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If our research efforts become too narrow in focus, then there is
a good chance that our proposals for instructional development
will follow suit.

(Winograd & Johnston, 1987, p. 227)

Abstract What does it mean to be a successful reader in the twenty-first century?
To answer this important question, this chapter discusses the twenty-first century as
a new context for reading research and for the development of effective reading
instruction. This chapter begins with a description of the twenty-first-century
reading context and the challenges that have arisen as a result of new technological
and sociocultural developments. Following that, the chapter reviews current trends
in research on reading in three related fields, reading motivation, new literacies, and
reading strategies, which were critical for developing integrative models to inform
reading research. The chapter concludes with a discussion on the need for
cross-fertilisation among these fields to develop reformative reading practices that
promote reading engagement and improvement. Teachers’ significant role in
advancing this reformative agenda is highlighted. Special research attention is
required for supporting reading and reading engagement for students who come
from various disadvantaged backgrounds.

Keywords New literacies - Reading motivation - Reading engagement - Strategy
instruction - Disadvantaged students

Unprecedented attention has been drawn to the questions of how students’
engagement in reading can be supported and in what ways their reading abilities
and achievement can be improved. In the past several decades, reading researchers
have examined how students’ reading achievement and engagement can be sup-
ported by nurturing cognitive enablers including reading self-efficacy, personal
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interest, and use of cognitive and regulatory strategies (e.g. Lau & Chan, 2007;
Smith, Smith, Gilmore, & Jameson, 2012). While remaining important, the research
on reading cognitive enablers has increasingly needed to take into consideration of
an important contextual consideration—what does it mean to be a successful reader
in the twenty-first century, where new technologies are revolutionising access to
information, modes of learning, and ways of connecting with people locally and
internationally?

To shed light on this important question, this chapter examines the way in which
developments in the twenty-first century are creating new contexts for reading
research. The chapter reviews current trends in research on reading from three
different fields including reading motivation, new literacies, and reading strategies.
While these fields are each driven by their own research agenda, the unprecedented
demand for improving reading and reading achievement warrants a critical review
aimed at exploring creative ways to promote cross-fertilisation. Such creative efforts
would allow for the development of integrative models to inform reading research
and develop new instructional practices for promoting reading engagement and
achievement. This chapter begins with description of the twenty-first-century
reading context before moving to the challenges that have arisen as a result of the
new developments and how these relate to the need for reading education reform
and change. Following this, major trends in the studies of reading in the three
related fields identified above are examined. The chapter concludes with a dis-
cussion on the need for cross-fertilisation among these fields to develop reformative
reading practices that promote engagement in higher-order thinking within
technologically-rich environments. The discussion covers important research
questions: How can a motivational perspective contribute to the new literacies
research agenda and to the development of new reading strategy interventions?
How can reading strategy intervention contribute to the development of critical
reading skills when using both digital and traditional print-based materials? Does
reading in a technology-rich environment demand a new set of reading strategies
and an adjustment to reader attitude? The chapter concludes with a discussion of
teachers’ roles in promoting reading in the twenty-first-century setting.

1 The Reader, Text, and Context

Reading is both social and individual in nature. The social nature of reading is
reflective of the manner in which reading develops within specific cultural and
historic contexts (Smagorinsky, 2001). Cultural models, values, norms, roles, and
identities are significant factors that come into play when children read and make
meaning. Additionally, collaboration and interaction are important social processes
that are often involved in reading (Lee, 2001).

Reading is individual because it requires the deployment of strategies, skills, and
knowledge to make sense of the materials that one is reading (Verhoeven, Reitsma,
& Siegel, 2011). Engaging in reading also involves cognitive skills and strategies
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and their effective implementation requires careful monitoring and control (Paris,
Lipson, & Wixson, 1983; Paris & Paris 2001). This is not to say that these
strategies, skills, and knowledge do not originate from social learning or do not
involve scaffolding or assistance in their development and deployment. Rather, we
align with sociocultural researchers (Lee, 2001; Smagorinsky, 2001) who
acknowledge the importance of interaction and collaboration in the reading process.
The important distinction here is that during this process, each individual needs to
make an effort to deploy and control these strategies in order to make sense of their
reading.

We further believe that texts, and their meanings, must be interpreted within a
specific context as these two are related, mutually dependent, and closely aligned
with each other (Lee, 2001). A text without a context will convey vague or inac-
curate meanings. In addition, the reader needs to be present and bring forth their
own goals, values, and personal understanding in order to make sense of the text
together with its interwoven context. In this sense, readers not only need to decode
texts using appropriate cognitive skills and strategies, but, more significantly, they
need to encode and derive meanings of what they read in relevant contexts. In short,
aligning with Ruddell and Unrau (2013), our understanding of reading development
involves the following three components: the reader, text, and context (including
the teacher). In this chapter, we argue that the reading context in the twenty-first
century has significantly changed due to massive globalised processes that pose
great challenges to readers, hence demanding the development of new capabilities
to read and make sense of texts in multimodal forms in both online and offline
settings. Expectedly, teachers can no longer rely on pedagogical models that are
inconsistent with new modes of reading in the twenty-first-century context.

2 Twenty-First Century as a New Context for Reading

Reading practices and research on reading are situated within specific sociohistoric
contexts, influenced by an array of factors derived from sociocultural, economic,
political, and technological dimensions (Lee, 2001; New London Group, 1996;
Smagorinsky, 2001). While studies have focused on the influences of local contexts
(e.g. Lee, 2001), relatively limited attention has been devoted to the role of wider
contexts and trends that have influenced reading and reading engagement at the
global level (cf. Daniels, 2016). The twenty-first century is a new mega-context for
considering reading because it brings with it new modes of reading, which beget
new reading practices, especially in out-of-school settings. For example, using
Instagram, a photograph-sharing application for mobile devices, young people
share photographs and posts with friends and followers through the Internet. The
driving force behind this new context of reading is largely driven by globalised
processes such as marketisation, movement of people, and the advent of new
technologies. Early researchers such as Wittrock (1989) foretold the impact of the
new century on the demand for higher-order skills in literacy. More recently,
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Alexander (2012) discussed the importance of goal orientation as part of their
conception of reading competence in the twenty-first century. Rueda (2013)
highlighted the importance of twenty-first-century skills, new literacies, and con-
siderations related to instruction, teachers’ roles, and students’ motivations.

In the twenty-first century, reading is no longer confined to printed materials.
Children and young people learn to read and engage in reading in contrastingly
different ways from previous generations, though a similar set of reading skills and
strategies are still being utilised. Children and young people, often referred to as
digital natives, conduct Google searches, use Wikipedia, scan online news, and
seek information from online chat groups, while the previous generations would go
to the library, buy newspapers, and speak to librarians (Palfrey & Gasser, 2008).
While print-based reading is still a major form of text, children and young people
are increasingly engaged in digital forms of reading using computers and mobile
devices. Children are growing up in a digital world surrounded by screen-based
digital devices, including tablets, mobile phones, and laptop computers. They have
abundant opportunities to read when engaged in socialising, gaming, and
information-searching activities using the Internet. A dominant characteristic of
reading using digital devices is that texts are multimodal. Sounds, images, videos,
and words are purposefully combined to effectively communicate with readers.
Most children and young people seem to have adjusted well to using digital devices
to communicate with each other, resulting in the production of new linguistic forms
of communication, such as the use of emojis combined with words, abbreviated
textual forms, and combined sounds and images. These practices are generally
different from the literacy practices children experience in school.

