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But when they came to writing, Theuth said: “O King, here is something that, once 

learned, will make the Egyptians wiser and will improve their memory; I have 

discovered a potion for memory and for wisdom.” Thamus, however, replied: “O 

most expert Theuth, one man can give birth to the elements of an art, but only 

another can judge how they can benefit or harm those who will use them.” 

 ─ Plato, Phaedrus (trans. 1995, 274E) 

 

New media are continually compared to established media. In the Phaedrus, a 

dialogue written by Plato, the general strategy for such a comparison is presented for 

the first time in Western thought (Nehamas & Woofruff, 1995). Building upon the 

myth of the god Theuth who had invented writing and offered it as a gift to king 

Thamus, Socrates tries to convince Phaedrus of the superiority of the spoken word. 

Socrates’ position is remarkable because nowadays we seem to take the written word 

for granted as the medium par excellence to reach enlightenment. Socrates sheds 

‘new’ light on this bias. He embraces the dialectic method because it is essentially 

social in nature: The speaker can vary his type of speech and clarify misunderstandings. 

In writing, however, there is no power of adaptation since the same words are used for 

all. Socrates’ beliefs about the merit of living and breathing discourse stand in stark 

contrast to a position now generally held, which attributes great value to 

characteristics of writing that distinguish it from speech. As Goody and Watt (1963) 

explain, writing establishes a relationship between the word and its referent that is 

more general and more abstract and less closely connected with the particularities of 

person, place and time. This type of distance is believed to be essential when it comes 

to fostering critical thinking. 

With all the credits given to written language or ‘literacy’, the rise of new media 

today in an important sense signifies a return to Plato’s world of dialogues. Old media 

have enabled us to overcome limitations of time and place but not without cost. With 

radio we lose image and with books we sacrifice sound and interaction. However, new 

media have allowed us to reconquer the manifoldness of modality (Jewitt, 2006; Kress, 

2003). Television brings us not only picture but also sound and text. In addition to 

multimodality, Internet media offer the possibility of interaction (Lister, Dovey, 

Giddings, Grant & Kelly, 2003). This has led some to argue that new media help 

reconnect the senses that have been fragmented by print (Kress, 2003; McLuhan, 

1963), thus underscoring their similarity to spoken exchanges.  

The advantages new media may have over older media notwithstanding, 

concerns are voiced over the growing role they play in especially the lives of young 

people, who easily adopt new products and habits. For example, recently the work of 

the German researcher Manfred Spitzer prominently figured in headlines of Dutch 

newspapers, feeding speculations about the negative impact of new media on learning 

outcomes including reading and writing skills (see the clipping on the next page). All 

too often overlooked in such rhetoric is that new media practices themselves are very 
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heterogeneous and cannot be viewed in isolation from existing practices involving old 

media, as new media incorporate and refashion the form and content of older media 

to different degrees (Bolter & Grusin, 1999; Lister et al., 2003). For instance, in terms 

of literacy content reading a newspaper online is probably more similar to reading the 

news in print than it is to online gaming. This shows that to strictly separate new media 

from old media and to lump new media practices together amounts to a gross 

simplification. Yet this is the approach usually taken in empirical research, which 

traditionally focuses on either print literacy or new media applications without 

addressing the degree of overlap between both.  

The overarching goal of this dissertation is to examine engagement of youth 

attending secondary education in the large variety of literacy practices they encounter 

out-of-school. We thus depart from traditional distinctions in research between 

engagement in print literacy and new media by approaching literacy as a broad 

construct, including old and new media and their various but often interrelated uses. 

As a result, the studies presented here cannot be understood from a single theoretical 

frame or research paradigm with specific concepts and methodologies. They were 

conducted to address concerns that mainly exist within research oriented towards 

print literacy surrounding the rising engagement of youth in new media, which is 

assumed to take place at the cost of engagement in old media (Huysmans, De Haan & 

Van den Broek, 2004; NEA, 2007). Such concerns are strongest for youth who 

sometimes struggle with reading and writing in school settings and are at-risk for 

becoming disengaged readers (Dagevos, Gijsberts & Van Praag, 2003; Guthrie & Davis, 

2003; OECD, 2001).  

Against this background the Study into Adolescent Literacy of Students At-Risk 

(SALSA, see salsa.socsci.uva.nl) was set up, aimed at determining causes of the reading 

and writing delays students in secondary education may have. The studies presented in 

this dissertation were conducted within the scope of this larger project while focusing 

on the out-of-school context, with a special interest in literacy engagement that is 

considered beneficial for promoting academic reading and writing skills. However, 

while we take concerns over traditional literacy skills as a frame of reference, we also 

borrow insights from research more focused on new literacies (as discussed in Street, 

2003) or the history, content and effects of media (e.g., Bolter & Grusin, 1999; Croteau 

& Hoynes, 2002; Jenkins, 2006; Kress, 2003). We hope the reader will bear this in mind 

throughout the dissertation, as literature from various disciplines is discussed and new 

methods are introduced. In the next paragraphs background information is provided 

with respect to the way in which we defined literacy as a broad construct as well as 

how engagement in the variety of out-of-school literacy practices was measured. 

Finally, an account of the samples of youth under investigation is given and the outline 

of the dissertation is presented. 
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‘An iPad for toddlers is child abuse’ 

 

Expose children as little as possible to computers, German psychiatrist 

and psychologist Manfred Spitzer advices. ‘They stimulate a fleeting 

way of learning.’ 

 

According to memory researcher Manfred Spitzer, computers should be 

provided with instructions for use: watch out, not appropriate for the 

developing brains of young children, grave risk of addiction and poor 

school performances. 

 

Spitzer, director of the psychiatric university clinic in Ulm, briefly visits 

Amsterdam to talk about his book Digital dementia, to appear in The 

Netherlands next week. In Germany it became a best seller and evoked 

fierce discussions on the role of computers in education. 

 

Computers are crucial in modern society. So it is a good thing to get 

children acquainted with these from early on? 

‘Cars are indispensable as well, but still we wait until a child is 18 before 

it is allowed to drive. Why? Because we know there are risks involved, 

especially in the hands of young children. It is no different with 

computers.’ 

 

‘Psychological Science recently published an experiment with boys from 

6 to 9 years of age. Their parents were considering buying a games 

console for them, but they had not done so yet. The researchers gave a 

PlayStation II to one half of the children but not the other half. 

Consequence? The Playstation II owners started spending less time on 

their homework, and at school their reading and writing performances 

dropped.’ 

 

In The Netherlands several new primary schools consider tablets a 

valuable resource for learning. Children from the age of 4 receive an 

iPad. 

‘That young? That is child abuse.’ 

 
Source: Volkskrant Online, June 21, 2013, by Zaza Bertrand (translated from Dutch).  
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Towards Defining Literacy 

From a Psychological to a Socio-Cultural Perspective  

Reading and writing skills are considered to be of great importance for youth to 

succeed in formal schooling, to pursue a professional career and to otherwise fully 

participate in modern society. ‘Literacy’ has become a global educational concern as a 

result of this belief. For example, in 2003 the United Nations Literacy Decade was 

launched, at which Secretary-General Kofi Annan declared that “literacy is the key to 

unlocking the cage of human misery; the key to delivering the potential of every 

human being; the key to opening up a future of freedom and hope”. Considering what 

is assumed to be at stake, it is remarkable that no consensus exists as to what literacy 

is exactly.  

According to Barton (2007) there are two prevalent ways of talking about literacy 

in public discussion. Traditionally it is seen as a set of skills that can be broken down 

into component parts, examples of which are: written-word recognition, lexical 

retrieval, sentence verification, basic reading skills, basic spelling skills, oral proficiency, 

verbal memory span and phonological loop capacity. This is commonly referred to as 

the psychological view of literacy, fitting in with general cultural moves towards 

measuring and monitoring human activities. In addition, there is a broader way of 

conceptualizing literacy according to which skills are always embedded in a social 

context and cannot be viewed independently of the purposes they serve and the 

meanings they have for individuals (e.g., Anderson & Stokes, 1984; Barton, 2007; Gillen 

& Barton, 2009; Heath, 1983; Lankshear & Knobel, 2006). This socio-cultural view of 

literacy has grown from a practice account as proposed by Scribner and Cole (1981) 

into a line of research known as New Literacy Studies (Gee, 2003; Street, 2003), which 

emphasizes that there are many different ways of reading and writing and that, 

therefore, literacy is not a unitary but a pluralistic concept. It is the latter view of 

literacy that underpinned the research presented in this dissertation. 

 

Thinking of Literacy in Terms of Family Resemblances  

The richness of the socio-cultural account is both its strength as well as its weakness. 

On the one hand, it appeals to intuitive ideas about what counts as literacy, as it seems 

rather arbitrary to include practices  involving print literacy (e.g., reading a newspaper) 

while excluding others that are very similar in several respects (e.g., watching a news 

bulletin on television). However, the fuzziness of the socio-cultural view also makes 

literacy an elusive concept. If literacy is more than one particular set of reading and 

writing skills acquired through print, then what more exactly is literacy? Where does 

one draw the line?  

Several attempts have been made by proponents of the socio-cultural view to 

provide a definition of literacy. These typically contain vague descriptions like “a 
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symbolic system used for communication” (Barton, 2007: 34) and “socially recognized 

ways of generating, communicating and negotiating meaningful content through the 

medium of encoded texts” (Lankshear & Knobel, 2006: 64). What becomes clear 

immediately from such definitions is that they open up a realm of possibilities but 

hardly seem to exclude any form of human action. Assuming that the primary function 

of a category is to discriminate between the things which are in it and the things which 

are not, a definition without boundaries is virtually useless. The notion of ‘encoded 

texts’ is a laudable attempt to confine literacy to content that has been freed from its 

immediate context of production, but it raises the question why formal conversations, 

lectures and political rallies, genres of language use referred to as ‘oral literacy’ by 

some authors (Olson, 1991; Ravid & Tolchinsky, 2002), should not be taken into 

account. Such considerations show how difficult it is to break the deadlock between 

employing a definition that is either too narrow or too broad. 

There is an alternative way of conceptualizing literacy, which was proposed by 

the German philosopher Ludwig Wittgenstein with respect to the category of games. 

He argued that there is nothing all games have in common. Some involve winning and 

losing, but not all; some are entertaining, but not all; some require skill or luck, but not 

all. This led him to conclude that the term does not admit a full and complete 

definition. Rather, games hold certain similarities with each other: “Wir sehen ein 

kompliziertes Netz von Ähnlichkeiten, die einander übergreifen und kreuzen. 

Ähnlichkeiten im Groen und Kleinen.” (Wittgenstein, 1984: §66)
1
 Wittgenstein called 

these similarities family resemblances: Members of a family may resemble one 

another, but there does not have to be any set of features that they all possess. As a 

consequence the boundaries of the category ‘game’ become fuzzy. Some games have 

more of the features we associate with a prototypical game than others have, but the 

lack of conditions that are (individually) necessary and (combined) sufficient does not 

render the expression meaningless. The same line of reasoning may be applied to the 

concept of literacy. As can be seen from Figure 1.1 there are prototypical literacy 

activities, for instance reading a book, which share features with activities that are 

more peripheral to the category, such as listening to a news broadcast on the radio, 

exchanging notes during class, and chatting with one another in real-life. Whether all 

of these activities are indeed instances of literacy is a matter of debate, but the 

example shows that the notion of family resemblances can provide a rationale for 

examining a broad range of activities which do not share one common set of features. 

For example, some activities involve a more formal language register than others 

(Chafe, 1974; Ochs, 1974). Furthermore, there are differences and similarities with 

respect to the modes of communication employed, i.e., the different ways of 

 
1 “We see a complicated network of similarities overlapping and criss-crossing: similarities in the large and in 
the small.” (Wittgenstein, 2009: §66) 
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representing meaning such as speech and writing (Kress, 2008). The question remains 

which features, or combinations thereof, are relevant exactly to the domain of literacy. 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Figure 1.1 Family resemblances in literacy activities 

 

Features Associated with Literacy  

In the example previously given of how family resemblances may be present 

throughout literacy activities, two types of features were distinguished: mode (for 

example, oral versus written) and language register (informal versus formal). According 

to Ochs (1979) and Chafe (1979), combinations of these features distinguish between 

two main discourse types, namely informal (unplanned) spoken discourse and formal 

(planned) written discourse. Generally, written discourse is characterized by what 

Chafe calls ‘integration’ and ‘detachment’: It contains a larger proportion of devices 

that permit the integration of more material into idea units and devices which serve to 

distance the language from specific contexts. Chafe attributes these differences to the 

fundamentally different situations writers and speakers are in. Readers are displaced in 

time and place, and the writer may not know in any specific terms who the audience 

will be. In contrast, speaker and listener share a considerable amount of knowledge 

concerning the immediate context of the conversation, the speaker can monitor the 

effect of what he or she says, and the listener can ask for clarification. As a result, 

written language is typically thought out and organized prior to its expression whereas 

spoken language generally lacks forethought and organizational preparation (Ochs, 

1979). Others have argued along similar lines that written language – the language of 
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schooling – is organized in different ways from the language of everyday life due to the 

different contexts of production (Halliday, 1978; Schleppegrell, 2004).  

