduce anxiety and prevent behavioral problems. The Clearing
House, 60, 355-358.

Margolis, H. (1990). Relaxation training: A promising approach for helping ex-
ceptional learners. International Journal of Disability, Development and Education,
37,215-234.

Margolis, H., McCabe, P. P.,, & Alber, S. R. (2004). Resolving struggling readers’
homework difficulties: How counselors can help. Journal of Educational and
Psychological Consultation, 15,'79-110.

Mayer, R. E. (2003). Learning and instruction. Upper Saddle River, NJ: Merrill
Prentice Hall.

McCabe, P. P. (2003). Enhancing self-efficacy for high-stakes reading tests. The
Reading Teacher, 57, 12-20.

McCormick, S. (2003). Instructing students who have literacy problems (4th ed). Upper
Saddle River, NJ: Merrill.

Miller, D. L., & Kelly, M. L. (1991). Interventions for improving homework per-
formance: A critical review. School Psychology Quarterly, 6, 174-185.

Nelson, J. S., Epstein, M. H., Bursuck, W. D., Jayanthi, M., & Sawyer, V. (1998). The
preferences of middle school students for homework adaptations by general
education teachers. Learning Disabilities Research & Practice, 13, 109-117.

Nicholls, J. G., McKenzie, M., & Shufro, J. (1994). Schoolwork, homework, life’s
work: The experience of students with and without learning disabilities. Journal
of Learning Disabilities, 27, 562-569.

Ormrod, J. E. (2003). Educational psychology: Developing learners (4th ed). Upper
Saddle River, NJ: Prentice Hall.

Pajares, F. (2003). Self-efficacy beliefs, motivation, and achievement in writing:
A review of the literature. Reading and Writing Quarterly: Overcoming Learning
Difficulties, 19, 139-158.

Pajares, F., & Schunk, H. (2001). Self-beliefs and school success: Self-efficacy, self-
concept, and school achievement. In R. Riding & S. Rayner (Eds.), Perception
(pp- 239-266). London: Ablex Publishing.

Patton, J. R. (1994). Practical recommendations for using homework with stu-
dents with learning disabilities [Electronic version]. Journal of Learning Disabil-
ities, 27, 570-578.

Paul, J. L., & Epanchin, B. C. (1991). Educating emotionally disturbed children and
youth: Theories and practices for teachers (2nd ed.). New York: Merrill.

Pintrich, P. R, & De Groot, E. V. (1990). Motivational and self-regulated learn-
ing components of classroom academic performance. Journal of Educational
Psychology, 82, 33—40.



258 H. Margolis & P. P. McCabe

Pintrich, P. R., & Schunk, D. H. (2002). Motivation in education: Theory,
research and applications (2nd ed.). Englewood Cliffs, NJ: Prentice Hall
Merrill.

Polloway, E. A., Epstein, M. H., Bursuck, W. D., Jayanthi, J., & Cumblad, C. (1994).
Homework practices of general education teachers. Journal of Learning Disabil-
ities, 27, 500-509.

Polloway, E. A., Foley, R. M., & Epstein, M. H. (1992). A comparison of
the homework problems of students with learning disabilities and non-
handicapped students. Learning Disabilities Research & Practice, 7, 203—
209.

Prater, M. A. (2003). She will succeed!: Strategies for success in inclusive class-
rooms. Teaching Exceptional Children, 35(5), 58—64.

Pressley, M., Dolezal, S. E., Raphael, L. M., Mohan, L., Roehrig, A. D., & Bogner,
K. (2003). Motivating primary-grade students. New York: Guilford.

Rasinski, T., & Padak, N. (2000). Effective reading strategies: Teaching children who
find reading difficult (2nd ed.). Columbus, OH: Merrill.

Ring, M. M., & Reetz, L. (2000). Modification effects on attributions of middle
school students with learning disabilities. Learning Disabilities Research & Prac-
tice, 15, 34-42.

Robertson, J. S. (2000). Is attribution training a worthwhile classroom interven-
tion for K-12 student with learning difficulties? Educational Psychology Review,
12,111-134.

Rock, M. L. (2004). Transfiguring it out: Converting disengaged learners to active
participants. Teaching Exceptional Children, 56(5), 64—72.

Rosenberg, M. S., Wilson, R., Maheady, L., & Sindelar, P. T. (1997). Educating
students with behavioral disorders (2nd ed). Boston: Allyn & Bacon.

Rosenshine, B. (1983). Teaching functions in instructional programs. Elementary
School Journal, 83, 335-351.

Rupley, W. H., & Blair, T. R. (1989). Reading Diagnosis and Remediation (3rd
ed.). Columbus, OH: Merrill.

Salend, S. J., Duhaney, D., Anderson, D. J., & Gottschalk, C. (2004). Using the
internet to improve homework communication and completion. Teaching Ex-
ceptional Children, 36(3), 64-73.

Salend, S. J., & Gajria, M. (1995). Increasing the homework completion rates of
students with mild disabilities [Electronic version]. Remedial & Special Educa-
tion, 16, 271-278.

Salend, S. J., & Schliff, J. (1989, December). An examination of the homework
practices of teachers of students with learning disabilities. Journal of Learning
Disabilities, 22, 621-623.

Sapolsky, R. M. (1998). Why zebras don’t get ulcers. New York: Freeman.

Schallert, D. L., & Reed, J. H. (1997). The pull of the text and the process of
involvement in reading. In J. T. Guthrie & A. Wigfield (Eds.), Reading engage-
ment: Motivating readers through integrated instruction (pp. 68-85). Wilmington,
DE: International Reading Association.