The new modes of reading are also characterised by flexible access made possible
by improved Internet connection and an upsurge of mobile devices. This means that
children are able to access all types of text including social media 24/7 and allowing
them the opportunity to read materials and messages shared by friends, and friends of
friends, in various networks of online communities at any time. It is also clear that
youngsters spend a significant amount of time on applying these new modes of
reading. Recent reports indicate that children and young people in Britain (Ofcom,
2015), Australia (ACMA, 2016), and the USA (Lenhart, 2015) have increasingly
spent more time on the Internet, predominantly for social and entertainment purposes,
and increasingly for study, work, and other important literacy-related undertakings.

3 Major Challenges

There are challenging issues that come with these changes in reading practices,
where children are now combining online and print-based materials. A large
amount of texts is made available to children through both online and print-based
media. Political thoughts, religious beliefs, and cultural norms quickly spread
across the globe through the use of new technologies as well as the older ones.
While children still get these materials in printed forms, most log onto the Internet
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to seek such information. As a textual environment, the Internet is unstructured,
ill-defined, populated with images, sounds, and videos, and connected via hyper-
links that can quickly disorient readers and users, let alone the Internet materials
that are intentionally designed to deceive. Navigating through hypertexts is a
cognitively demanding task. Reading in this context involves multiple texts and is
virtually unbounded as all texts are connected through hyperlinks. This poses
multiple problems. For instance, research demonstrates that children have diffi-
culties reading multiple texts from multiple online sources (Braten, Stromse, &
Samuelstuen, 2008). Effective reading in the digital age further requires critical
readers who are able to search, evaluate, and form interpretations of the material
they read online or encounter digitally. These processes assume the development
and use of inquisitive skills as well as the ability to read critically, which are
important skills given that information can be accessed on the Internet at an
unprecedented rate and the verification of authenticity requires careful scrutiny.
Even though online searches using Google and other search engines can result in
millions of returns, users tend to focus on a limited range of popular sources
(Griffith & Brophy, 2005). Children and young people rely on the Internet to
provide answers to their search queries and tend to settle for the first few responses
which are returned by their selected search engine. This is dangerous if children do
not, or are unable to, critically assess the validity of information and reflect on
arguments and counterarguments.

Another challenge for the teaching of reading in the twenty-first century is the
increased cultural and linguistic diversity that students from different backgrounds
bring into the classroom. Migration and people movement are occurring at an
unprecedented rate, facilitated by increased mobility and ease of travel. Developed
countries such as Britain, Australia, and the USA are target countries for migration.
Coupled with international refugee movements, classrooms in developed countries
are increasingly populated with students whose reading practices and orientations
may not align with mainstream schooling expectations. Discontinuities between
everyday literacy practices and schooling practices are a primary concern for lit-
eracy teachers who intend to develop a more inclusive and engaging literacy
approach within their classroom contexts.

Complicating the picture further is the way in which learning in general, and
reading in particular, is intricately embedded in social structures. Students’ differ-
ential levels of engagement in digital literacies add another level of challenge to
building a reading programme based on information and communications tech-
nologies (ICTs) and which are not accessible to all (Leu, Forzani, Rhoads, Maykel,
Kennedy, & Timbrell, 2014). Special attention must be focused on the social divide
in reading and reading engagement in the context of the twenty-first century. In
particular, there is an urgent need to examine whether children from poor families
have been sufficiently equipped to use, and benefit from, digital literacies, not just
for personal communicative purposes but also for academic studies and other
meaningful purposes. Leu et al. (2014) observed a gap in online reading perfor-
mance between rich and poor American children, which was attributed to discrepant
access to computing technologies and equipment. While additional funding to
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finance equipment provision can fill the access gap, more importantly, poor children
will need additional training and support for them to use digital devices in ways that
they perceive personally beneficial.

Closely related to the issue of reading among disadvantaged students are the
accountability regimes developed by many jurisdictions around the world to
monitor, and reportedly improve, the reading performance of their students. Both
national and international tests are now used to hold schools and teachers
accountable for student performance. The challenge is that reading, the associated
curriculum, and assessment procedures have not considered sociocultural nature of
literacy learning and practices, but often hold onto what Street (1995) described as
autonomous model of language, focusing on reading and writing as fixed skill sets.
Juxtaposing this practice with our discussion of the twenty-first-century reading
environment above directs our attention to some important considerations. First,
there are two kinds of literacies, one that is included in the school curriculum and
the one that is practised in both out-of-school and online settings. To the extent that
students’ out-of-school literacy practices play a limited role in literacy learning in
school, their skills and knowledge developed in these out-of-school settings are not
valued. This serves only to reinforce demarcation between school and out-of-school
literacy practices, rendering loss of opportunities to build on students’ refined
language skills and experiences developed at home and online. Second, for students
who fall behind, a focus on basic language skills is often used to hasten their
language development, which unintentionally robs them of the opportunity to learn
advanced literacy skills, such as evaluation and critical thinking, required for
twenty-first-century reading and writing. Such an approach has had limited success
(Luke, 2012) and there have been repeated warnings of associated problems, such
as narrowing the curriculum and dumbing down content materials. Over the long
term, students who are falling behind will be less likely to benefit from a curriculum
that conveys low expectations and poses limited challenges for pushing students to
read and write using advanced skills.

Integrating digital literacies into the reading curriculum is a challenge.
Aggravating the pressure to change are various constraints faced by teachers,
including their lack of training in using new technologies and neoliberal manage-
ment practices in education, such as centralised curriculum control and test-based
accountability. While it is important that teachers are given freedom and trust to
explore and integrate digital literacies, there are tightened controls on the curricu-
lum, assessment, and teaching. In Australia, for instance, the state-controlled school
curriculum has given way to the implementation of a national curriculum, and
additional constraints have taken hold due to national testing of students’ progress
in literacy and numeracy alongside reporting of aggregated school test results
through the My School website. In the original design, the national test itself was
designed to monitor progress and provide much-needed assistance to students who
fall behind. However, its implementation has been problematic, resulting in nega-
tive impacts on teaching and learning including narrowing of curriculum and a
focus on teaching to the test (Luke, 2012). Few teachers effectively utilise test
results to promote reading or to assist students who are falling behind
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(Ng, Wyatt-Smith, & Bartlett, 2016). In this, and other cases, it is critical to think of
the new context for twenty-first-century reading as a challenge to both students and
teachers alike.

Nevertheless, learning to read is more than getting a good test score and
developing the skills required to complete literacy tests and examinations. The
complexity of social, economic, and political issues that are reported in newspapers,
on television, and through social media on a daily basis demands capable readers
who are critical, participative, and reflective. There is no way that children can be
shielded from issues such as violence, drugs, wars, and other sensitive problems in
the social and political arenas. They read about these topics on the Internet; they
share and distribute such topics through social media groups and other avenues
made available to them through technology-enabled channels. In these contexts,
reflection should focus on what reading is for and what important capabilities are
required to develop readers to achieve these purposes.