However, both Ochs and Chafe point out that features which have been 

identified as characterizing oral discourse are also found in written discourse and the 

other way around. For example, lectures typically rely upon formal oral language while 

personal letters written to a friend may contain an informal written language style. As 

Tannen (1982: 18) notes, this shows that “the difference between features of language 

which distinguish discourse types reflects not only – and not mainly – spoken vs. 

written mode, but rather genre and related register, growing out of communicative 

goals and context.” Ravid and Tolchinsky (2002) also stress the role of genre, register 

and modality in what they call ‘linguistic literacy’. In their view, to be ‘linguistically 

literate’ means to be rhetorically flexible, which comes down to possessing a linguistic 

repertoire that encompasses a wide range of registers and genres. Register distinctions 

mainly express social dimensions like the distance between speaker and hearer, or 

reader and writer, and the level of intimacy or formality involved. In comparison, 

genres range across text types and are strongly related to  the function and 

communicative purpose of a social-cultural practice, for example interpersonal 

communication, entertainment or information exchanges (also see Heath, 1980; 

Purcell-Gates, 1996; Teale, 1989). Register and genre interact with modality, especially 

with the particular restrictions imposed by speaking versus writing in terms of human 

information processing. According to Ravid and Tolchinsky the stability of written 

symbols together with the higher degree of formality resulting from a distant reader 

facilitates control over linguistic output and, therefore, also a type of language 

awareness that is required for using language appropriately in different circumstances, 

for different communicative purposes, and with varying degrees of formality. 

Familiarity with a written language style is the enabling condition for rhetorical 

flexibility, they propose. However, like Ochs and Chafe they note that it is a concept 

much broader than ‘language written down’, as formal language may also be used in 

speech. 

Wells (1987) similarly emphasizes that qualities associated with written language 

are not exclusive to writing, but he places more emphasis on the levels of cognitive 

functioning he believes are involved. There is a basic level of literacy, he explains, that 

almost everyone achieves, as it involves rudimentary skills like decoding a written 

message into speech in order to ascertain its meaning and encoding a spoken message 

in writing according to the conventions of letter formation, spelling and punctuation. A 

much higher level of literacy is required in order to encourage creativity, exploration 

and critical evaluation, modes of thinking through which we are able to look beyond 

the immediate context of our personal experience. This type of literacy involves what 

Wells calls an ‘epistemic’ level of cognitive functioning and it is concentrated in more 

‘detached’ literacy uses in which language and thinking are critically examined prior to 
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production, as in the language of schooling. Solomon nicely describes the intellectual 

activities that are promoted by this type of literacy, which are strongly associated with 

but not confined to the written mode: 
 

This (…) kind of literacy is really what one might call the “knowledgeable,” except that the word 

smacks too much of mere information and know-how and too little of the affective and 

experiential, which are what is crucial to it. It is a type of literacy that is concentrated in but not 

exclusive to books, and which today also involves film and the other arts. It can come from 

conversations on the street, lectures, and political rallies, but for a variety of reasons, it revolves 

around the printed word. It has to do with participating in certain basic or even essential 

experiences – knowing, if only vicariously, a form of life that touches on our own. (…) In this 

sense, literacy is a kind of love, not an ability or an accomplishment. It is participation, education 

in the classical sense – being brought up to be part of something, not just to be successful in a 

career. (Solomon, 1986: 41-42) 

 

To summarize, the researchers discussed thus far agree that there is no simple 

dichotomy between writing and speech or between literate and non-literate. Instead, 

many varieties exist involving different degrees of literacy, depending on the 

modalities, social relations, functions and time-space arrangements involved, to name 

some features of importance. While these researchers have focused primarily on 

differences and similarities between speech and writing, a more recent body of work 

directs attention towards distinguishable features of new media practices.  

 

Extending Literacy to Include New Media  

The term ‘new’ when used to refer to media implies a binary opposition to the ‘old’. 

Both are clearly relative terms, meaning that what is considered new changes over 

time in the eyes of those who use media and researchers who study their uses. 

Rantanen (2005) gives a thorough overview of the historical development of media 

and communications, emphasizing that their development is deeply interconnected 

and that each new medium complements the old rather than replaces it. Although no 

clear-cut boundaries exist between the different stages in media development, 

theorists have proposed that there are significant changes brought about by the 

introduction of each new medium. These changes are strongly related to the features 

of literacy introduced previously. 

One important change mentioned throughout the literature is the move from 

unimodal to multimodal forms of communication. Kress (2003) is especially noted for 

making this observation. He explains that with older media there existed a near 

automatic association and identification of mode (e.g., writing) with medium (e.g., 

book). New media, however, offer the potential to realize meaning in any mode, even 

several modes at once. The novelty of new media is not that modes can be combined, 

because this has been the case in the earliest of books displaying mixtures of text and 

images (Drotner, 2008) and it still is the case in magazines and comic books, to name 
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some examples. An important difference is that multimodality is something ‘natural’ to 

new technologies, Kress argues, as they allow for combinations of modes with much 

greater ease and with no differences in cost compared to older media. From this point 

of view the move from print media and radio to television and, most recently, digital 

media has been especially significant. It underpins the influential work of Livingstone 

and Bovill (1999), for example, who consider the screen a defining characteristic of 

new media.  

Other changes frequently mentioned in relation to new media are more uniquely 

attributed to digital media, which include the personal computer, the internet, game 

consoles and mobile telephones. First, the notion of ‘interactivity’ prominently figures 

in discussions of digital media (Croteau & Hoynes, 2000; Kress, 2003; Rantanen, 2005; 

Thompson, 1995). Traditional mass media (e.g., books, newspapers and magazines) are 

decidedly one-way in nature, as they are not amenable to direct feedback from 

receivers. Digital media, however, partly restore the interactivity present in oral 

communication: Users can write back (or otherwise give feedback) to the producers of 

texts and can directly intervene in and change the images, texts and videos that they 

access. Second, old mass media have freed face-to-face communications from their 

immediate contexts of production and, in effect, have uncoupled time and place. One 

important influence of new media is what is usually referred to as ‘time-space 

compression’ (Harvey, 1990) or ‘time-space distanciation’ (Giddens, 1990), which 

occurs as a result of technological innovations that condense or eliminate spatial and 

temporal distances. Digital media, for example, allow users to maintain social 

relationships in real-time across great distances. This ‘despatialized simultaneity’ is not 

unique to digital media and is also enabled by, for instance, telephone, but digital 

media have further diminished the significance of spatial barriers and have speeded up 

the pace of social life (Thompson, 1995). In this way digital media blur the lines 

between the time-space arrangements of face-to-face communication on the one 

hand and old mass media on the other hand (Croteau & Hoynes, 2000; Drotner, 2008; 

Rantanen, 2005; Thompson, 1995). 

Third, social relations have been impacted dramatically by the rise of digital 

media practices. Traditional forms of mass media have a one-to-many orientation 

involving a known sender and generally anonymous receivers, whereas in face-to-face 

exchanges it is mostly impossible to have completely anonymous receivers (Croteau & 

Hoynes, 2000). Because of the digital media advent previous distinctions between 

interpersonal and mass communications are blurred, as people use them for both 

(ibid.). In addition, they offer more and easier ways for small group participation, 

thereby intensifying practices of coproduction, collaboration and sharing (Drotner, 

2008; Lankshear & Knobel, 2006). Furthermore, digital media stretch the boundaries 

between familiarity and formality because they facilitate anonymity and also lower the 
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threshold to come into contact with strangers across the globe (Livingstone & Bovill, 

1999).  

In sum, new media blur old distinctions because they incorporate and transform 

many of the features traditionally attributed to either face-to-face communications or 

print-based media. So new media practices are bound to vary significantly, some 

incorporating more of the characteristics associated with literacy than others. These 

include, as discussed in the previous paragraph, the written modality, displacement in 

time and space, social distance between sender and receiver and epistemic functions. 

At the same time, along with these ‘old’ forms of literacy engagement new media 

provide other options like interactivity, despatialized simultaneity, integration of 

different functions (i.e., interpersonal and mass media functions), and combinations of 

the written modality with other modalities (‘multimodality’). In the next paragraph we 

introduce a method for implementing a broad literacy perspective in research, drawing 

upon these features of old and new literacy practices.  

 

Measuring Literacy Engagement 

Shifting the focus of literacy engagement from a perspective on individual skills to one 

that conceives of literacy as a social practice necessarily results in a complex literacy 

concept, as we have shown. In order to implement such a broad and complex 

perspective in research, we followed Guttmann’s Facet Theory (henceforth FT) in our 

construction of a self-report questionnaire to measure engagement of youth in literacy 

out-of-school. FT dates back to the 1950s and, to our knowledge, has not been applied 

before to the concept of literacy. It provides a definitional framework that can be used 

to systematically explore a complex phenomenon like literacy (Guttman & Greenbaum, 

1998). First, multiple dimensions, or facets, of that phenomenon are defined and then 

combinations of the facets are used to guide the construction of the measurement 

instrument such that each facet combination is represented by at least one 

questionnaire item. This setup guarantees that the items are sufficiently varied and 

broad so as to cover all relevant aspects of the phenomenon. In FT a mapping sentence 

is used to specify all possible combinations of the distinguished facets and relates 

them to the possible outcomes, the so called response range. The mapping sentence 

we used to create questionnaire items is presented in Figure 1.2. 

We focused on five facets of literacy, which were selected because we considered 

them key elements in terms of the qualitative changes in literacy practices that take 

place in the transition from old to new media, as argued in the previous paragraph: (1) 

the modality through which a particular literacy activity is accessed; (2) the type of 

engagement at stake in this activity, in particular whether the activity requires 

productive/interactive or mainly consumptive behaviour; (3) the spatial and/or 

temporal distance involved; (4) the social distance between participants; and (5) the 
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function this particular literacy activity serves. Examples of the subcategories are 

provided in Table 1.1. 

As a next step, we systematically combined all facet subcategories into a total of 

144 (2×4×3×2×3) combinations with the goal of formulating at least one questionnaire 

item for each. Typical questionnaire items were ‘Do you talk to friends or family 

members about global issues, such as politics or the environment?’ (a1b1c1d1e3), ‘Do 

you read magazines for enjoyment, for example about fashion or computer games?’ 

(a3b2c3d2e2), ‘Do you instant-message with friends or family members to keep in 

touch?’ (a4b1c2d1e2), and ‘Do you browse the web to be informed about current 

events?’ (a4b2c3d2e3). The complete list of questionnaire items is given in the appendix. 

In total 65 questionnaire items were constructed that were associated with 43 

facet combinations. We were not able to come up with items for each of the facet 

combinations because in several cases these concerned unrealistic situations. This is 

the working of FT, which requires that all combinations of facet subcategories are 

taken into consideration and are dismissed only when there are valid reasons for doing 

so. For example, 47 facet combinations were not represented by a questionnaire item 

because unmediated literacy practices (a1) always concern situations in which a 

speaker and hearer are present at the same time and place (c1), and print-based 

practices (a3) almost always involve displacement in time and place between an author 

and his or her reader (c3), while combinations with other time-place arrangements are 

unrealistic. 

Furthermore, for 50 combinations of facets no items were incorporated in the 

questionnaire because a pilot study had shown that relevant literacy activities were 

unrecognizable to the students as realistically occurring situations. An example of a 

facet combination considered unrealistic by participants was print-based × productive 

×  different time and place × small social distance × epistemic function (a3b1c3d1e3), e.g., 

writing to a friend or relative through a traditional medium with the purposes of 

exchanging knowledge. In each of the empirical studies that were conducted we 

focused on different elements of the mapping sentence that were relevant to the 

research questions at hand. Consequently, the facet combinations that were included 

in the analyses were mostly represented by at least one questionnaire item. Finally, in 

order to obtain a representative measurement of relevant literacy activities in the out-

of-school context, some facet combinations were translated into several questionnaire 

items. For instance, for the combination of productive × multimodal × different time 

and place × small social distance × social-entertainment function (a1b4c3d1e2) not only 

e-mail but also uses of social network sites were included as separate questionnaire 

items. 

A pilot study was conducted prior to the first data collection in the spring of 2008 

among 46 students from 4 schools which included lower and higher educational tracks. 