Schloss, P. J., & Smith, M. A. (1994). Applied Behavior Analysis in the classroom.
Boston: Allyn & Bacon.



Struggling Readers 259

Schunk, D. H. (1999). Social-self interaction and achievement behavior. Educa-
tional Psychologist, 34, 219-2217.

Schunk, D. H. (2001). Social cognitive theory and self-regulated learning. In
B. J. Zimmerman & D. H. Schunk (Eds.), Selfregulated learning and academic
achievement: Theoretical perspectives (pp. 125-151). Mahwah, NJ: Erlbaum.

Schunk, D. H. (2003). Self-efficacy for reading and writing: Influence of model-
ing, goal setting, and self-evaluation. Reading and Writing Quarterly: Overcoming
Learning Difficulties, 19, 159-172.

Schunk, D. H., & Zimmerman, B. (1997a). Social origins of self-regulatory com-
petence. Educational Psychologist, 32, 195-208.

Schunk, D. H., & Zimmerman, B. J. (1997b). Developing self-efficacious readers
and writers: The role of social and self-regulatory processes. In J. T. Guthrie
& A. Wigfield (Eds.), Reading engagement: Motivating readers through integrated
instruction (pp. 34-50). Newark, DE: International Reading Association.

Shelton, T. L., Anastopoulos, A. D., & Linden, J. D. (1985). An attribution training
program with learning disabled children. Journal of Learning Disabilities, 18,
261-265.

Spafford, C.S., & Grosser, G. S. (1996). Dyslexia: Research and resource guide. Boston:
Allyn & Bacon.

Stipek, D. (1998). Motivation to learn: From theory to practice (3rd ed.). Boston: Allyn
& Bacon.

Sullivan, M. H., & Sequeira, P. V. (1996). The impact of purposeful homework
on learning. The Clearing House, 69, 346-348.

Swanson, H. L., & Desher, D. (2003). Instructing adolescents with learning disabil-
ities: Converting a meta-analysis into practice. Journal of Learning Disabilities,
36, 124-135.

Tabassam, W., & Grainger, J. (2002). Self-concept, attributional style and self-
efficacy beliefs of students with learning disabilities with and without attention
deficit hyperactivity disorder. Learning Disability Quarterly, 25, 141-151.

Tierney, R. J., & Readence, J. E. (2000). Reading strategies and practices: A com-
pendium (5th ed.). Boston: Allyn & Bacon.

Trammel, D. L., Schloss, P. J., & Alper, S. (1994). Using self-recording evaluation
and graphing to increase completion of homework assignments. Journal of
Learning Disabilities, 27, 75-81.

Turner, J. C. (1995). The influence of classroom contexts on young children’s
motivation for literacy. Reading Research Quarterly, 30, 410-441.

Vacca, R. T., & Vacca, J. L. (1996). Content area reading (5th ed). New York: Harper-
Collins.

Vacca, R. T., & Vacca, J. L. (2001). Content area reading: Literacy and learning across
the curriculum (7th ed). Boston: Allyn & Bacon.

Vaughn, S., Gersten, R., & Chard, D. J. (2000). The underlying message in LD
intervention research: Findings from research syntheses. Exceptional Children,
67,99-114.

Walker, B. J. (2003). The cultivation of student self-efficacy in reading and writ-
ing. Reading and Writing Quarterly: Overcoming Reading Difficulties, 19, 173—
187.



260 H. Margolis & P. P. McCabe

Warton, P. M. (2001). The forgotten voices in homework: Views of students. Fd-
ucational Psychologist, 36, 155-165.

Wilheim, J. D. (2001). Improving comprehension with think-aloud strategies. New York:
Scholastic Professional Books.

Wilson, E. O. (2002). The power of story. American Educator, 26(1), 8-11.

Winne, P. H. (2001). Self-regulated learning viewed from models of information
processing. In B. J. Zimmerman & D. H. Schunk (Eds.), Selfregulated learning
and academic achievement: Theoretical perspectives (pp. 153-189). Mahwah, NJ:
Erlbaum.

Zimmerman, B. J. (1995). Self-efficacy and educational development. In
A. Bandura (Ed.), Selfefficacy in changing societies (pp. 202-231). New York:
Cambridge University Press.

Zimmerman, B. J. (2000). Self-efficacy: An essential motive to learn. Contemporary
Educational Psychology, 25, 82-91.

Zimmerman, B. J. (2001). Theories of self-regulated learning and academic
achievement: An overview and analysis. In B. J. Zimmerman & D. H. Schunk
(Eds.), Self-regulated learning and academic achievement: Theoretical perspectives
(pp. 1-37). Mahwah, NJ: Erlbaum.

Zimmerman, B.J., Bonner, S., & Kovach, R. (1996) . Developing self-regulated learners.
Washington, D.C.: American Psychological Association.

Zimmerman, B. J., & Kitsantas, A. (2002). Acquiring writing revision and self-
regulatory skill through observation and emulation. Journal of Educational Psy-
chology, 94, 660-668.

Zimmerman, B. J., & Schunk, D. H. (2001a). Self-regulated learning and academic
achievement (2nd ed). Mahwah, NJ: Erlbaum.

Zimmerman, B. J., & Schunk, D. H. (2001b). Reflections on theories of self-
regulated learning and academic achievement. In B. J. Zimmerman & D. H.
Schunk, Self-regulated learning and academic achievement (2nd ed., pp. 289-307).
Mahwah, NJ: Erlbaum.