The definition of what constitutes a successful reader requires reconsideration in
light of these challenges related to reading and other related literacy activities within
the new century. We believe that to be a successful reader in the twenty-first century,
one needs to be motivated, strategic, and critical in their reading. This assertion is in
line with Alexander’s (2012) conception of reading competence required by
twenty-first-century students and citizens. There is a need to focus on these capabil-
ities in this century, not just for academic learning but also for empowering reading
engagement for personal, social, and work purposes. A focus on reader capabilities is
beneficial in several important ways. First, it draws our attention away from reading
assessment and scores, as they do not necessarily signify the development of critical
reader capabilities. It follows that the current international focus on testing of reading
performance falls short of achieving the ultimate education goal of preparing children
as capable readers in the twenty-first-century settings. Second, focusing on reader
capabilities will aid the formulation of reading curriculum, addressing the develop-
ment of personal abilities and reader attributes in the midst of our current and con-
tinuing information explosion and proliferation of literacy media. Strong alignment
between curriculum, teaching, and assessment can be built using the notion of reader
capabilities. Such a focus can lead to a coherent reading curriculum that prepares
children to meet literacy demands in the twenty-first-century context. An important
challenge for teaching reading is how to support the development of these critical
reader capabilities. Aggravating this challenge is the presence of many disadvantaged
students who are at risk of falling behind in their reading development and achieve-
ment. How to help disadvantaged students become engaged and capable readers in the
twenty-first century has fast become an international issue. Clearly, the teaching of
reading in the twenty-first century is challenging. Teachers are challenged by the
curriculum and the teaching decisions that they have to make in terms of what to teach,
how, and for whom. Contradictions abound, confusions and debates will continue.

Alexander’s (2012) theoretical discussion of reading competence is an example
of such work. She developed a taxonomy of reading competence based on an
elaborated discussion of the definition of reading, including the changes that new
technologies have brought to reading in the twenty-first century. In this chapter,
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we take a different approach. We focus on challenges posed to reading and reading
education in developed nations in the twenty-first century, and map this knowledge
to relevant research literature to design significant research questions that need
research attention in order to determine what still needs to be known to promote
reading and reading engagement in the twenty-first century. In the sections that
follow, we first review relevant research in order to construct an empirical foun-
dation for addressing these challenges. Following this examination, we consider
how the lines of research discussed can be cross-fertilised to explore new avenues
to advance our understanding of these capabilities in twenty-first-century settings.

4 What We Know: Studies on New Literacies,
Reading Motivation, and Reading Strategies

Responding to the challenges to reading in the twenty-first century, we think that
three specific fields of reading research are especially relevant. These are new
literacies, reading motivation, and reading strategies. Each field has made signifi-
cant contribution to understanding and promoting reading. To our knowledge, there
has been no previous attempt to connect new literacies studies to research on
reading motivation and reading strategies. Nevertheless, given the challenges the
new century poses for reading and readers, it is important to draw on related fields
in order to develop new knowledge and new ways to promote reading in the
twenty-first century. These related fields are pivotal to answering fundamental
questions about what to teach in reading, how to learn to read effectively and
strategically, and what teachers need to know about effective reading in the new
century. These fields of reading research are the focal content of this international
book. Our discussion in this chapter also serves as an introduction to research and
scholarly discussion in different sections of the book.

Below, we provide a concise review of research in these areas with a view to
highlight major trends and point out gaps in the literature in relation to efforts to
promote reading and reading engagement in each field. Our review is not
exhaustive. It is purposefully built to illustrate the importance of reading in the
context of the twenty-first century and to point to areas of concerns for promoting
reading and reading engagement.

5 New Literacies Research

New literacies research exists across multiple fields and is informed by disparate
theoretical frameworks (Coiro, Knobel, Lankshear, & Leu, 2008), such as lin-
guistic, sociocultural, critical, and psycholinguistic theories. Seminal studies have
focused on multimodality (Kress, 2009), online reading and comprehension
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(Leu, Zawilinski, Castek, Bannerjee, Housand, Liu, & O’Neil, 2007), literacy as
social practice (Barton & Hamilton, 1998; Street, 1984), and multiliteracies (New
London Group, 1996). In essence, different researchers will take different points of
entry to study new literacies. For example, Leu et al. (2007) have investigated
individual’s learning of skills and strategies for online reading; Street (2003)
focused on sociocultural influences on the use of literacy as everyday communi-
cation practices; Gee (2003) focused on discourses as new literacies; Kress (2009)
discussed multimodal texts; still others, such as the New London Group (1996),
draw our attention to the multiplicity of literacies. New literacies are, therefore,
defined differently by different researchers, but their development is closely related
to globalisation, including increased cultural and linguistic diversity, onset of new
information and communication technologies, and increased complexity of text
associated with multimodal representation. These changes are global, and collec-
tively, they challenge long-held educational practices that treat reading and writing
as mono-text in mono-modal form focusing exclusively on words.

While acknowledging that new literacies is a contested field, Leu et al. (2007)
along with Leu, Kinzer, Coiro, Castek, and Henry (2013) highlighted four common
features of new literacies, which include the influence of information and com-
puting technologies, the important role of civic participation, the deictic nature of
new technologies, and the involvement of texts that are “multimodal, multiple and
multifaceted”. As a research collective, new literacies researchers have drawn our
attention to contexts where literacies are being used and practiced, and how these
literacies are shaped and sustained by social and power relationships embedded in
these contexts, both locally and globally. Equally important is how children and
young people make sense of reading online and in what ways their online literacy
engagement in different social media platforms can be supported. It should be noted
that there are similarities shared by new and traditional forms of reading. Both
require students to activate their background knowledge, use basic reading skills
such as decoding, and deploy advanced skills to make interpretations and critical
assessment. Recognising this shared foundation is critical to understand why and to
what extent new literacies are indeed new (Afflerbach & Cho, 2009; Leu et al.,
2007).

With the advent of mobile technologies, new forms of Internet-based social
media, such as Facebook, Twitter, and Snapchat, have changed the ways that young
people read and write, and the materials involved in reading and writing. These new
media form a new social and technological context for literacy practices and enable
multimodal communication, allowing young people to combine texts with images,
videos, and audio files, participate in various forms of online discussions and virtual
communities, build their own online identities, and most importantly, continuously
interact with others using mobile devices.

In this new context, texts are commonly multimodal in nature. While written
language remains an important semiotic resource, its use in both online and offline
settings is increasingly merged with other modes of meaning making, including
gestures, sounds, moving, and still images. In this sense, each mode in a specific
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literacy event or practice conveys part of the message and each contributes to the
meaning making process in different ways. The important question pertains to how
people draw on different modal resources to communicate messages and make
meaning. Recognising the affordance of each mode and how different modes are
combined when making meaning is a current focus of new literacies research.
Different modes represent a different set of semiotic resources. On the receiver’s
end, it is important to understand how the message is read. In other words, how
meaning making happens when texts involve multiple semiotic modes. What counts
as reading from a multimodal perspective is beyond written language, with all the
modes in a literacy event needing to be included in the reading process in order to
facilitate meaning making. A new area of research on multimodal semiotics has
been developed to describe, explain, and analyse new forms of textural forms and
structures, in particular, how words, images, sounds, and other new textual forms
are combined to enhance meanings or modify word meanings (Cope & Kalantzis,
2000; Jewitt, 2008). New reading skills are required for reading across different
modes, allowing readers to make sense of messages conveyed via the connection of
different modes. For example, when reading online advertisements, young people
need to understand the extent to which images are used to exaggerate product
benefits. Critical reading skills are involved to compare information communicated
through written descriptions and those conveyed by images. Often, an informed
judgment will also involve reading a customers’ review and being able to critically
assess whether these reviews are fabricated.