The questionnaire was administered to participants one-on-one with the researcher
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Figure 1.2 Mapping sentence for out-of-school literacy engagement 
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Table 1.1 The facets and their subcategories as distinguished in the questionnaire 

 
Facet 

  
Example 

A. Modality a1 Unmediated, multimodal face-to-face conversation, lecture 
  a2 Mediated, oral telephone call, radio 
  a3 Mediated, print-based book, newspaper, magazine, letter 
  a4 Mediated, multimodal computer, mobile phone, television 

B. Type b1 Productive / interactive to write, to speak, to edit  
  b2 Consumptive  to watch, to read, to listen 

C. Spatial-temporal  c1 Same time and place face-to-face conversation, musical 
 distance c2 Same time, different place telephone call, instant-messaging 
  c3 Different time and place book, e-mail, internet forum 

D. Social distance d1 Small friend, classmate, close relative 
  d2 Large author, teacher, shopkeeper, stranger 

E. Function e1 Instrumental practical information, appointment 
  e2 Social / entertainment to keep in touch, for fun, to relax 
  e3 Epistemic knowledge gathering, creative expression 

 

(i.e., the author) present. Participants filled out the questionnaire via a website 

accessed through a school computer and were encouraged to provide feedback during 

administration, for example to indicate when they did not understand a word or 

phrasing. After the questionnaire was administered the researcher asked students 

whether they engaged in other activities related to those featured in the 

questionnaire. With the help of their feedback items were added, removed and 

reformulated after the pilot study. Furthermore, during each round of data collection 

in-depth interviews were conducted with the participants from the main study to 

ensure relevant literacy activities were included in the questionnaire. After the first 

measurement occasion some alterations were made to the questionnaire, which are 

marked in the appendix.      

In the main study respondents estimated for each questionnaire item the 

frequency and/or duration of engagement, henceforth abbreviated as ‘engagement’, 

which was measured on a seven-point scale with (1) representing never, (2) less than 

once a month, (3) at least once a month, (4) at least once a week, (5) (almost) every 

day, (6) 1-2 hours a day, (7) more than two hours a day. In addition, they were asked to 

rate on a ten-point scale how much they would miss a particular activity if they could 

not engage in that activity anymore, with (1) signifying would not miss it at all and (10) 

would miss it very much. These ratings were considered to indicate the personal 

importance the participants attached to the literacy activities. 
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The Research Sample  

The main focus of this dissertation is on the out-of-school literacy engagement of a 

group of Dutch youth in the lower tracks of prevocational secondary education.
2
 This 

particular sample was also included in other projects that were part of the larger Study 

into Adolescents Literacy of Students At-risk (SALSA). These youth are of particular 

interest for several reasons. In our opening remarks we briefly addressed concerns 

that exist over the new media advent. Children and youth are enthusiastic adopters of 

new media and their broadly positive attitude is coupled with a sense of responsibility 

the adults surrounding them feel to support and protect them in an ‘information age’ 

(Duimel & De Haan, 2007; Livingstone & Bovill, 1999). The phase during which children 

transition into secondary education is especially significant, as their worlds expand, 

cognitive capabilities mature and opportunities for making autonomous decisions 

increase. With a change of school and the onset of adolescence they venture outside 

the familiar boundaries of home and neighbourhood and form new social bonds, the 

latter of which become increasingly important. We elaborate on those changes in the 

fourth and fifth chapter, which have a longitudinal focus.  

So when Dutch youth enter secondary education, which is around the age of 12, 

they face many changes and generally gain more control over their leisure time-

spending. The research available, discussed throughout each chapter, indicates that 

traditional print-based literacy faces increasing pressure from new media practices. 

However, we do not know exactly how youth engagement in old and new media 

literacy develops throughout the adolescent years, in particular whether new practices 

continue to exert appeal at the cost of old ones. It therefore remains to be seen if and 

how increasing autonomy further strengthens supposed competition mechanisms. We 

explore this issue in detail in the fifth chapter.  

A great deal of the concerns surrounding new media are related to the unknown 

consequences of the demise of old media, especially books, which are known to help 

youth develop the literacy skills they need to be successful in formal schooling and in 

their later careers (NEA, 2007; OECD, 2001). These concerns are strongest for youth at 

the lower educational levels, of whom research indicates that they struggle most with 

traditional literacy practices (Dagevos, Gijsberts & Van Praag, 2003; OECD, 2001) while 

at the same time they appear to be the most avid users of new media (Van Dijk, 2012; 

Van Rooij & Van den Eijnden, 2007). We have argued that new media need not form a 

departure from traditional media but may incorporate a similar form and content. 

However, up to today little is known of the similarities and differences between the old 

and new literacy practices youth engage in, in particular whether youth (come to) 

 
2 Referred to in Dutch as ‘basisberoepsgerichte en kaderberoepsgerichte leerwegen van het vmbo’. 
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exploit the epistemic potential of new media. We take up these issues in the second 

and fifth chapter. 

We believe the present research sample is a highly relevant one in the face of 

growing concerns about the impact of new media on literacy skills. Besides the reasons 

already mentioned, we would like to emphasize that youth from the lower tracks of 

prevocational secondary education form a rather large subpopulation in society, as 

these tracks are attended by about one-third of the Dutch school-going youth (Rijks, 

2008). Yet, we are aware that the focus on a group of students from the lower tracks 

of prevocational secondary education limits the possibilities to generalise findings to 

other populations. In the third chapter we have therefore included a larger sample of 

students from all tracks in secondary education, which gives an impression of how the 

literacy practices of the youth under investigation are related to those of their peers.  

 

Outline of the Dissertation 

In this dissertation four studies are reported that explore the changing engagement of 

youth with old and new media literacy from different perspectives. In Chapter 2, the 

question is raised whether the functions typically associated with traditional print-

based media are taken up through the use of new media or if they serve entirely 

different functions. Special attention is paid to epistemic, education-related functions. 

In Chapter 3, the concept of ‘media lifestyles’ is adopted in order to examine how 

youth differ in the ways they balance options and put together meaningful 

combinations of literacy activities to suit their personal preferences. The media 

lifestyles of boys and girls are compared as well as those of youth from lower and 

higher educational tracks. A longitudinal perspective is adopted in Chapter 4, in which 

changes in young people’s literacy practices are investigated along several dimensions, 

focusing not only on technological but also functional and social aspects. This is a 

follow-up to a study conducted outside of the scope of this dissertation, in which the 

facet design was used to pinpoint differences between boys and girls in their uptake of 

new media (Ünlüsoy, De Haan, Leseman & Van Kruistum, 2010). Finally, in Chapter 5 

the longitudinal data from Chapter 4 are complemented by data from in-depth 

interviews, which are used to investigate shifting motives for engaging in old and new 

media literacy. Particular attention is paid to the extent motivation from within drives 

literacy engagement and changes therein in conjunction with requirements laid upon 

youth or other outside stimulations. 



 

 
 

 

2 LITERACY ENGAGEMENT  
PATTERNS OF YOUTH WITH  

OLD AND NEW MEDIA 
 

As new media play a growing role in the lives of youth at the lower 

educational levels, the question is raised whether the functions typically 

associated with traditional print-based media are taken up through the use of 

new media or if they serve entirely different functions. In the present study 

the out-of-school literacy activities of 70 seventh grade students from the 

lowest tracks of Dutch secondary education were investigated, conceiving of 

literacy as a broad, multidimensional social practice. Guttman’s Facet Theory 

was used to construct a self-report questionnaire and to determine which 

facets were associated with the patterns of engagement in face-to-face, print-

based, synchronous new media and asynchronous new media activities. 

Results indicated that particular functions and social contexts were strongly 

related to particular media, as the new media were mostly used for social-

entertainment purposes in settings marked by an informal social context, and 

traditional print-based media for education-related functions in more formal 

social contexts. Implications for education are discussed. 

 
C. van Kruistum, P.P.M. Leseman, M. de Haan 
Manuscript submitted for publication

3
  

 
3 Part of this chapter was published in: 
Van Kruistum, C., Leseman, P.P.M., & De Haan, M. (2009). Features of at-risk teens' new literacy 
practices. In Backus, A., Keijzer, M., Vedder, I. & Weltens, B. (Eds.), Artikelen van de zesde Anéla-
conferentie (pp. 339-347). Delft: Eburon.  
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Introduction 

New media are continually compared to established media. People have debated the 

advantages of speech over writing, of script over print and of print over electronic 

media. Most recently the pitfalls and potentials of digital media have been put to the 

foreground. While some welcome the opportunities created by technological 

innovations, others lament the (perceived) demise of old media such as books. There 

are indeed indications that less time is spent on print media as a consequence of rising 

new media engagement, especially by young people (Huysmans, De Haan & Van den 

Broek, 2004; NEA, 2007). Concerns have been voiced about this development, as 

traditional reading and writing practices are known to help youth develop the literacy 

skills that are needed to be successful in formal schooling (NEA, 2007; OECD, 2001). 

Yet it is not exactly clear whether well-established literacy practices, in particular those 

associated with academic performance, are shifting radically or only in minor ways. 

New media may incorporate and refashion the form and content of older media, and 

old media continually refashion themselves in response (cf. Bolter & Grusin, 1999; 

Lister et al., 2003). In this sense new technologies provide opportunities for learning 

similar to those offered by traditional media.  

However, not everyone makes the most of the academic potential of new media, 

as is evidenced by reported inequalities in the ways they are used (Livingstone & 

Bober, 2005). Of particular interest are the new media uses of youth at the lower 

educational level, who embrace new technologies yet regularly struggle with reading 

and writing in school settings (OECD, 2001; Dagevos, Gijsberts & Van Praag, 2003; Van 

Dijk, 2012; Van Rooij & Van Den Eijnden, 2007). In the present study we investigate 

their uses of old and new media, addressing the question whether the functions 

typically associated with print-based media are taken up through the use of new media 

or if new media serve entirely different functions. Thus, our study adopts a perspective 

that is underrepresented in current research, as it encompasses a broad range of 

media and their (interrelated) functions.  

 

The Epistemic Potential of Out-of-School Literacies 

To promote literacy skills in younger and older children, formal schooling heavily relies 

on traditional print-based media, in particular books. According to Wells (1987) this is 

because written language encourages creativity, exploration and critical evaluation, 

modes of thinking through which we are able to look beyond the immediate context of 

our personal experience. This type of literacy involves what Wells calls an epistemic 

level of cognitive functioning, which is concentrated in but not exclusive to books and 

may also be present in formal conversations, lectures and political rallies, genres of 

language use referred to as ‘oral literacy’ (Olson, 1991; Ravid & Tolchinsky, 2002). New 

media allow for more detached and reflective uses as well, as they enable young 
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people to extend their social worlds and to gain deep knowledge and expertise in 

specific areas of interest, for instance by engaging in discussion forums (Ito, Horst, 

Bittanti et al., 2008). Much remains unknown about the epistemic potential of new 

media, but there is some evidence that new media may help in particular youth 

enrolled in the lower educational tracks to develop the literacy skills required for 

formal schooling, as these youth are often disengaged from school literacy 

(Alvermann, 2001). For instance, case-studies have illustrated that disengaged youth 

who used new media for epistemic functions gained confidence and modified their 

identities such that transference of competence from digital media to print literacy 

occurred (O’Brien, 2003).  

However, there are strong indications that the epistemic potential of new media 

is hardly exploited by those who have most to benefit. Research shows that there are 

significant differences in the ways young people use new technologies depending on, 

for instance, their motivation, skills and physical and material access to technology 

(Van Dijk, 2012). Usage gaps seem to be particularly large between youth from lower 

and higher educational backgrounds. Several studies report that those at the lower 

educational level spend more time online but use a smaller number of Internet 

applications and are more focused on entertainment functions and maintaining 

established relationships, especially through chatting and online gaming (Bonfadelli, 

2002; Peter & Valkenburg, 2006; Van Dijk, 2012). Such findings have lead researchers 

to speculate that a new digital gap has opened up that has placed youth disengaged 

from school literacy at a further disadvantage, as their new media uses are considered 

to have no, or very little, advantageous effects on their academic development.  

The evidence for a digital divide appears to be strong and fits with existing 

insights into the kinds of arrears youth enrolled in the lower educational tracks have, 

but there is a serious shortcoming of the approach usually adopted in the underlying 

research. Uses of particular Internet applications are typically investigated rather 

superficially and in an ad hoc manner. For example, in the study conducted by Peter & 

Valkenburg (2006) three items were included to determine engagement (‘never’, 

‘sometimes’ or ‘often’) in different functions of Internet use, namely information 

(‘How often do you look for specific information on the Internet?’), social (‘How often 

do you chat on the Internet?’) and entertainment (‘How often do you play games 

online?’). It is clear that there are many other options available to youth during leisure 

time, both with respect to the types of activities involved and the frequency of 

engagement. Another issue is that in such studies new media uses are isolated from 

existing literacy practices, including uses of print-based media. This makes it 

impossible to determine whether youth who did not exploit the epistemic potential of 

new media used other media for similar purposes. Together, these issues point to a 

more fundamental problem, namely that empirical research often lacks a conceptual 

framework for investigating literacy engagement to its depth and breadth. In this study 
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we will show how a comprehensive, multidimensional approach is useful for examining 

to what extent youth at the lower educational level engage in literacy uses that 

transcend the immediate context of their personal experience. Moreover, as research 

shows that their engagement in new media is focused on entertainment functions and 

intimate relationships, we investigate specifically how different media are used in a 

range of social contexts and for a variety of reasons, including epistemic functions.  