Conceptualising online reading and comprehension as a self-directed
problem-based process, Leu et al. (2013) argued that new strategies, attitudes,
and social practice are critical in reading new literacies. They argued that new
practices for effective reading online include identifying important reading ques-
tion, isolating, evaluating, synthesising, and communicating information.
A growing base of research supports the claim that these new practices require new
strategies that are different from reading print-based materials (e.g. Afflerbach &
Cho, 2009; Cho & Afflerbach, 2015; Coiro & Dobler, 2007; Leu et al., 2013). For
example, Mckennna et al. (2012) provided survey evidence suggesting that recre-
ational digital literacies are rather different from academic print-based and recre-
ational print-based literacies. This suggests that digital reading may involve an
additional set of reading strategies. In relation to strategy use, Cho and Afflerbach
(2015) showed that strategic processes are involved in realising and constructing
potential texts for online reading. Coiro (2007) found that online reading involves
evaluation of understanding, relevancy, accuracy, reliability, and bias. In
Chapter “Image-Language Interaction in Text Comprehension: Reading Reality
and National Reading Tests”, Coiro summarised her research in this area focusing
on strategies for promoting personal inquiry and critical reading.

Collaboration is a major social resource that facilitates reading and improves
comprehension both online and offline. While much is known about positive effects
of collaboration on reading offline (e.g. Palinscar & Brown, 1984), there is a
growing set of research studies that indicates that similar benefits of collaboration
can be found in online reading. For example, Coiro, Castek, and Guzniczak (2011)
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found that collaboration in the process of online reading promotes deeper under-
standing and comprehension of information texts. Recognising the importance of
collaboration, Hartman, Leu, and Zawilinski (2007) have redesigned the instruc-
tional strategy of reciprocal teaching for online reading. Collaboration is
undoubtedly an important part of a participatory culture frequently seen in different
Internet-based communities (Jenkins, 20006).

While new skills and strategies are still developing for online reading, research
on literacy as a social practice reminds us that reading and writing are not just a set
of skills, but involve what people do with these skills and resources and how they
use them within localised contexts (Barton, 1994). This approach to reading focuses
on the importance of literacy as part of communication and highlights the impor-
tance of purposes when reading. Literacy, including reading, writing, and com-
municating, is social. The focus goes beyond individuals’ deployment of effective
skills or use of multimodal resources. Rather, the important question is how literacy
patterns, or use of these semiotic resources, are established, legitimised, and priv-
ileged among members of a specific group, either online or offline. In this sense,
reading and other literacy activities are situated and contextualised within specific
settings and with specific groups. In essence, what counts as accepted and legit-
imised literacy materials and semiotic resources varies, and their meanings and
ways of reading and using them need to be determined within a specific social and
institutional context. This suggests that there are multiple literacy practices asso-
ciated with different social groups in different settings in our society. In other
words, reading means different things to different people who gather and interact for
a range of social purposes in school, church, hospital, and various online platforms.
It follows that learning to read and write in the context of an online gaming group
will be different from learning that occurs in our classroom, though a similar set of
reading skills and strategies, including comprehension and making interpretations,
will still be involved in the meaning making process across both settings.

This brings to the fore the question of inconsistencies between school and
out-of-school literacy practices. Ethnographic studies have improved our under-
standing of social and cultural practices of reading and writing using a diverse range
of digital modes and devices in everyday practices (Street, 2003). For example,
Burnett (Chapter “Reading the Future: The Contribution of Literacy Studies to
Debates on Reading and Reading Engagement for Primary-Aged Children™) pro-
vides a critical account of these studies and explains the importance of bridging
practices between school and out-of-school contexts. This is possible if we focus on
similarities shared between the two forms of literacy practices. For example,
reading in both settings requires activation of background knowledge, compre-
hension, and making interpretations. While much progress has been made in
relation to the research of literacy practices in informal settings for various social
and communicative purposes (e.g. Beavis, Nixon, & Atkinson, 2005; Sefton-Green
& Soep, 2007), we still know very little about how these everyday practices can
inform literacy teaching, including the teaching of reading and promotion of
reading engagement, though reading in both contexts draws on common skills and
knowledge. This issue becomes even more acute as children and young people
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around the world increasingly spend more time on the Internet and consider such
digital tools as being a vital part of their everyday lives. Children and young people
who engage in these out-of-school literacy practices seem to have no issue in
locating meaningful purposes for reading and writing, whether it is for personal
interest, maintaining social information, or sharing information. Another important
feature is the shared understanding and values that link people in an online com-
munity of practice. The development of literacy pedagogies in school has much to
learn from these purpose-driven and socially oriented out-of-school literacy
practices.

It is interesting that this concern about pedagogy remains an issue following the
publication of the New London Group’s 1996 seminal paper. In this paper, this
group of international literacy researchers highlighted important principles for
developing pedagogies that address changes brought about by new media on lan-
guage learning and teaching. Two decades have passed since that seminal work,
and the pedagogical concerns raised in this work have not yet been fully alleviated.
Instead, it can be argued that they have been aggravated by the widespread pro-
liferation of new technologies and mobile devices. Urgent attention is required to
examine issues related to preparing teachers to teach reading and writing in the
context of new literacies development. In addition, the progress of integrating
technologies into the classroom as part of literacy pedagogy has been rather slow,
even though developing such integrated practices has been a focus of reform
(Cheung & Slavin, 2013; D’Agostino, Rodgers, Harmey, & Brownfield, 2015).
Technology-based literacy pedagogies are still developing, and children and young
people are constantly embracing new forms of these technologies throughout their
everyday lives. Perhaps, a viable way forward is to allow students to play a leading
role in the pedagogical development process to show how new technologies are
being adopted in their daily literacy practices in different online communities of
practices. Understanding how interaction, collaboration, and sharing occur and are
governed in these communities may hold the key for developing pedagogical
models for new literacies.

Many students, especially those coming from low SES families, migrant and
minority backgrounds, need support to learn and use new literacies. Students
coming from disadvantaged backgrounds may fall behind in the new literacies
learning due to limited access of computing technologies (Leu et al., 2013). Leu’s
studies which reported the gap between rich and poor students’ experiences in using
computing technologies send an important message that access and mastery of new
literacies constitute a new form of inequality in education. Disadvantaged students’
learning of new literacies is not just an issue of access and provisions. More than
this, it is about the disparities in home—school literacy practices. The extent to
which schools favour literacy practices that disadvantaged children do not usually
practise at home creates an issue for teaching these children to read in school.

Increasingly, successful learning in the twenty-first century involves the devel-
opment of students’ abilities to comprehend online materials, critically assess their
validity and usefulness, and use them effectively for problem-solving. Effective
learning with multiple literacies requires participating students to be active,
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engaged, motivated, explorative, risky, playful, and purposeful. It also involves
knowing the basics, incorporating cultural funds of knowledge (Moll, Amanti, Neff,
& Gonzalez, 1992), and being a part of the social futures. New literacies research,
thus far, has not given sufficient attention to these reader attributes and readers’ use
of knowledge. In particular, concerted efforts to understand the significant role of
motivation and strategy development in using new literacies for promoting reading
and reading outcomes have not yet fully crystallised.

6 Reading Motivation and Engagement

Motivation is critical for reading engagement, because reading itself is an effortful
activity that typically involves deep memory processing, decision-making, prefer-
ences, choices, and commitment in the pursuit of meaning making (cf. Kintsch &
van Dijk, 1978; Wigfield, Guthrie, Tonks, & Perencevich, 2004). Reading moti-
vation plays an important role in the reading process. Reading motivation can
increase time, effort, and amount of reading. Many studies have reported that
reading motivation predicts reading achievement (e.g. Retelsdorf, Kéller, & Mdller,
2011) and better reading comprehension (e.g. Guthrie, Hoa, Wigfield, Tonks,
Humenick, & Littles, 2007a, Guthrie, McRae, & Klauda, 2007b). Research (e.g.
Anmarkrud & Braten, 2009) has also shown that reading motivation accounts for
unique variance in reading comprehension over and beyond the variance explained
by other variables.

According to Guthrie and Wigfield (2000), reading motivation is students’
“personal goals, values, and beliefs with regard to the topics, processes, and out-
comes of reading” (p. 405). When translated to research, this generic definition
gives rise to different conceptualisations and measurements of reading motivation.
In a conceptual review, Conradi, Jang, and Mckenna (2014) summarised that
reading motivation has been researched variously using terms such as self-efficacy,
agency, goals, and interest. Despite the differences, past research has generally
confirmed that these motivational variables predict reading achievement and
reading engagement.

More specifically, students’ reading self-efficacy has been studied extensively.
This research has generally found that efficacious students persist longer in reading
difficult texts, expend more effort when reading, read more in general, and read
more effectively (e.g. Chapman & Tunmer, 1995; Schunk, 2003; Taboada, Tonks,
Wigfield, & Guthrie, 2009). Students who have developed a keen interest in reading
or who are intrinsically motivated to read for enjoyment and understanding are
typically found to have more engaged patterns of reading behaviours, including a
greater willingness to read challenging texts. In addition, students’ intrinsic moti-
vation for reading is positively related to reading performance (e.g. Baker &
Wigfield, 1999; Taboada et al., 2009; Unrau & Schlackman, 2006) and contributes
to the prediction of reading comprehension at various levels of schooling, even after
controlling for other significant factors such as past reading achievement levels
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(cf. Taboada et al., 2009). Further, Gottfried and colleagues (Gottfried, Fleming, &
Gottfried, 2001; Wang & Guthrie, 2004) provided empirical evidence showing that
students’ intrinsic motivation in year seven related to later reading achievement
levels in year eight and nine. More recently, reading researchers have begun to
explore the significance of mastery orientations to reading performance from an
achievement goal perspective. Emerging results demonstrate that students who
employ mastery orientations monitor their reading process, use effective compre-
hension strategies, and achieve deep levels of understanding and valuing of
both outcomes and processes for improving reading (Botsas & Padeliadu, 2003;
Nolen, 2007).

Based on these diverse cognitive models, important questions for assessing
reading motivation include, to what extent does one have and believe he/she has
reading capability, thinks reading is important for a particular purpose, and wants to
achieve outcomes related to that purpose? Aligning with these cognitive models,
reading motivation has been consistently correlated with students’ ratings of cor-
responding cognitive variables. A wealth of quantitative research has further
established the multidimensional nature of reading motivation (Baker & Wigfield,
1999). For example, the Motivation for Reading Questionnaire (MRQ) contains a
set of scales based on 11 dimensions of reading motivation (efficacy, challenge,
curiosity, involvement, importance, recognition, grades, social, competition, com-
pliance, and work avoidance) which can be collapsed into cognitive variables of
competence beliefs, extrinsic reasons, and social purposes for reading adapted from
major models of motivation (Klauda, 2009).

Conceptualising reading motivation as multidimensional is important, because
students are motivated differently. For some, reading is always about enjoyment,
whereas for others, reading is a chance to demonstrate their abilities. Profiling
students’ motivation for reading provides an important description of why students
engage in reading. However, researchers vary in how they conceptualise and
measure these different motivational dimensions (cf. Conradi et al., 2014).

Despite disagreements, three important characteristics are observable across
studies that examine the multidimensionality of reading motivation. First, reading
motivation include both affirming and undermining motivations, and often these
contrasting motivations are related (Schaffner & Schiefele, 2007), suggesting that
both forms of motivation are operating simultaneously among students. Second,
social dimensions of reading, such as collaboration, have been increasingly
observed in addition to the dominant cognitive dimensions. This suggests that there
is a need to look beyond an individual mind frame and examine how reading is
supported through social processes, such as promoting interaction and discussion in
class. Third, the affective dimension of reading motivation has not been researched
sufficiently. While research studies (e.g. Baker & Wigfield, 1999; see also
Chapter “Engaging Students in the “Joy of Reading” Program in Finland”) have
investigated students’ interest and enjoyment as part of intrinsic motivation for
reading, we know relatively limited about how reading is affected by negative
emotions including anxiety, fear, and boredom.
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Given the significant impact of these motivational variables, it is important to
create an instructional context that supports reading motivation. A major form of
support is the use of texts that students can read successfully, willingly, and with
interest. In this way, students’ sense of self-efficacy, interest, and personal relevance
can be enhanced. Allowing choice for reading, in relation to what and how to read,
sends an important message to students that they are in control of their own reading.
In addition, there is a need to consider whether reading materials are personally
relevant, related to students’ personal experiences, and accommodative of diversity
and prior knowledge. From a social perspective, the extent to which students are
given a chance to share, collaborate, and discuss their reading is an important
instructional consideration for supporting reading and reading motivation. Focusing
students on the importance of reading and communicating high expectations pro-
mote students’ motivation to read. In short, a supportive reading context promotes
reading motivation and sustains reading engagement, which can subsequently lead
to increased reading and achievement.

Reading researchers have begun to develop influential reading intervention
programmes for improving reading engagement and performance. For example,
instructional interventions to promote mastery motivation (e.g. Miller & Meece,
1997) and reading interest (Wang & Guthrie, 2004) have been developed and
tested. There are also comprehensive instruction programmes that draw on moti-
vation and reading strategies. For example, Guthrie et al. (2007b) designed the
Concept-Oriented Reading Instruction (CORI) programme to enhance students’
reading motivation and provide instruction on reading strategies for comprehension
in science and social studies. Empirical evidence supports that the CORI pro-
gramme is effective in promoting reading motivation, engagement, and achieve-
ment (Guthrie & Klauda, 2014).

Accommodating individual differences in reading motivation derived from
gender, age, and ethnicity needs to be part of a new wave of intervention design,
given the significance of these individual factors (e.g. Baker & Wigfield, 1999;
Chiu & McBride-Chang, 2006; Guthrie, Coddington, & Wigfield, 2009; Stanovich,
Nathan, & Vala-Rossi, 1986). Additionally, more research attention is still required
to examine how reading motivation can inform intervention design and how to
explicitly assess the type of motivation that is most effective in promoting
engagement and achievement. An example of this type of research is the Finnish
Joy for Reading programme (Chapter “Engaging Students in the “Joy of Reading”
Program in Finland”) that specifically targets the development of reading for
enjoyment utilising community-based approach drawing supports on reading from
schools, libraries, and clubs in local communities.