 

A Multifaceted Approach to Literacy 

Building upon a tradition that conceives of literacy as a social practice rather than a set 

of reading and writing skills (Anderson & Stokes, 1984; Gee, 2003), we focused on the 

ways youth engaged in literacy activities in a broad sense to achieve their purposes, 

and the meanings they ascribed to their activities (Barton, 1994; Gillen & Barton, 2009; 

Street, 2003). This requires a complex literacy concept which entails the existence of 

multiple literacies (Lankshear & Knobel, 2006) and recognizes that literacy practices 

consist of multiple, interdependent dimensions (Hagood, 2003; Luke & Freebody, 

1999; Nixon, 2003; Ünlüsoy, De Haan, Leseman & Van Kruistum, 2010). In order to 

implement such a broad and complex perspective in research, we followed 

Guttmann’s Facet Theory (henceforth FT) in our construction of a self-report 

questionnaire. FT offers a systematic approach to the measurement of a complex 

phenomenon like literacy by systematically combining the multiple dimensions, or 

facets, of that phenomenon in a so called mapping sentence that guides the 

construction of the measurement instrument, which can be used to systematically 

explore the phenomenon (Guttman & Greenbaum, 1998). Our mapping sentence is 

detailed in the method section. To limit the total number of questionnaire items to be 

constructed, we focused on four facets of literacy in a broad sense, each with two to 

four subcategories. These facets were selected because we considered them key 

elements in terms of the qualitative changes in literacy practices that take place in the 

transition from traditional to digital media, as argued by Drotner (2008) and Rantanen 

(2005) and discussed in the general introduction to the dissertation. 

The first facet we distinguished was the modality through which an activity 

mainly occurs, which we further divided into four categories. The first, unmediated 

multimodal, refers to the oldest form of literacy practice in a broad sense, in which 

people talk and engage in direct conversations. The second, mediated oral, concerns 

speech directly addressed to others but transmitted by means of a technical medium, 

such as the radio or the telephone. The third category comprises traditional literacy 

practices that are basically accessed through the written or printed modality only and 

are henceforth referred to as ‘print-based’. In these practices comprehension of the 

text does not primarily rely on interdependency between modalities. Examples of 

print-based practices examined in this study are reading magazines, books, 

newspapers and hand-written uses like keeping a diary and writing notes, postcards or 



Literacy engagement patterns of youth with old and new media 

27 

 

letters. Finally, mediated multimodal practices were included to distinguish oral and 

print-based media from alternative channels through which meaning is realized in 

several modalities at once, for instance sound, print and image (Jewitt, 2006; Kress, 

2003). These are strongly associated with but not confined to digital technologies and, 

according to the stance taken in this study, also characteristic for unmediated 

everyday face-to-face conversations. Examples of multimodal practices that were 

examined in this study are instant-messaging, browsing the web and watching 

television. From the perspective of the first facet these activities share a characteristic, 

namely their multimodality, but by means of the other facets their differences are 

highlighted. 

The second facet we considered relevant for evaluating the literacy engagement 

of youth in old and new media concerned the spatial and temporal distance between 

sender and receiver. Three categories of spatial-temporal arrangements were 

distinguished. The first category comprises synchronous arrangements of literacy 

activities in which sender and receiver are both present at the same time and the same 

place, as in oral face-to-face contact. The second category refers to asynchronous 

activities in which sender and receiver are both displaced in time and place, as is the 

case in traditional literacy (Chafe, 1984), but also in watching non-live broadcasts on 

television or in consulting an internet site for information. The third category includes 

synchronous activities that allow sender and receiver to interact at the same time 

while being in different places, for instance when a person uses the telephone to talk 

with a friend or when a person is chatting online (Croteau & Hoynes, 2000).  

The third facet used to evaluate patterns of literacy use was the social distance 

between sender and receiver. Social dimensions of literacy activities, such as power 

relations, authority, distance, politeness, and intimacy, are expressed by register 

distinctions which indicate familiarity and formality (Ravid & Tolchinsky, 2002). We 

roughly distinguished a small social distance (i.e., between friends or close relatives) 

from a large social distance (e.g., between a teacher and a student, or between an 

author and his audience). Traditional forms of mass media involve a known sender 

and, generally, anonymous receivers. New media allow for both intimate one-to-one 

literacy activities as well as more distanced one-to-many mass communication 

(Croteau & Hoynes, 2000).  

Finally, the fourth facet concerned the function of the literacy activity (Anderson 

& Stokes, 1984; Purcell-Gates, 1996; Teale, 1989). People engage in literacy practices 

for numerous purposes, as was demonstrated in the works of Heath (1984) and Wells 

(1987).
 
Based on this seminal work, three main function types were defined. The first 

category comprises instrumental functions, which concern routines and practical 

problems of daily life such as exchanging practical information. Second, the functions 

social and entertainment were combined to limit the number of possible combinations 

and to contrast them with the third, the epistemic functions of which we argued in the 
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introduction that they are usually highlighted in education debates on youth literacy. 

Epistemic functions were broadly defined as those related to successful school 

achievement, information gathering, participation in high culture and future-oriented 

talk. Crucially, traditional as well as new media can be used for any type of function, 

namely to keep in touch with friends (social) and to relax (entertaining), to pass on 

practical information (instrumental) or to study for school (epistemic).   

The four facets represent rather abstract properties of the broad literacy concept, 

but in combination they enable a fine-grained comparison of engagement in new 

media with engagement in both traditional print-based media and unmediated oral 

literacy. For instance, a particular combination of the four facets and their categories 

defines the activity of having mediated, multimodal interaction with known others who 

are present at the same time but spatially displaced for social purposes, as in chatting 

with use of a web cam. The engagement of youth in this type of activity can be 

compared with engagement in activities that can be characterized as mediated, print-

based activities with an unknown other which is spatially dispersed for epistemic 

purposes such as educational book reading.  

 

The Present Study  

The current study addressed engagement patterns of youth in the lower educational 

tracks while focusing on contrasts between print-based and new media. We 

determined to what extent patterns in literacy engagement in a broad sense could be 

explained by (a) the medium used in these activities, in particular concerning the 

advantages of direct and multimodal interaction over asynchronous and unimodal or 

multimodal interaction, (b) the social relationships involved in these activities, in 

particular concerning the motivating forces of closeness and intimacy, and (c) the 

functions served by media use, with special interest in epistemic functions. Based on 

previous research, we expected a higher average engagement in, and more personal 

importance attached to, new media compared to traditional print-based media. 

Moreover we expected the synchronous new media to be mainly used in informal 

social contexts and to fulfil the social and entertainment functions that are usually 

associated with unmediated face-to-face exchange. A core question of the present 

study given the concerns raised in society, as discussed previously, was to what extent 

new media are also used in more formal social contexts, with a comparatively large 

social distance between sender and receiver, fulfilling in particular the epistemic 

functions associated with traditional print-based media. To answer the research 

questions a self-report questionnaire was used by means of which the amount of 

engagement in diverse literacy activities was determined as well as the importance 

attached to these activities. 
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Method 

Sample  

The study involved a sample of 70 participants (28 girls and 42 boys) from 11 seventh 

grade classes and 10 schools in the lowest track of prevocational secondary education 

in the Netherlands. The participants were 12 to 14 years old (M = 13.03) at the time of 

measurement. In each class students at-risk for literacy difficulties were selected based 

on their scores on the national exam of reading achievement at the end of primary 

school, about one year earlier. Scores below the 30
th

 percentile were considered to 

indicate educational risk. As we wanted to exclude factors related to impairments in 

reading from our study, students who were diagnosed with a specific learning or 

behavioural disorder (e.g., dyslexia, ADHD) were not included. The sample of students 

was representative of the at-risk population in the urban areas where we conducted 

our studies and included students with second and third generation immigrant 

backgrounds. 

  

Procedure  

A literacy activities questionnaire was administered in the spring of 2008. The 

questionnaire was first piloted with 46 students from 4 schools (lower and higher 

tracks) and activities were added, removed and reformulated according to students’ 

feedback. For the main study, participants filled out the questionnaire individually via a 

website. They did so in small groups (6-7 participants) in a classroom with the first 

author present on-site to give instructions and to monitor whether they were able to 

log in. On average it took participants 34 minutes to fill out the questionnaire. As the 

participants were sufficiently fluent in Dutch, the questionnaire was stated in the 

Dutch language. 

 

Measurement 

The questionnaire was designed in accordance with the FT approach, as described 

previously. The mapping sentence in Figure 2.1 was used to create the questionnaire 

items, directing the item construction process to include all possible combinations of 

the facets. The mapping sentence yielded 72 possible combinations (4×3×2×3). Given 

our first research question concerning medium use, in particular our interest in the 

advantages of direct over indirect interaction, the number of variables for the 

statistical analyses were limited. We incorporated for facet a (modality) and facet b 

(spatial-temporal distance) only the combinations a1b1, a3b3, a4b2, and a4b3 resulting in 

24 combinations (4×2×3) that represented four main types of traditional and new 

media use (henceforth ‘medium types’): face-to-face interaction, print-based media, 

synchronous new media and asynchronous new media. Two combinations of facets, 
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namely a3b3c1d3 and a4b3c1d3, had no corresponding items in the questionnaire 

because the possible activities covering these combinations were deemed too unlikely 

to occur in youth’s leisure time. In total 53 items were constructed, covering each of 

the 22 combinations at least twice with a concrete activity.   
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Figure 2.1 Mapping sentence for out-of-school literacy engagement 

 
Typical questionnaire items were ‘Do you read magazines for enjoyment, for instance 

about fashion or computer games?’ (a3b3c2d2), ‘Do you instant-message with friends or 

family members to keep in touch?’ (a4b2c1d2) and ‘Do you read books at home you can 

learn something from, for example for school?’ (a3b3c1d3). The complete list of items is 

provided in the appendix. For each questionnaire item respondents were asked to 

estimate the frequency and/or duration of engagement, henceforth abbreviated as 

communicative exchange 

between a sender  and receiver

  

who

  

purposes

  

while the exchange occurs for  

to the person (y) under investigation   

{
 

 

  

}

  

Modality 

a1 = unmediated, multimodal 

a2 = mediated, oral 

a3 = mediated, print-based 

a4 = mediated, multimodal 

{
 

 

  

} 
Spatial-temporal distance 

b1 = present at the same time and place 

b2 = present at the same time but different place 

b3 = displaced in time and place      

{

 

 
  

}

  

Social distance 

c1 = know each other well 

c2 = do not know each other (well) 

{ } 
Function  

d1 = instrumental 

d2 = social-entertainment 

d3 = epistemic 

{ } 
Engagement  

more than two hours daily  

to 

never 
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‘engagement’, which was measured on a seven-point scale with (1) representing never, 

(2) less than once a month, (3) at least once a month, (4) at least once a week, (5) 

(almost) every day, (6) 1-2 hours a day, (7) more than two hours a day.  

To answer the research questions scales were constructed by grouping items that 

represented the same facet categories (‘small social distance’) or a combination of 

facet categories (‘print-based media × large social distance’), while otherwise differing 

in content. The scales represent the main medium types that were contrasted in the 

present study and two ways in which these could be used, to be explained further in 

the next section. Scale scores were computed as the mean of the engagement ratings 

on the items constituting a scale. The facets and their subcategories are presented in 

Table 2.1, along with the internal consistencies, which were acceptable considering 

that within a particular facet category questionnaire items were constructed to differ 

systematically in all other facet categories.  

 
Table 2.1 Reliability scores of the literacy facet subcategories 

Facet subcategories Number of items Cronbach’s α 

 (N = 53) Engagement Importance 

Medium type    

 Face-to-face conversation 10 .67 .70 
 Print-based media 12 .70 .78 
 Synchronous new media 7 .55 .51 
 Asynchronous new media 24 .74 .86 
Social distance    
 Small 20 .80 .86 
 Large 33 .76 .86 
Function    
 Social-entertainment 24 .76 .85 
 Instrumental 13 .62 .72 
 Epistemic 16 .71 .80 

 

In addition to engagement in literacy activities, respondents were also asked to rate on 

a ten-point scale how much they would miss a particular activity if they could not 

engage in that activity anymore, with (1) signifying would not miss it at all and (10) 

would miss it very much. The ratings were considered to indicate the personal 

importance the participants attached to the literacy activities. Parallel dimensions and 

subcategories were distinguished to measure the average importance of a particular 

type of activity and media use. With respect to reported importance, internal 

consistencies of the subcategories are also presented in Table 2.1.  

 

Analysis Strategy 

Given our first research question concerning medium use, we contrasted (a) print-

based media with face-to-face conversation, (b) synchronous new media use with face-

to-face conversation, and (c) asynchronous new media use with print-based media. 
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With regard to our second and third research question concerning social relationships 

and functions, we examined within each medium type the effects of (d) small and large 

social distance, and (e) epistemic, instrumental and social-entertainment functions. 

First, a one-way ANOVA was conducted to test if the mean engagement ratings in 

each of the four medium types were significantly different. Next, two-way within 

participants repeated measures ANOVA’s were conducted to test main and interaction 

effects of medium type and social distance (facet c) and of medium type and function 

(facet d) on these engagement ratings. Finally, we examined to what extent the 

engagement ratings corresponded with the participants’ importance ratings.  