While cognitive models have provided an empirical foundation for designing
instructional interventions, the effort thus far to transact such knowledge into
effective practice has not been consistently effective nor readily realised for students
who are at risk of reading failure or who are from disadvantaged backgrounds.
Klauda and Guthrie (2015) found that low-achieving students did not benefit from
reading motivation as much as typically achieving students did. They argued that the
connection between reading motivation and engagement cannot be assumed for
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low-achieving or struggling students. Certainly, more studies are needed to help us
elicit better outcomes, especially among those students from at-risk categories and
different disadvantaged backgrounds. This is particularly important as mounting
evidence demonstrates that disadvantaged students from high-poverty backgrounds
often lack motivation to read. These children may hold avoidance motivation which
reduces their time and effort for reading (Guthrie, Klauda, & Ho, 2013; see also
Blackberry & Ng, Chapter ““Reading was Like My Nightmare But Now it’s My
Thing”: A Narrative of Growth and Change of an Australian Indigenous Student”). It
is therefore important to examine what motivates these disadvantaged students to
read and explore innovative ways to reverse their motivation orientation from
avoidance to approach. To do this, there is a need to look closely into not just
whether students have developed cognitive enablers such as reading self-efficacy to
read, but also to examine what sociocultural conditions and influences support the
development of these capabilities. Blackberry and Ng (Chapter ““Reading was Like
My Nightmare But Now it’s My Thing”: A Narrative of Growth and Change of an
Australian Indigenous Student”) used a longitudinal case to show how supportive
social conditions, including supports derived from the teacher and parent, could
sustain reading engagement of an Indigenous student who had previously hidden her
genuine interest in reading due to negative peer influences. From a Vygotskian
perspective, reading motivation can be viewed as a form of higher mental func-
tioning, with its genesis occurring in the social world. Having teachers, parents, and
friends who are motivated to read can be an important social condition that forms an
important part of a learning community for promoting reading and reading
engagement (see Yamazumi, Chapter “Engaging Children in Reading Activity
Through Collaboration in a Japanese Elementary School: An Activity-Theoretical
Case Study”).

7 Reading Strategy Research and Critical Reading

To read well and achieve a high level of comprehension, whether it is print-based or
online reading, it is critically important for readers to understand and deploy
appropriate reading strategies. Paris et al. (1983) proposed the need to develop
strategic readers by focusing on selecting appropriate cognitive strategies, monitor
their use in light of achieving a specific reading goal, and make appropriate changes
in strategic behaviour whenever necessary. Other researchers such as Pressley
(1976), Weinstein and Mayer (1986), and Van Dijk and Kintsch (1983) laid the
groundwork for investigating cognitive strategies in reading. Reading strategies
such as connecting to prior knowledge, creating mental imagery, story maps,
questioning, clarifying, summarising, making predictions, inferences, and inter-
pretations (e.g. Pearson, Roehler, Dole, & Duffy, 1992) have been well-documented
as effective strategies fluent readers use extensively during the process of reading.
There have also been major efforts to combine these strategies into a coherent
intervention programme. For example, Palinscar and Brown’s (1984) reciprocal
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teaching programme explicitly teaches clarifying, summarising, questioning, and
predicting strategies in a small group format to foster and monitor reading
comprehension.

Subsequent research has included metacognition and self-regulation as part of
students’ repertoire of reading strategies. It is important that students know clearly
when and how to implement specific reading strategies and exert control over them
during the reading process (Paris et al., 1983; Paris & Paris, 2001). For example, in
a recent study, Schiinemann et al. (2013) combined the teaching of reciprocal
teaching and self-regulation in an intervention setting to promote reading
achievement among German students.

Another focal area of research on strategy instruction is text structure and
structure strategy instruction. Meyer’s prose analysis system (1975) has identified
different major organisation patterns in expository texts, including description,
sequence, compare/contrast, problem—solution, and causation. Understanding the
structural properties of text and using this understanding to guide reading com-
prehension allows readers to guide and structure their understanding of text.
Accumulated research evidence supports the contention that text structure
instruction facilitates recall, locating main ideas, and writing effectively (e.g.
Armbruster, Anderson, & Ostertag, 1987; Bartlett, 2010; Meyer & Poon, 2001;
Meyer, Middlemiss, Theodorou, Brezinski, McDougall, & Bartlett, 2002; Williams
et al., 2005; see also Chapter “The Potential for Better Outcomes of Looking at
What Our Language Tells Us about What We Do When We Read for Memory and
Meaning Outcomes” by Bartlett). Learning text structures promotes the develop-
ment of reading efficacy (Meyer et al., 2002).

A notable trend that occurred in the research on reading strategies was moving from
teaching a single strategy (e.g. Pressley, 1976; Singer & Donlan, 1982) to an inter-
vention programme that focused on teaching a set of strategies (e.g. Palinscar &
Brown, 1984), and subsequently, on metacognition that helped students use reading
strategies effectively. Much improvement has been achieved in these subsequent lines
of research focusing on strategy sets and metacognition. There has also been an attempt
to link motivation with strategy use. Alexander, Graham, and Harris (1998) argued that
reading strategies are not just a form of procedural knowledge, their effective use is
purposeful, effortful and requires motivational drive. Different researchers have
explored the connection between reading strategy instruction and various forms of
motivation such as goal setting (Johnson & Graham, 1997), self-efficacy (Schunk &
Rice, 1991), and attribution (Borkowski, Weyhing, & Carr, 1988).

An interesting feature of past studies on reading strategies was that most
investigations were conducted using a single piece of mono-modal text in a
bounded reading environment. Children were asked to read the text that either they
had selected or that was assigned to them, whether in an experimental or classroom
setting. This traditional textual environment is different from reading across an
array of sites, modes, and sources on the Internet where multiple layers of texts are
linked in complex ways. As a result, several key questions are critical for under-
standing students’ reading strategies in a digital world. First, how do children read
online texts? How can children read multiple texts drawn from different web pages
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or websites? How do they stitch them together with other printed materials to make
meaning? How can students be taught to read with a critical orientation to make
informed judgements about views and ideas that may contradict each other across
multiple websites and discussion forums? Finally, how do children read multimodal
texts and construct meaning based on different semiotic modes?

In relation to online reading, researchers such as Leu et al. (2013), Coiro (2007),
as well as Cho and Afflerbach (2015) have developed a critical empirical foundation
for understanding reading strategies required for comprehending texts online. For
example, Cho and Afflerbach (2015) have deduced from a case study a list of
important reading strategies, including “explore and select”, “interconnect and
learn”, “evaluate and critique”, and “monitor and adjust” that are essential for
strategic and critical reading on the Internet.

From a critical media literacy perspective, Luke (2003) wrote about the
importance of developing students’ “meta-knowledge of traditional and newly
blended genres or representational conventions, cultural and symbolic codes, and
linguistically coded and software-driven meanings” (p. 401). In the context of
reading online, Lankshear and Knobel (2006) highlighted the importance of
meta-knowledge of text veracity, which are critical skills for today’s adolescents
who go directly to the Internet to seek information for various purposes. Focusing
on text veracity, Braten and Braasch (Chapter “Key Issues in Research on Students’
Critical Reading and Learning in the Twenty First Century Information Society”)
reviewed research in critical reading of source materials and explain the importance
of the skills for evaluating source information critically as essential skills in the
twenty-first century. They claim that

one viable path to improving students’ critical reading and learning is through developing
their source evaluation skills, that is, their ability to judge the credibility or trustworthiness
of sources by attending to available or accessible information about the source, such as who
authored it or what kind of source it is.

Critical reading strategies are also essential to help children understand why a
text on the Internet was created, legitimised, and distributed, and in what ways they
may serve other personal and political purposes.

Another concern is what strategies are required for reading multimodal texts,
while it can be expected that strategies such as clarifying, connecting with prior
knowledge, questioning, summarising, and making inferences and interpretations
should apply equally to both mono-modal and multimodal texts. Alvermann and
Wilson (2011), using an example from a science lesson, showed that reading
multimodal elements in science requires the application of strategies focusing
students to make connections, set goals, and distinguish salient and less salient
information. It is important to note that children need to be taught about the
affordances and limitations associated with each type of semiotic resource.

Another important declarative knowledge about multimodality concerns the
relationship between different types of modalities and how images are used to
enhance or complement text-based messages. Unsworth (Chapter “Image-
Language Interaction in Text Comprehension: Reading Reality and National
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Reading Tests”) examines the important links between language and image, and he
argues that current assessment design does not given sufficient attention to
assessing students’ understanding of image—language interaction. This brings to
fore the question of the extent to which multimodality is integrated into school
curriculum and classroom teaching.

Reading strategies are cognitive constructs. Their use, however, is always sit-
uational and contextual. In other words, the deployment of reading strategies
depends on readers’ goals, interest, prior knowledge, and their perceptions of
reading in a specific context. Knowledge about reading strategies is not confined to
simply knowing a strategy and how to use it, but also includes using these strategies
to achieve specific reading goals in a specific context. It is important to raise the
question about how children read for different purposes and how different sets of
reading strategies are applied in different reading settings. Children and young
people, when reading postings and messages on Twitter, Facebook, and WhatsApp,
may not always engage in critical reading if what they read is solely for personal
enjoyment or other social purposes. It is hard to imagine that children will employ
strategies such as comparison and evaluation in a systematic manner when
engaging in this form of social reading on the Internet. However, it is possible, and
likely in many instances, that children have automated these critical strategies and
deploy them without any conscious effort. In either case, there is a need to examine
the use of reading strategies for social and entertainment purposes. This kind of
research can provide better understanding of children’s everyday reading practices
and the extent to which such reading strategies are used in school.

Using a science lesson as an example, Alvermann (2004) argued that multimodal
reading and print-centric reading share similar comprehension strategies that focus
students on making connection and inferences, setting a purpose for reading, and
distinguishing salient and less salient information. Undoubtedly, multimodal
reading requires purposeful integration of semiotic resources. The extent to which
children can do this effectively seems to rely on: (1) their understanding of the
relationship between different types of semiotic modes and materials and (2) their
abilities to manage and monitor the meaning making process effectively without
being distracted by some of the modes.

In the case of struggling readers who predominantly come from disadvantaged
backgrounds, there is a need to research the extent to which they can combine
images, sounds, and texts to develop critical understanding of what they can read
from different sources. Reading is contextual, and comprehension relies on situating
the text in its relevant context. Strategy instruction, to date, has often ignored this
important consideration. Given the importance of readers’ abilities to use these
strategies across different contexts and reading media in the new century, there is a
need to determine if strategies learnt in one context can be applied in another
context and to what extent the strategies are modified and what factors are critical
for supporting this transfer of understanding.
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8 Engaging Readers in the Twenty-First Century:
What We Need to Know More

Each of the three fields just reviewed has its own predominant focus. New literacies
research concentrates on the impact of new modes of reading enabled by digital
devices and online settings. The research on reading motivation and strategy
instruction focuses on how to motivate and provide support to enable students to
read with interest, confidence, and strategic deployment of appropriate strategies.
While significant in their own right, the challenge of developing twenty-first-
century readers who are engaged, critical, and strategic in reading both print-based
and Internet-based texts warrants a transdisciplinary approach to combine multiple
theories and research traditions to develop new conceptual models and research
methods to address a shared research problem. Infusing related fields of studies in
creative ways enriches our understanding of the nature of reading in the new
century and develops an empirical foundation to inform decision-making in relation
to what to teach, learn, and assess in reading.

Cho (2013) provided an example of such transdisciplinary research. Cho com-
bined research of intertextuality, reading strategies, and new literacies studies to
develop a detailed account of how proficient adolescent readers use different
strategies to engage in reading. More generally, the type of research conducted by
Cho was foregrounded in a quote by Winograd and Johnston (1987) which
appeared at the beginning of this chapter. The quote suggests that an expanded
focus of research drawing from different fields of studies benefits subsequent efforts
in developing instruction models addressing the shared concern of improving
reading in the twenty-first century.

A challenging and demanding research programme can be developed when we
draw from these three fields of research. From the perspective of new literacies
practices, the question is related to what motivates a person to use a specific set of
strategies for reading online and across a number of social media platforms.
Empirical answers to this question can provide important insight from children’s
out-of-school literacy practices using social media and may provide useful peda-
gogical models for bridging in and out-of-school literacies.

Furthermore, we must ask how different types of motivation are present in
various new literacies practices and the ways in which these motivations are linked
with strategy use. It is erroneous to assume that all forms of motivation engage
children in the same ways, if at all, to read using online resources and new media. In
a similar vein, it is erroneous to assume that online resources and new media must
be motivating and will drive children to use appropriate reading strategies
effectively.

Reading online and contributing to social media communities may require
motivation more than enjoyment. Currently, we do not have sufficient empirical
knowledge about the factors that contribute to learners’ participation in literacies as
part of social practice. Lave and Wenger (1991) discussed the notion of legitimate
peripheral participation. In this conceptualisation, motivation, in terms of changing
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identity and levels of participation, energises individuals in the process of learning
and becoming. It seems reasonable to assume that during the process of partici-
pation, individuals’ sense of self-efficacy, mastery orientations, and personal
interest is influenced, and ideally improved. Incorporating a motivation perspective
on new literacies research should enable a better understanding of the role of
motivation derived from individual perceptions and socially derived influences.

Special attention should be directed at examining children’s motivation in using
computing technologies and the Internet for reading and writing. The available
research suggests that theorising students’ motivation in different new media is
required in order to understand better motivational properties in the context where
these new literacies are applied. The multidimensional conception of motivation is
important in these contexts, as reading in daily social practices involves a diversity
of reasons and purposes beyond mastery and performance orientations, which are
vitally important to reading in school. Expectedly, social motivation, such as
maintaining social relations with friends, will be a main form of motivation that
drives children and young people to engage in new literacies practices.
Nevertheless, we know very little as to how social motivation can be utilised to
promote engagement in reading using the Internet and other Internet-based devices
in school. This occurs despite the fact that new literacies research was rooted in the
conception of literacy as a social practice. Social factors such as relationships,
interactions, and goals have not been sufficiently researched in terms of how they
promote, develop, and consolidate social practices in new literacies. We consider
this important, as language itself denotes social relationships and often the use of
language, including word choice, forms, and grammatical structure, is dependent on
the type of social relationship and roles assumed by the reader and communicator.

In addition to what motivates children to use new literacies, it is important to
raise the question about the extent to which new literacies can motivate reading
engagement and improve reading achievement. The likely answer to this question
may depend on what we focus on and how new literacies are being used. For
example, using an experimental design, we can test a hypothesis that focusing a
Facebook community on sharing reading materials and writing about enjoyable
reading can motivate their members to read more and write better. In contrast,
young people who are members of a Facebook community that focuses on personal
hobbies may devote less time to reading, especially reading in school. These
examples show that there are opportunities for teachers to use new media to
motivate students to read. Nevertheless, equal attention is needed to help young
people guard against the potentially distracting influence that new media may have
on their reading development.

There is an entrenched belief that computing technologies are inherently moti-
vating to children, and it follows that they should be utilised for promoting reading
motivation online. This hypothesis needs verification and is likely to be somewhat
of a moving target. Using a new technology may initially be a motivating expe-
rience, but with familiarity and repeated use over time, this motivation declines
accordingly. In terms of many of the new literacy tools, it is likely that children are
motivated by moving images as well as rich colour and animation. Yet, the extent to
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which these semiotic resources can sustain reading engagement and enhance
meaning making capacity is unclear. The answer to questions such as these are
likely to be extremely complicated and nuanced, especially if different types of
children who differ by personal attributes, learning orientations, experiences, and
knowledge are involved. The interaction effects of these personal variables,
including gender, goals, and content knowledge, in the context of online reading
remain unexplored. Bringing this discussion to the development of online reading
as a social practice, it is important to consider the changing roles of these online
reading elements in motivating readers, crafting certain reader identities, and con-
tributing to sustaining a community of practice. For example, some children may
just be motivated to read particular type of texts via the Internet. Moreover, we do
not know if students’ abilities to read critically on the Internet and for school will be
undermined if they are exposed to a prolonged period of reading that is brief,
multimodal, and involves topics that lack coherent relatedness.