 

Results 

Medium Type 

Descriptive statistics are provided in Table 2.2. The one-way ANOVA showed a 

significant main effect of medium type, F(2.47, 170.52) = 20.09, p < .001, on rated 

engagement with effect size r = .33; a medium sized effect according to Field (2005). As 

Mauchly’s test indicated that the assumption of sphericity had been violated, χ
2
(5) = 

26.12, p < .001, the number of degrees of freedom was corrected using Greenhouse-

Geisser estimates of sphericity (ε = .82). Contrast analyses were performed to examine 

the effect in detail. The results, along with effect sizes, are reported in Table 2.3, 

revealing that activities involving face-to-face contact had significantly higher 

engagement ratings than activities involving print-based media (r = .47; strong effect). 

Engagement in new media activities taking place synchronously was higher compared 

to engagement in face-to-face contact, but this difference was not significant. In 

addition, there was no significant difference between both types of new media 

engagement.  

 

Medium Type and Social Distance 

Descriptive statistics are provided in Table 2.2. A two-way within subjects repeated 

measures ANOVA was conducted to test main and interaction effects of medium type 

and social distance. Mauchly’s test indicated that the assumption of sphericity had 

been violated for the interaction effect between medium type and social distance, 

χ
2
(5) = 16.36, p = .006. Therefore the number of degrees of freedom was corrected 

using Greenhouse-Geisser estimates of sphericity (ε = .88). There was a significant 

main effect of medium type, F(3, 207) = 19.12, p < .001, r = .29, indicating a higher 

engagement in face-to-face contact and new media use compared to print-based 

media. There also was a significant main effect of social distance, F(1, 69) = 68.01, p < 

.001, r = .70 (very strong effect), indicating a higher engagement in all media use with 

small social distance. Moreover, there was a significant interaction effect of medium 

type and social distance, F(2.63, 181.13) = 59.72, p < .001, r = .50 (strong effect).  
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Table 2.2 Descriptive statistics  

Medium type and dimension of use Mean SD 95% confidence interval 

    Lower Upper 

Face-to-face conversation 2.98 .79  2.79 3.16 
 Small social distance 3.58 1.10  3.32 3.85 
 Large social distance 2.37 .77  2.19 2.55 
 Social-entertainment function 3.37 1.16  3.09 3.64 
 Instrumental function 2.88 .98  2.65 3.12 
 Epistemic function 2.75 .81  2.56 2.95 
Print-based media 2.44 .71  2.27 2.61 
 Small social distance 2.14 .85  1.94 2.34 
 Large social distance 2.75 .89  2.53 2.96 
 Social-entertainment function 2.16 .89  1.95 2.38 
 Instrumental function 2.36 1.05  2.11 2.61 
 Epistemic function 3.08 .99  2.84 3.31 
Synchronous new media 3.00 .83  2.80 3.20 
 Small social distance 3.72 1.21  3.43 4.01 
 Large social distance 2.03 .90  1.82 2.25 
 Social-entertainment function 3.69 1.16  3.41 3.97 
 Instrumental function 2.75 1.11  2.49 3.02 
 Epistemic function 2.20 1.24  1.91 2.50 
Asynchronous new media 3.12 .61  2.97 3.26 
 Small social distance 3.26 1.22  2.97 3.55 
 Large social distance 3.08 .57  2.94 3.22 
 Social-entertainment function 3.52 .77  3.34 3.71 
 Instrumental function 3.11 .73  2.94 3.29 
 Epistemic function 2.43 .74  2.25 2.61 

 

To examine the interaction effect in more detail, contrast analysis was 

performed. The results are presented in Table 2.3 and also graphically displayed in 

Figure 2.2. These results indicate that, in addition to the main effect of medium type, 

participants reported to be more engaged in print-based practices with a large social 

distance between sender and receiver (p < .00, r = .78, very strong effect). Engagement 

in asynchronous new media, including consumption of television and YouTube, was 

also higher in practices with a large social distance. In addition, synchronous new 

media and face-to-face conversations showed a highly similar pattern. Engagement in 

both was reported to be quite high for practices with small instead of large social 

distance between sender and receiver. 

 

Medium Type and Function 

Descriptive statistics are presented in Table 2.2. A two-way repeated measures ANOVA 

was conducted to test main and interaction effects of medium type and function. 

Mauchly’s test indicated that the assumption of sphericity had been violated for the 

main effect of medium type, χ
2
(5) = 30.95, p < .001, and for the interaction effect of 

medium type and function, χ
2
(20) = 53.83, p < .001. The number of degrees of freedom 

was corrected using Greenhouse-Geisser estimates of sphericity (ε = .80 for the main 

effect of medium type and ε = .80 for the interaction effect). There was a significant 
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main effect of medium type, F(2.41, 166.18) = 11.50, p < .001, r = .25 (small to medium 

effect), similar as in the previous analyses. There also was a main effect of function, 

F(2, 138) = 33.51, p < .001, r = .44 (medium to strong effect), with engagement in 

media for social-entertainment purposes being highest and engagement in media for 

epistemic purposes lowest. Moreover, there was a significant interaction effect of 

medium type and function, F(4.80, 331.42) = 33.59, p < .001, r = .30 (medium effect). 

 
Table 2.3 Contrasts 

Contrasts  F r 

1.  Medium type    
 Face-to-face vs. Print-based 19.96*** .47 
 Face-to-face vs. synchronous NM .03 .02 
 Print-based vs. asynchronous NM 2.21 .18 
2.  Medium type × social distance    
 Face-to-face vs. print-based 29.90*** .55 
 Face-to-face vs. synchronous NM .76 .10 
 Print-based vs. asynchronous NM 68.93*** .71 
 Small vs . large 68.01*** .70 
 Face-to-face vs. print-based & small vs. large 104.60*** .78 
 Face-to-face vs. synchronous NM & small vs. large 4.69* .25 
 Print-based vs. asynchronous NM & small vs. large 25.72*** .52 
3.  Medium type × function    
 Face-to-face vs. print-based 22.81** .50 
 Face-to-face vs. synchronous NM 1.03 .12 
 Print-based vs. asynchronous NM 46.12*** .63 
 Epistemic vs. instrumental 5.95* .28 
 Instrumental vs. social-entertainment 35.64*** .58 
 Face-to-face vs. print-based & epistemic vs. instrumental 23.36*** .50 
 Face-to-face vs. print-based & instrumental vs. social-entertainment 12.65** .39 
 Face-to-face vs. synchronous NM & epistemic vs. instrumental 5.65* .28 
 Face-to-face vs. synchronous NM & instrumental vs. social-entertainment 4.56* .25 
 Print-based vs. asynchronous NM & epistemic vs. instrumental 56.82*** .67 
 Print-based vs. asynchronous NM & instrumental vs. social-entertainment 15.33*** .43 

Note. For all contrasts, df M = 1, df R = 69. *p < .05. ** p < .01. *** p < .001. 

 

Contrast analysis was performed to examine the interaction effect. The results 

are presented in Table 2.3 and graphically displayed in Figure 2.2. The findings indicate 

that print-based media, apart from the main effects of medium type and function, 

were more often used for epistemic and less often for instrumental and social-

entertainment goals. Unmediated face-to-face literacy activities, asynchronous new 

media and especially synchronous new media were mostly used for social-

entertainment goals. 
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Figure 2.2 Interaction graphs  
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Engagement and Importance 

One-way and two-way repeated measures ANOVA’s revealed essentially the same 

results for the importance ratings and are therefore not reported here separately. To 

examine the correspondence between reported engagement and attributed 

importance, Pearson correlations were computed revealing strong overall agreement 

between engagement and importance, with a median correlation of r = .70 (see Table 

2.4, p < .01). However, the correlations found for face-to-face conversation in general, 

in particular face-to-face with small social distance and face-to-face conversation for 

instrumental use, were clearly smaller than the median correlation, with r = .60, r = .55 

and r = .46 respectively (for all p < .01), pointing to less agreement between actual 

practice and personal interest.  

Moreover, and most interesting for the topic of the present article, epistemic use 

of print-based media showed the largest discrepancy between engagement and 

importance with r = .44 (p < .01), suggesting that differences between participants in 

traditional literacy practice were less strongly explainable by personal concerns than 

the other practices of (new) media use. In addition, and equally remarkable, no such 

discrepancy was observed for epistemic use of new media. 

 
Table 2.4 Correlations between engagement and importance 

Medium type and dimension of use r 

Face-to-face conversation .60*** 
 Small social distance .55*** 
 Large social distance .62*** 
 Social-entertainment function .62*** 
 Instrumental function .46*** 
 Epistemic function .56*** 
Print-based media .71*** 
 Small social distance .72*** 
 Large social distance .70*** 
 Social-entertainment function .82*** 
 Instrumental function .67*** 
 Epistemic function .44*** 
Synchronous new media .75*** 
 Small social distance .78*** 
 Large social distance .80*** 
 Social-entertainment function .74*** 
 Instrumental function .73*** 

 Epistemic function .77*** 
Asynchronous new media .68*** 
 Small social distance .74*** 
 Large social distance .72*** 
 Social-entertainment function .67*** 
 Instrumental function .59*** 
 Epistemic function .80*** 

*** p < .001 
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Summary 

Across social distance and function, engagement in traditional print-based media was 

reported to be much lower and rated as less personally important by the participants 

than the other medium types, especially the new media. Within this general pattern, 

traditional print-based media were used relatively more often for epistemic functions 

and less often for instrumental and social-entertainment goals. New media, especially 

when used synchronously, showed patterns of use that were rather similar to the 

patterns of use of unmediated face-to-face conversations. With respect to social 

distance and function, engagement in both synchronous new media and face-to-face 

conversations was highest in arrangements with small social distance (that is, in 

informal or intimate social contexts) and when used for social-entertainment 

purposes. Furthermore, although sharing asynchronicity, engagement with 

asynchronous new media was still quite different from engagement with printed text, 

as use of asynchronous new media was characterized by small social distance and 

predominantly social-entertainment purposes. Finally, we found considerable overall 

agreement of participants’ engagement and importance ratings, with a few notable 

exceptions. One exception concerned the use of print-based media for epistemic 

purposes, which is case in point in the current debate on the discontinuity between in- 

and out-of-school literacy practices. 

 

Discussion and Conclusion 

In this study we proposed a method for studying literacy engagement as a broad and 

multidimensional phenomenon, including uses of old and new media. The aim was to 

investigate engagement patterns of youth at the lower educational level with 

traditional print-based and new media and to assess whether the functions typically 

associated with print-based media were taken up through the use of new media. We 

looked for patterns in their out-of-school literacy engagement by focusing on contrasts 

between face-to-face conversation, print-based media, synchronous and asynchronous 

new media, and we examined within each medium type the effects of social distance 

and function of use.  

 

Medium Type 

Our findings suggest that medium type, defined in terms of modality and space-time 

(a)synchrony, is a decisive factor in youth engagement in literacy in the broad sense 

adopted in this article. The participants reported to engage in traditional print-based 

media much less often and rated these media as personally less important than the 

new media. Thus, the effect of medium type, favoring (synchronous) new media over 

traditional print-based media, probably reflects to a large extent technological 

properties inherent to the new media, especially multimodality and the possibility of 
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on-line interaction, which strengthen the competition position of new media 

considerably. These findings underscore that traditional print literacy is rather 

marginal in the broad spectrum of the literacy practices youth engage in during their 

leisure time and may indeed be quite vulnerable in competition with new media 

literacy, as other studies have suggested (Huysmans et al., 2004; NEA, 2007), in 

particular for youth at the lower educational level (Van Rooij & Van den Eijnden, 2007).  

 

Social Arrangements and Functions 

Furthermore, our findings suggest that particular functions are strongly associated 

with particular media. The new media, especially when used synchronously, showed 

patterns of use that were highly similar to the patterns of use of unmediated face-to-

face conversations regarding social distance and function, as both were mostly used in 

settings with small social distance while mainly serving social and entertainment 

purposes. This is in line with other studies that have found similar patterns of 

engagement in new media for all youth (Boase et al., 2006; Boneva et al., 2006; Ito et 

al., 2008), but for youth at the lower educational level even more so (Bonfadelli, 2002; 

Peter & Valkenburg, 2006). To the extent traditional print-based media were used, 

they were more often used for epistemic, education-related functions with a large 

social distance, and less often for instrumental and social or entertainment goals with 

a small social distance. This is consistent with the idea that epistemic literacy is rather 

well, although not exclusively, served by the traditional print-based media (Olson, 

1991; Ravid & Tolchinsky, 2001; Wells, 1987). In accordance with previous research we 

found little experience among the youth under investigation with using new media for 

epistemic reasons (Bonfadelli, 2002; Ito et al., 2008; Peter & Valkenburg, 2006).  

Our findings mostly confirm results obtained in previous studies regarding the 

functions of old and new media, but add a fundamentally new perspective because an 

approach was adopted in which a broad range of media were incorporated to which 

similar functions and social contexts were systematically related. Thus, they add to 

existing research the deeper insight that media and the uses to which they are put are 

strongly related. Our findings show that epistemic literacy is associated with print-

based media but not with new media. They furthermore suggest that traditional media 

face strong competition from new media. Together, this might be a problem, because 

epistemic literacy activities, by transcending the here and now, support the 

socialization of a critical, distanced attitude and independent judgment. Especially 

youth in the lower educational tracks could benefit from literacy practices that support 

them in education and enable them to participate in broader social networks and 

explore worlds beyond their own. 
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Implications for Educational Policy  

Our findings point to at least two kinds of challenges for schools and policy makers in 

the face of the rise of the new media. Youth, especially youth at the lower educational 

level, may need more external guidance to find proper pathways through the new 

media in order to be able to use them optimally for epistemic functions as well, also 

given that new media constitute considerably different learning environments when 

compared to classrooms. If schools continue to focus on promotion of traditional 

reading and writing practices exclusively, they deny the importance of new media 

activities in students’ out-of-school context and undervalue the technological advances 

of new media over traditional print-based media. 

The second challenge may be even more important. We believe that especially 

students in the lower tracks of secondary education need strong external motivation 

to overcome the barriers to engage in literacy activities that are less familiar and more 

demanding to them. Although our study was not designed to address this issue as 

such, our results do point in this direction. We found that students’ engagement in 

print-based media for epistemic purposes diverged considerably from the personal 

importance they attached to that literacy practice. In comparison, the other media 

uses showed a much stronger correspondence between engagement and perceived 

importance. This might indicate that external motivations were important to get the 

youth under investigation involved in epistemic literacy exchanges. If further research 

can support this idea, then there is an especially important role for teachers who can 

build upon the literacy practices youth are familiar with to encourage deeper uses that 

are more relevant to the goals of schooling. Identification with the societal goals of 

education is essential from such a perspective, as it is associated with enhanced 

performance (Deci & Ryan, 2000). In sum, if schools are ready to invest in bridging the 

world of youth with that of the school, based on the results of our study we believe 

their most important task is to exploit and teach students the epistemic potential of 

new media and the personal relevance of appropriating this potential. 

 

Limitations 

All studies into literacy, especially those that are empirically grounded, face the 

problem of how to deal with such a heterogeneous and wide ranging concept. This 

study suffers from a number of limitations as well. While adopting the FT methodology 

we were forced to make distinctions that were not always clear-cut, as some activities 

suited particular (combinations of) facets better than others. In addition, it is possible 

that we excluded some activities others would consider literate. A line has to be drawn 

somewhere and this is always in principle an arbitrary one. However, the design of the 

study does justice to the complex, multifaceted nature of literacy in the out-of-school 



Chapter 2 

40 

 

context and provides insight into a domain of literacy engagement rarely explored, 

namely patterns of engagement throughout old and new media.  

Furthermore, we should be aware of the fact that our study is grounded in self-

reported data, which always run the risk of over or under representing certain 

activities. For this reason triangulation of the questionnaire data with results obtained 

from diaries, in-depth interviews and, if possible, observations of literacy activities is 

recommended in future research.  

Finally, the study involved a group of students in the prevocational tracks of 

Dutch secondary education, which is a highly relevant sample in face of growing 

concerns about the impact of new media on literacy skills. Moreover, the sample was 

representative of a rather large sub population in society, as about one-third of the 

Dutch school-going youth attend the lower tracks (Rijks, 2008). Nonetheless, the focus 

on a particular group limits the possibilities to generalize the findings to other 

populations, so we also recommend that in future research more inclusive samples are 

used.



 

 
 

 

3 YOUTH MEDIA LIFESTYLES 
 

In this paper the concept of ‘media lifestyles’ is adopted in order to develop a 

comprehensive approach towards youth engagement in communication 

media. We explore how 503 Dutch eighth grade students with full access to 

new technology combine a broad range of media by focusing on their 

engagement with media while taking various contexts of use into account. 

Four different media lifestyles of media omnivores, networkers, gamers and 

low-frequency users are described. Furthermore, we show how the 

methodology we used is able to provide more insight into how the 

distinguished media lifestyles were co-determined by particular media, 

functions and social contexts. Finally, the implications for the Uses & 

Gratifications theory are discussed while pointing especially to the potential 

of the methodology used in this study to contribute to the goals of this 

approach. 

 

C. van Kruistum, P.P.M. Leseman, M. de Haan 
Manuscript submitted for publication
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Waals, J. & Van Schaijk, M. (Eds.) Het vmbo dichterbij. Bewegen tussen theorie en praktijk. 
Amsterdam: Uitgeverij SWP.   
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Introduction 

Young people are often claimed to be different from those born before the advent of 

the Internet in their familiarity with and use of technologies, and thus referred to with 

terms as ‘the Net Generation’ or ‘Digital Natives’. However, to view new media 

engagement as something that defines a generation runs the risk of oversimplification 

and obscures the differences that exist among youth in the ways they use and combine 

different communication media, old and new. This study adopts the concept of ‘media 

lifestyles’ from Livingstone & Bovill (1999) who have argued that youth differ in the 

ways they structure their leisure time, balance options and put together meaningful 

combinations of activities to suit specific interests. A media lifestyle arises from the 

interplay between possibilities afforded by the medium, access to media, the social 

context, existing leisure practices and personal preferences. Each young person 

weaves together a huge diversity of activities in a unique way. While some choices may 

be more deliberate than others, every choice is meaningful by virtue of its relationship 

to each of the aspects mentioned above.  

The purpose of the present study is to describe the diversity of media lifestyles 

adopted by youth who have full access to new media while old options remain 

available to them. We use a more comprehensive and complex methodology than 

former studies in order to study young people’s engagement in a very broad range of 

media while taking the contexts of use into account. Thus, our study contributes to 

existing research in three distinct ways. First, we adopt a broad perspective on 

engagement with media that is underrepresented in current research, as it includes 

traditional print-based media as well as new media, typically associated with digital 

media such as computers and mobile phones. Our study also incorporates face-to-face 

interaction, which we consider a medium of communication, albeit not a technological 

medium. Second, our study was conducted in The Netherlands, where virtually all 

youth have home Internet access and own a mobile phone (Duimel & De Haan, 2007), 

in contrast to countries such as the US where the spread of new media appears to 

proceed at a slower rate (Rideout, Foehr & Roberts, 2010). This allows us to explore 

the question which media lifestyles youth adopt when availability of mobile phones 

and computers with Internet access is not at issue. Third, particularly unique to our 

study is the design that was drawn upon to systematically relate media engagement to 

various contexts of use. This approach is relevant to get more insight into how media 

lifestyles come into existence, namely whether the use of one medium might be 

related to another, what the role of the underlying technology is, and to what extent 

media choices follow from personal preferences. 
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Perspectives on the Relationship between User and Technology 

The issue of how media lifestyles come into existence is rooted in a more fundamental 

debate regarding the relationship between a technology and its user. Katz (1959) 

proposed that there are two ways of viewing this relationship, namely to ask oneself 

what media do to people (a techno-centred perspective) or to question what people do 

with media (a functional perspective). He and many with him have advocated the 

latter position, suggesting that people’s values, interests, associations and social roles 

are pre-potent; people selectively fashion what they see and hear to their interests (cf. 

Heath, 1980; Herring, 2008; Hine, 2005). This belief is at the heart of the Uses and 

Gratifications (U&G) approach, which holds that media use is goal-directed, purposive 

and motivated (Rubin, 1994). In addition, this perspective shifts the focus from the 

effects of particular media to the connections people make among dispersed media 

content, since people seek out functional alternatives in the larger media landscape. 

As Jenkins (2006: 2) puts it, audiences “will go almost anywhere in search of the kinds 

of entertainment experiences they want” . 

Several objections have been offered against the assumptions underlying the 

U&G approach as well as against how these have worked out in actual research. First, 

to emphasize the malleability of technology is to understate the importance of 

opportunities that are created as well as the limits that are set by inherent properties 

of particular technologies. For instance, Buckingham (2008) argues that technology is 

not simply a matter of what people choose to make of it; technologies have inherent 

affordances which make it easier to use them for some purposes rather than others. 

He, as others before him have (e.g., Williams, 1974), therefore unifies a techno-

centred perspective with a functional standpoint, recognizing that technology is both 

socially shaped and socially shaping.  

Second, within U&G a large emphasis is placed on needs, motives and 

gratifications rather than on the actual use of technologies. Moreover, the 

underemphasized ‘use’ component is commonly treated as ‘media exposure’, which is 

a very important difference carrying theoretical and methodological consequences, as 

Petrič, Petrovčič and Vehovar (2011) show. While it may make sense to speak of 

exposure when dealing with mass media, a different perspective is required for 

interpersonal communication media, which essentially involve social interaction 

between interlocutors. This is a major point considering the rise of social media, which 

have come to coexist with and transform mass media uses and have much in common 

with face-to-face interaction. 

Third, while it is in theory recognized by those adopting a functional point of view 

that media compete with each other and that people make connections across media 

that are somehow relevant to them, actual research mostly focuses on a very 

restricted range of media. For example, Petrič et al. (2011) claim that very little U&G 

research has addressed the issue of choosing new communication technologies in 
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conjunction with old ones. Others have shown before that, thus, fundamental 

continuities and interdependencies between newer and older media are neglected (cf. 

Bolter & Grusin, 1999; Buckingham, 2008; Lister et al., 2003).  

To summarize, researchers have long established that technologies, their 

functions and the social relations involved are intertwined. However, there is a lack of 

empirical studies showing how people make meaningful combinations of old and new 

media. We use the previously mentioned concept of ‘media lifestyles’ from Livingstone 

& Bovill (1999) to shift the focus from media uses to media users. While this is much in 

line with the functional perspective, it deals with the critiques discussed previously. 

Most importantly, it allows us to recognize that technology may have a shaping 

influence on a person’s engagement with media along with other factors such as the 

functions and the social relations involved. In order to implement the conceptual shift 

from uses to users in research, we  adopt a person-centred quantitative approach that 

classifies individuals rather than variables. Results from studies adopting this method 

are discussed in the next paragraph. 

 

Media Lifestyles and their Origins: Insights from Research 

A method regularly adopted to investigate how youth combine media, thus revealing 

different media-use styles, is cluster analysis. This is a technique that groups cases that 

are more ‘similar’ to each other than they are to cases in other clusters, meaning that 

subjects with similar responses across variables are grouped together (Fielding, 2007). 

Results from studies drawing upon cluster analysis to study youth media uses have 

indicated that there are roughly those who use media infrequently (low-frequency 

users), those who regularly use a broad range of media applications (omnivores), and 

those who are more focused on, often even specialized and intensely committed to, 

one particular media use (specialist users). Specialist users spend large amounts of 

time on either books, magazines, computer games or social media (Brozo, Shiel & 

Topping, 2009; Livingstone & Bovill, 1999; Van den Beemt, 2010). Media omnivores 

combine a range of new media applications (Van den Beemt, 2010), read several types 

of print-based media (Brozo et al., 2009), or compose a mix of print and screen media 

(Leino, Linnakylä & Malin, 2004; Livingstone & Bovill, 1999). Low users are youth who 

are not major users of any one medium (Livingstone & Bovill, 1999). These cluster-

analytic studies have in common that their focus is primarily on the technology as the 

explanatory factor, in most cases on either new technology or print-based media. 

Moreover, they leave untouched the issues why youth do or do not combine certain 

media and in which contexts such connections arise. Consequently, the question 

remains how media lifestyles come into existence, whether the use of one medium 

might be related to another and what the role of (access to) the technology is. 

Taking these issues into account is even more important given that there are 

indications that an intricate relationship exists between media lifestyles and offline 
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behaviour and preferences. Following-up on their cluster-analytic study, Livingstone & 

Bovill (1999) found that youth made combinations – of different types of media as well 

as between media and unmediated actions – which were prompted by a certain 

interest. For instance, they observed that sports and music featured in a range of 

media and also stimulated outside events such as football matches and discos. In a 

more recent study Ito, Horst, Brittanti et al. (2008) showed how youth brought their 

offline interests and social contacts to their online media activity. Results from this 

study suggested that the majority of youth used new media to sustain existing 

relationships, which corroborates previous research findings (also see Boase, Horrigan, 

Wellman & Rainie, 2006; Boneva, Quinn, Kraut, Kiesler & Shklovski, 2006). In this type 

of engagement existing offline practices of hanging out with friends were largely 

replicated through new media. Ito et al. (2008) also observed that there was a minority 

of ‘geeks’ who were intensely committed to new media and were focused on gaining 

deep knowledge and expertise in specific areas of interest. These youth were involved 

in complex forms of gaming, movie making or writing fan fiction, to name some 

examples. Their particular interest was often sparked offline and then further pursued 

online on their own initiative. However, not under all circumstances were youth able 

to bring offline interests to online media activity. Especially intense forms like ‘geeking 

out’ required (ongoing) access to media, the time and freedom to explore and 

experiment, as well as a social network that supported interests and facilitated 

required skills and knowledge. In other studies access to media and a supportive social 

environment have been found to be enabling factors as well (Eastin, Greenberg & 

Hofschire, 2006; Livingstone & Bovill, 1999; Roberts & Foehr, 2008).   