In short, it can be concluded that there are mutual influences between motivation
and new literacies practices. On the one hand, children who are motivated to seek
out specific reading materials online are driven by their own interest and motiva-
tion. On the other hand, online materials and their inherent multimodal character-
istics can be an important source of motivation to sustain reading engagement.
Future research is needed to explore these mutual influences.

Connecting reading motivation to strategy instruction is also important. Being
strategic involves more than the acquisition of a specific set of reading strategies.
Paris et al. (1983), in their seminal work on reading strategies, highlighted the
importance of goals, tasks, and individual processes for strategy implementation. In
the context of reading in the twenty-first century, knowing why one uses specific
strategies is important. First, children read for different reasons and goals. Interest,
enjoyment, mastery, and achievement are common goals for reading and support
the multidimensional nature of reading and reading motivation. In addition, chil-
dren may want to read to please others, fill in time, or seek information. The list of
possible reasons is substantial. An important consideration is that different goals
may set off different patterns of engagement that calls for different set of strategies.
For example, if a child reads solely online materials related to their personal
hobbies, they are likely to persist, try different websites, use different search
engines, and scan frequently for materials that address this interest. In contrast,
when a child’s goal is to complete an assignment which they do not find interesting,
they may simply ask their friends to share websites that can help them to complete
the task. Alternatively, they may be satisfied with whatever the search engine brings
forth for them on the first displayed page. Thus far, research on motivation and
strategy use in reading has not adequately taken into consideration students’ goals
and how these goals influence their use of strategies. It follows that students’
deployment of comprehension strategies can be a function of their personal interest
on a topic.

In addition, there is a need to better understand the motivation—strategy link from
a process perspective. The reciprocal relationship between motivation and strategy
use on reading is still elusive. Does the successful deployment of strategies promote
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motivation to read? Is such a link mediated by factors such as comprehension level
or related achievement scores or a higher sense of self-efficacy?

It is also important to note that capable readers often do not use strategies in a
rigid way. They alter their reading strategies depending on the nature of the reading
tasks, text genre, their interest, prior knowledge, goals, and other additional
resources such as reading with others in a group. Capable readers further alter their
strategies when reading for different subject areas. Future research is needed to
better understand students’ flexible use of reading strategies in different online and
offline settings. Linking this to students’ motivation, task characteristics, and the
extent to which interaction and collaboration are present during the reading process
should promote a better understanding of the complexity of motivated and strategic
reading using new literacies.

Promoting students’ motivated, strategic, and critical engagement during
Internet-based reading is important. Directing current research attention deliberately
on Internet-based literacy is a value judgement that needs appropriate policy
endorsement. This requires more careful planning than that which is currently
summoned for designing online assessment of reading performance (OECD, 2016).
To advance this line of thinking and policy formulations, there is a need for
research evidence supporting the significant role of new literacies in actualising
what Tierney, Bond, and Bresler (2006) touted the “genre power” of texts, both
printed and online, in terms of cognitive and social possibilities where learners’
motivation and strategic skills should form part of the desirable outcomes.
Accumulating evidence (e.g. Hagood, 2008) has shown how engagement in specific
texts and new media may have an impact beyond just language skills to identity
formation and community membership. A related research direction is the effect of
collaboration. For example, to what extent, does having a peer read alongside or act
collaboratively during a search promote reading performance and deeper engage-
ment? Will the presence of a peer be a source of distraction during online reading?

In a range of natural settings, whether it is at home using a laptop computer or in
front of a McDonalds’ tablet menu, we have observed dyads work together to
achieve the task at hand. It seems that collaboration in everyday literacy practices is
an accepted practice. It requires researchers’ creative design to incorporate col-
laboration in developing instructional practices to promote reading online (Leu
et al., 2014).

9 Concluding Remarks: The Role of Teachers
and Intervention

Ending our discussion, we draw the reader’s attention to the important role that
teachers play in promoting reading motivation, strategy development, and inte-
grating online reading into their literacy programmes. While much attention has
been given to the importance of teachers and teacher intervention, two important
areas need additional attention. First, most of the teachers who come to teach do not
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have first-hand experience in understanding how disadvantage and poverty may
impact literacy development. It is important that teachers understand the constraints
that arise from poverty and other forms of disadvantage. In the UK, Ellis
(Chapter “Generating Data, Generating Knowledge: Professional Identity and the
Strathclyde Literacy Clinic”) leads this type of work through a literacy clinic where
pre-service teachers are provided opportunities to work directly with students from
disadvantaged backgrounds. Ellis discusses how such interactions benefit
pre-service teachers and their development. Another related concern is how to
narrow the achievement gap. Much of the effort to date has focused on basic skills
training. To the extent that disadvantaged students are provided limited opportu-
nities to learn advanced literacy skills, basic skills training may unintentionally
reinforce students’ deficiency. Innovative designs are required to address the
achievement gap (Chapter “Transforming Literacy Outcomes in High-Poverty
Schools: An Evidence-Based Approach”) and to ensure effective dissemination of
evidence-based practices (Chapter “A University-School Partnership Teacher-
Teaching-Teacher Intervention Model to Promote Reading in Hong Kong: Issues
and Challenges”). In this context, equal attention should be directed at considering
the impact of political pressure on teachers to promote stronger reading perfor-
mance. Political pressures placed on reading, acknowledged three decades ago by
Winograd and Johnston (1987), still prevail in today’s reading class. Teachers still
struggle with instructional time issues, the use of prescribed curriculum, and
attention to high-stakes test outcomes. In fact, it can be said that pressures have
intensified as reading performances are used to monitor educational development
and compare educational effectiveness at the systemic level.

The new context of the twenty-first century indeed poses challenges to reading
and reading education. To develop capable readers is never an easy task.
Autonomous models are incomplete, and new initiatives and understandings are
required. In this regard, both basic and applied research is required. Graham and
Harris’s work on the reading—writing connection (Chapter “Reading and Writing
Connections: How Writing Can Build Better Readers (and Vice Versa)”) points to
the possibility of developing new intervention and strategies, connecting reading
and writing in purposeful ways to promote literacy development. We expect that
more intervention designs will take this integrative perspective, capitalising on
benefits of the reading—writing connection.

In conclusion, we extend our discussion to students from various disadvantaged
backgrounds who are over-represented in the group of students failing to meet
national benchmarks in literacy development across many developed countries. The
current practices in Australia and other Western democracies rely on test scores to
locate these students and provide them with basic training in essential literacy skills.
Such practices ostensibly meet students’ needs, but overly focus on basic skills,
thereby actually contradicting the complexity of reading and writing in the
twenty-first century. Such an approach fails to take into account constraints and
affordances surrounding the literacy development of these students. There is cer-
tainly a need to understand “what people do with literacy” (Barton & Hamilton,
2000, p. 7) at school, outside school as well as online. Just as importantly, we need
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to know more about why and how people read and write in specific ways, high-
lighting the importance dynamic and social approach to reading that goes beyond
the text or the media itself. We hope the discussion in this chapter sparks cross-field
interest in developing new models of literacy engagement that captures how chil-
dren’s motivation, strategies, and interactions come into play across both
print-based and online reading settings.
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