In sum, research findings show that it is meaningful to adopt a perspective on 

media engagement that includes offline contexts. Given the right conditions, youth are 

likely to bring their offline behaviour, interests and relationships to their media 

activity. However, it is not exactly clear to what extent youth do so. Do they involve a 

broad range of media or only particular kinds? Is their media mix directed towards a 

particular use or are youth more broadly oriented? And how does this differ for 

particular groups of youth?  

 

The Present Study 

In the present study we set out to describe the media lifestyles of youth with full 

access to new technology. Moving beyond the restricted range of media usually 

incorporated in empirical studies, our study included new media, traditional print-

based media and also face-to-face (offline) interaction. In order to gain more insight 

into how these media were used and combined by youth, we designed our study such 

that we could relate each medium to different contexts of use. This way we 

methodically explored both the more interest-driven aspects of media engagement 

(e.g., for entertainment or to gain knowledge) as well as those that were primarily 
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friendship-driven (i.e., involving people known intimately). In order to identify media 

lifestyles, youth using similar media within similar contexts were grouped. This 

procedure allowed us to distinguish, for instance, a media lifestyle characterized by 

high involvement in one medium or several media for social reasons (function) with 

people known intimately (social distance), from a media lifestyle driven by a particular 

interest (function) involving distanced others (social distance). 

The setup of our study enabled us to address not only the role of the technology, 

but also how a particular function or social distance or a combination between these 

was represented throughout the broad media spectrum. Compared to the cluster-

analytic studies reported upon in the previous paragraph, we expected to obtain more 

insight into the combinations youth made (or did not make) of a broad range of media 

while taking various contexts of use into account. As gender is known to strongly 

influence media preferences (see, for instance, Ünlüsoy, De Haan, Leseman & Van 

Kruistum, 2010), we checked whether differences existed between boys and girls with 

regard to their media lifestyles. Because the present study was performed in The 

Netherlands, which has a tracked educational system, we also compared the media 

lifestyles of youth from lower tracks to those from higher tracks. Finally, as we noted 

earlier, the youth under investigation in this study had ready access to new media. This 

allowed us to assess whether equal opportunities resulted in equal media uses by boys 

and girls and youth from lower and higher tracks respectively.  

 

Method 

Sample 

The sample consisted of 503 Dutch students in their second year of secondary 

education (grade 8) with a mean age of 13.7 years. Of these students, 267 (53.1%) 

attended the lower tracks of secondary education (prevocational secondary education, 

i.e., the Dutch vmbo) and 236 (46.9%) the higher tracks (senior general secondary 

education and pre-university education, i.e, havo and vwo). There was a discrepancy 

between the number of boys and girls in both tracks. In the lower educational tracks 

there were more boys (55.8%), whereas in the higher tracks there were more girls 

(53.0%). The sample was representative for schools in urban regions of The 

Netherlands, including the uneven gender distribution (Centraal Bureau voor de 

Statistiek [CBS], 2009). At the time the research was conducted virtually all students 

had access to the new media under investigation, as 490 students (97.4%) indicated to 

own their own mobile phone and 498 students (99.0%) to have home Internet access.  

 

Procedure 

Data collection took place in the spring of 2009. Students filled out a media activities 

questionnaire individually via the study’s website. The questionnaire was administered 



Youth media lifestyles 

47 

 

in a school classroom with a researcher or assistant and a teacher present on-site. 

Username and password were provided by the researcher. Before starting, the 

researcher gave instructions and monitored whether students were able to log in. On 

average it took subjects 29 minutes to fill out the questionnaire.  

 

Design of the Questionnaire  

The media activities questionnaire was designed in accordance with Guttmann’s Facet 

Theory, which offers a systematic approach to the measurement of a complex 

phenomenon like media engagement (Guttman & Greenbaum, 1998). First, multiple 

dimensions, or facets, of that phenomenon are defined and then combinations of the 

facets are used to guide the construction of the measurement instrument such that 

each facet combination is represented by at least one questionnaire item. We focused 

on three facets of media engagement, as mentioned in the introduction. As such, the 

facets represent rather abstract properties of the broad media engagement concept, 

but once combined they enable a more fine-grained description of several types of 

media activities. Here we give a brief description of the facets. For a more thorough 

discussion as well as more detailed information regarding the procedure we followed, 

we refer the reader to Chapters 1 and 2.   

The first facet, medium, was divided into four categories: (1a) face-to-face 

contact, (1b) print-based media, (1c) asynchronous new media, and (1d) synchronous 

new media. These distinctions roughly follow the historical development of media and 

communications, moving from oral to printed communication and, more recently, 

from electronic to digital media (see Rantanen (2005) for an in-depth argumentation). 

Examples of media incorporated in the questionnaire were real-life conversation (face-

to-face), magazines, books, newspapers, notes, letters, postcards (generally print-

based, but also including hand-written materials), e-mail, social network sites, photo-

editing software, YouTube clips, television (asynchronous new media), Instant-

Messenger, webcams and multiplayer online games (synchronous new media).  

As we explained previously, these categories are heterogeneous when considered 

in isolation. However, each of them was systematically combined with subcategories of 

other facets, thus providing a very nuanced description of media engagement along 

multiple dimensions. For example, television and social network sites were both 

categorized as asynchronous new media, but they were distinguished from each other 

through the second facet.  

By means of the second facet, social distance, we roughly distinguished (2a) a 

small social distance, as between friends or close relatives, from (2b) a large social 

distance, as between a teacher and a student or an author and his audience. Finally, in 

case of the third facet we contrasted two main function types, namely (3a) an 

epistemic function, and (3b) a social-entertainment function. Media engagement could 

occur to keep in touch with friends (social), to relax (entertaining) and to gain 
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knowledge or creatively express oneself (epistemic). The functions social and 

entertainment were combined in order to contrast them with the epistemic functions 

that are usually highlighted in school-oriented discussions of media uses (see Heath, 

1980).   

Systematically combining all facet categories yielded 16 possible combinations 

(4×2×2), henceforth labelled ‘media practices’. In total 33 items were constructed. 

Typical questionnaire items were ‘Do you talk to friends or family members about 

global issues, such as politics or the environment?’, ‘Do you read magazines for 

enjoyment, for example about fashion or computer games?’, ‘Do you instant-message 

with friends or family members to keep in touch?’ and ‘Do you browse the web to be 

informed about current events?’. The complete list of items is included in the 

appendix. For each questionnaire item respondents were asked to estimate the 

frequency and/or duration of engagement, which was measured on a seven-point 

scale with (1) representing never, (2) less than once a month, (3) at least once a month, 

(4) at least once a week, (5) (almost) every day, (6) 1-2 hours a day, (7) more than two 

hours a day. 
 

Analysis Strategy  

The main goal of the present study was to give a description of youth media lifestyles 

including contexts of use. We defined a media lifestyle as a group of youth with similar 

combinations of media practices. In the results section, we will first provide scores 

indicating frequency/duration of engagement in the media practices and differences 

therein between boys and girls and youth from lower and higher educational tracks. 

Next, we will discuss the results of the cluster analysis that was performed to identify 

media lifestyles. We adopted a procedure outlined in Fielding (2007) in which the 

commonly used k-means algorithm is combined with a hierarchical clustering method 

to find the best partitioning, in our case a four-cluster solution. Additional tests were 

performed to further explore the characteristics of each media lifestyle and to provide 

descriptions and interpretations accordingly. 

 

Results 

Descriptive statistics of the media practices are presented in Table 3.1 for the entire 

group and the lower and higher educational tracks and boys and girls separately. These 

descriptive statistics show the means and the standard deviations of young people’s 

engagement with a particular medium for a particular function involving a particular 

social distance, denoted as a ‘media practice’. The scale that was used ranged from a 

minimum of (1) never to a maximum of (7) more than two hours a day. Also included in 

Table 3.1 are F-values for the MANOVA performed to compare the tracks and genders, 

thus showing whether significant differences existed between boys and girls and youth 
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from lower and higher tracks with respect to their engagement in a particular media 

practice. 

A cluster analysis was performed to group youth with similar responses across 

media practices. Four clusters or lifestyles emerged from the analysis, each of which 

will be characterized in the following subparagraphs. Mean engagement in the media 

practices and the standard deviations are once again provided, this time for each of 

the four clusters (see Table 3.2). Comparisons between clusters are also shown, 

indicating whether significant differences existed between the clusters with respect to 

their reported engagement in a particular media practice. The means from Table 3.2 

are graphically depicted in Figure 3.1.  

In Table 3.3 an overview is presented of the number of youth from lower and 

higher tracks and boys and girls within each cluster, including results from the chi-

square test that show whether significant differences existed between expected and 

observed numbers. Finally, in order to provide more detailed descriptions of the 

clusters in the following subparagraphs, we have included a characterization of the 

media engagement prototypical of a young person within a certain cluster. We used a 

score obtained from the cluster analysis indicating distance of a case from its 

classification cluster centre to assess which subjects were most prototypical of each 

cluster. The mean scores of prototypical cluster members on each media practice are 

also graphically presented in Figure 3.1. The names used are fictitious. 

We found significant differences between the four clusters for their reported 

engagement in the media practices (Wilk’s Lambda = .06; F (39, 1442.86) = 57.58; p < 

.001). Looking at the F-values, Table 3.2 shows that the differences between clusters 

were largest for synchronous new media with distant others for social-entertainment 

purposes (practice J, i.e., multiplayer online gaming), followed by face-to-face contact 

with known others for epistemic purposes (practice B, e.g., visiting the theatre) and 

synchronous new media with known others for social-entertainment purposes 

(practice H, e.g., instant-messaging). As can be seen from Table 3.3, expected and 

observed population numbers differed statistically significantly for gender and 

educational track, but the effect was stronger for gender. It was also investigated 

whether the number of youth from lower and higher tracks and boys and girls 

observed within each cluster deviated significantly from the number expected based 

on the proportion of youth from lower/higher tracks, and boys/girls in the entire 

sample. These outcomes will be discussed for each cluster separately. 



 

 
 

Table 3.1 Frequency/duration of engagement in media practices with comparisons between lower–higher tracks and boys–girls 

Engagement 

 Total  Lower  Higher   Boys  Girls  

Media practices M SD  M SD  M SD F (1, 501)  M SD  M SD F (1, 501) 

A. F, small, SE 4.56 (1.22)  4.41 (1.32)  4.74 (1.07) 9.07**  4.28 (1.27)  4.86 (1.08) 30.07*** 
B. F, small, EP 2.63 (1.38)  2.36 (1.33)  2.93 (1.38) 21.86***  2.57 (1.41)  2.69 (1.36)  .88 
C. F, large, SE 2.21 (.77)  2.20 (.80)  2.23 (.73) .25  2.16 (.81)  2.28 (.72) 3.18 
D. F, large, EP 1.37 (.69)  1.25 (.62)  1.50 (.75) 15.61***  1.27 (.64)  1.47 (.73) 10.24** 
E. P, small, SE 1.72 (.73)  1.69 (.80)  1.75 (.64) .96*  1.54 (.66)  1.90 (.75) 32.92*** 
F. P, large SE 2.95 (1.11)  2.70 (1.15)  3.25 (.99) 32.60***  2.72 (1.16)  3.20 (1.00) 24.44*** 
G. P, large, EP 2.57 (.99)  2.52 (1.03)  2.63 (.94) 1.62  2.47 (1.05)  2.68 (.91) 5.59* 
H. SNM, small, SE 3.48 (1.33)  3.69 (1.26)  3.24 (1.37) 15.11***  3.25 (1.28)  3.73 (1.34) 17.36*** 
I. SNM, small, EP 2.10 (1.02)  2.17 (1.07)  2.02 (.95) 2.70  1.98 (1.06)  2.23 (.96) 8.05** 
J. SNM, large, SE 2.72 (2.04)  2.99 (2.09)  2.42 (1.93) 10.27**  3.46 (2.21)  1.93 (1.47) 82.72*** 
K. ANM, small, SE 3.67 (1.25)  3.64 (1.27)  3.71 (1.23) .36  3.33 (1.25)  4.04 (1.14) 42.95*** 
L. ANM, large, SE 3.72 (.94)  3.69 (.98)  3.75 (.89) .49  3.89 (1.01)  3.53 (.83) 18.35*** 
M. ANM, large, EP 2.67 (.85)  2.70 .96)  2.63 (.70) 1.07  2.54 (.89)  2.80 (.78) 11.65** 

Note. F = face-to-face; P = print; SNM = synchronous new media; ANM = asynchronous new media; small = small social distance; large = large social distance;  

SE = social-entertainment function; EP = epistemic function.  * p < .05. ** p < .01. *** p < .001. 

 

 
 

 

 

 

 

 



 

 
 

Table 3.2 Frequency/duration of engagement in media practices and standard deviations for each cluster 

Media practices 
 Cluster 1 

(n = 165) 
 Cluster 2 

(n = 87) 
 Cluster 3 

(n = 146) 
 Cluster 4 

(n = 105) F (3,499) Tukey 

A. F, small, SE  5.10 (.94)  4.91  (.98)  4.43 (1.27)  3.60 (1.11) 44.46*** 1,2 > 3 > 4 
B. F, small, EP  3.83 (1.06)  1.75 (.82)  2.45 (1.35)  1.71 (.75) 116.92*** 1 > 3 > 2,4 
C. F, large, SE  2.55 (.73)  2.22 (.66)  2.15 (.82)  1.78 (.58) 25.29*** 1 > 2,3 > 4 
D. F, large, EP  1.61 (.79)  1.32 (.62)  1.29 (.73)  1.13 (.69) 11.92*** 1 > 2,3,4 
E. P, small, SE  1.98 (.77)  1.69 (.66)  1.65 (.76)  1.41 (.48) 15.24*** 1 > 2,3 > 4 
F. P, large, SE  3.57 (.89)  2.82 (1.01)  2.96 (1.10)  2.08 (.89) 50.80*** 1 > 2,3 > 4 
G. P, large, EP  3.16 (.87)  2.24 (.76)  2.51 (.99)  2.00 (.83) 43.32*** 1 > 3 > 4, 1 > 2 
H. SNM, small, SE  3.09 (1.09)  4.91 (.95)  3.47 (1.38)  2.92 (1.00) 60.60*** 2 > 3 > 1,4 
I. SNM, small, EP  2.23 (1.01)  2.32 (.87)  2.08 (1.09)  1.76 (.96) 6.41*** 1,2 > 4 
J. SNM, large, SE  1.53 (.83)  1.48 (.76)  5.51 (1.09)  1.73 (1.15) 566.64*** 3 > 1,2,4 
K. ANM, small, SE  3.84 (1.12)  4.66 (.83)  3.47 (1.27)  2.86 (1.07) 44.33*** 2 > 1 > 3 > 4 
L. ANM, large, SE  3.78 (.87)  3.45 (.78)  4.23 (.86)  3.13 (.86) 37.86*** 3 > 1 > 2 > 4 
M. ANM, large, EP  2.89 (.72)  2.78 (.84)  2.73 (.98)  2.14 (.60) 20.46*** 1, 2,3 > 4 

Note. F = face-to-face; P = print; SNM = synchronous new media; ANM = asynchronous new media; small = small social distance; large = large social distance;  

SE = social-entertainment function; EP = epistemic function. *** p < .001.  
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A: face-to-face + small SD + social-entertainment 

B: face-to-face + small SD + epistemic 

C: face-to-face + large SD + social-entertainment 

D: face-to-face + large SD + epistemic 

E: print + small SD + social-entertainment 

F: print + large SD + social-entertainment 

G: print + large SD + epistemic 

H: sync NM + small SD + social-entertainment 

I: sync NM + small SD + epistemic 

J: sync NM + large SD + social-entertainment 

K: async NM + small SD + social-entertainment 

L: async NM + large SD + social-entertainment 

M: async NM + large SD + epistemic 

 
Figure 3.1 Mean engagement for each cluster (above) and prototypical members (below)  
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Table 3.3 Number of youth present in each cluster 

 Cluster 1 
Omnivores 

 Cluster 2 
Networkers 

 Cluster 3 
Gamers 

 Cluster 4 
Low users 

 

 n %  n %  n %  n % χ2 (3) 

Track             
 Lower 63 38.8**  49 56.3  92 63.0  63 60.0 

22.88*** 
 Higher 102 61.8**  38 43.7  54 37.0  42 40.0 
Gender             
 Boy 60 36.4**  18 20.7***  112 76.7***  70 66.7* 

95.04*** 
 Girl 105 63.6**  69 79.3***  34 23.3***  35 33.3* 
Total 165   87   146   105   

*p < .05. **p < .01. ***p < .001. 

 

Cluster 1 – Omnivores: Appropriating All Media for Multiple Functions in Diverse 

Social Contexts  

A girl named Anna was a prototypical member of the first cluster. She indicated that 

she frequently engaged in oral conversations with friends, not only to talk about 

events related to daily life (A) but also to discuss global issues (B), for instance about 

politics or the environment. She read print media such as books, newspapers and 

magazines on a regular basis and did so mostly for enjoyment (F) but also to learn 

something or to be informed about current events (G). Her engagement in these print-

based media did not preclude engagement in new media. She used synchronous new 

media like instant-messaging to keep in touch with friends (H), but not as much as her 

peers. Furthermore, she used asynchronous new media (K-M) frequently, for example 

to browse the web for educational information, watch YouTube clips for enjoyment 

and keep in touch with friends by means of her online profile and text-messaging. 

However, she was not at all involved in multiplayer online gaming (J).  

Anna and others in the first cluster were versatile, all-round media users, 

meaning that they used a broad range of media for different functions in diverse social 

contexts. We therefore labelled them omnivores. There were more girls and youth 

from higher tracks in this cluster than expected based on their count in the entire 

sample, and fewer boys and youth from lower tracks. Omnivores appeared to be 

especially adept at appropriating possibilities offered by new technology, but without 

disconnecting from face-to-face interactions or print-based media and without 

specializing in a particular media use. A striking exception to this pattern was their 

disengagement from multiplayer online gaming, which indicates that this media 

practice did not combine easily with their all-round media lifestyle. 

 
 

 



Chapter 3 

54 

 

Cluster 2 – Networkers: Staying Connected with Known Others across Offline and 

Online  

A prototypical member of the first cluster, Michelle, often had oral conversations with 

people she knew well to talk about events of everyday life (A). She reported to use 

synchronous new media in this particular context (H) almost as much, for instance by 

instant-messaging or using a webcam. Furthermore, she often drew upon 

asynchronous new media to keep in touch with friends and relatives (K), for example 

her online profile and her mobile phone for text-messaging. However, the differences 

between her and youth from other clusters were smaller for the asynchronous than 

the synchronous new media. Overall, Michelle’s media engagement was hardly 

motivated by epistemic goals. For instance, although she frequently engaged in oral 

conversation, especially with friends and relatives, this conversation typically did not 

concern global issues (B).  

Michelle had a strong preference for one particular media use, namely to keep in 

touch (social-entertainment function) with friends and relatives (small social distance). 

We therefore labelled her and others in her cluster networkers. There were more girls 

and fewer boys than expected in this cluster given their count in the larger sample. 

Based on expected frequencies, no significant differences were found between the 

number of youth from lower and higher tracks. Interestingly, networkers stayed 

connected with known others through face-to-face interaction and new media, but 

without including print-based media like letters, notes and postcards. This suggests 

that besides the functional and social context, the technology was of importance as 

well.  

 

Cluster 3 – Gamers: Specializing in a Medium for Entertainment within a Distant 

Social Context  

Mark, who was representative of the third cluster, reported to spend much of his time 

engaging in synchronous new media with distant others for social-entertainment 

functions (J), namely playing multiplayer online games such as Second Life or World of 

Warcraft. His engagement in online gaming was higher than engagement in any other 

media practice. Furthermore, he indicated to spend a large amount of time on social-

entertainment practices involving unknown others accessed through asynchronous 

new media (L), for instance web based games, YouTube and television. In comparison 

to youth from other clusters, Mark was more often engaged in print-based practices 

that involved social-entertainment purposes and known others (E), examples of which 

were writing and receiving postcards and keeping a journal. However, in this sense he 

formed an exception to the general pattern within his own cluster. More than Michelle 

(a networker), he engaged in oral conversation with friends and relatives about global 

issues (B). And more than Anna (an omnivore) and Peter (to be introduced), he used 
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synchronous new media like instant-messaging to keep in touch with people he knew 

(H). 

Most distinctive for the media lifestyle adopted by Mark and other members of 

the third cluster was their high engagement in multiplayer online gaming, and we 

therefore labelled them gamers. There were more boys and fewer girls in this cluster 

than expected from their count in the entire sample. Based on expected frequencies, 

no significant differences were found between the number of youth from lower and 

higher tracks in this cluster. Gamers’ high engagement in multiplayer online games – 

higher than any other media practice and much higher than youth from all other 

clusters – suggests that this media practice exists on its own right, without having clear 

connections to other media practices. However, as gamers were (somewhat) less 

involved in a similar type of usage through asynchronous new media, this indicates 

that a combination of the medium (new), function (social-entertainment) and social 

arrangement (large social distance) drove their engagement.  

 

Cluster 4 – Low-Frequency Users: Not Bringing Offline Interests and Relationships 

Online  

Being a prototypical member of the fourth cluster, Peter reported low engagement in 

all media practices compared to youth from other clusters. There was one exception to 

this trend, namely multiplayer online gaming practices (J), which he engaged in more 

than Anna (a media omnivore) and Michelle (a networker), but less than Mark (a 

gamer). However, in this regard he formed an exception to the general trend within his 

own cluster. Peter’s low involvement was especially striking for a number of media 

practices. In comparison to other youth, he did not engage in oral conversation often 

with friends and relatives about issues of daily life (A), nor in text-messaging, e-mailing 

or using an online profile to keep in touch (K). But Peter’s engagement in these 

practices, especially face-to-face interaction, was relatively high considering the broad 

spectrum of his media engagement. Furthermore, Peter less often read books, 

newspapers and magazines for pleasure (F) compared to his peers. Finally, he 

indicated to use asynchronous new media less frequently for knowledge gathering or 

creative expression (M). Examples of such practices were reading lyrics and poems 

online, browsing the web to find educational information, and watching television to 

be informed of current events. 

Because of their overall low engagement in media practices, we labelled Peter 

and others in the fourth cluster low-frequency users. There were more boys and fewer 

girls in this cluster than expected based on their count in the larger sample, but no 

significant differences were found between the number of youth from lower and 

higher tracks. Their low involvement in the broad media spectrum indicates that these 

youth did not bring their offline interests and relationships into regular use of any 
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medium, be it print-based or new. Of all media practices, they were mostly oriented 

towards face-to-face interaction with friends and relatives.  

In sum, the present study set out to describe youth media lifestyles including 

contexts of use. We found four clearly different media lifestyles defined in terms of (1) 

the medium through which a particular media activity took place, (2) the social 

distance involved between sender and receiver, and (3) the function of the particular 

activity. We were able to describe the media lifestyles of omnivores, networkers, 

gamers and low users in terms of how they ‘behaved’ across face-to-face activities and 

a wide spectrum of media activities, including traditional and new media.   

 

Discussion and Conclusion 

Full Access, Full Usage? 

In the introduction we argued for the need to explore diversity within the media 

engagement of youth. The results of our study confirm that there are significant 

differences in the ways youth use and combine media – also with regard to the new 

media, despite the fact that the youth under investigation had full access. This raises 

the question how individual media lifestyles come into existence and develop. Clearly, 

access to technology is a necessary but not a sufficient condition for youth to 

incorporate technology in their lifestyles. Because we designed our study such that the 

media practices under investigation entailed different types of technology, different 

functions and different social contexts, we were able to assess how each of these was 

distributed throughout the four distinguished media lifestyles.  

Our findings suggest that particular media lifestyles were co-determined by 

particular social contexts and media functions. While in some cases one application or 

function was dominant, in other cases this was less clear or less pronounced. For 

example, in the media lifestyles of networkers engagement in practices involving social 

contact with friends and relatives was dominant, with the exception of those accessed 

through print-based media. Similarly, gamers’ engagement in new media practices 

involving entertainment functions and unknown others was especially high.  

Furthermore, an especially interesting group is the cluster of low-frequency 

media users we found. As these youth, like others in our study, had full access to the 

media under investigation, their disengagement from the broad range of media 

practices most likely indicates that their interests, and to a somewhat lesser extent 

their social connections, lied elsewhere and were not ‘medialized’, so to speak. From 

other studies we know that there are groups of youth, mostly boys, who are more 

focused on physical activities outdoors (Trainor, Delfabbro, Anderson & Winfedield, 

2010; also see Chapter 5). This seems a plausible explanation for the incidental media 

engagement of the low-frequency media users in our study, who were also mostly 

boys. Adding to this plausibility is the observation that within their larger media 
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lifestyle, engagement in face-to-face interactions with friends and relatives for social-

entertainment purposes was rather high.  

The low media users are furthest from the ideal of a flexible media user attuned 

to varied linguistic circumstances (cf. Ravid & Tolchinsky, 2002), epitomized by the 

cluster of media omnivores found in our study, who were mostly girls and mostly those 

attending higher educational tracks. We found that omnivores were highly engaged in 

a broad range of media for different functions in diverse social contexts. One could say 

that these youth most fully exploited the media options available to them, 

appropriating new technology without disconnecting from face-to-face interactions or 

print-based media, and without specializing in a particular media use.  

 

The Push and Pull of Technology 

We argued above that access to technology grants but does not guarantee 

engagement and that something more is required to drive and sustain a media 

lifestyle. However, as such this claim understates the role of technology, the (new) 

opportunities that are created by it and the attraction it may therefore exert on youth. 

As we mentioned in the introduction, youth make combinations of media according to 

their communicative needs and their conceptions about media (Herring, 2008; Hine, 

2005), but technologies have inherent affordances which make it easier to use them 

for some purposes rather than others (Buckingham, 2008). In a previous study (see 

Chapter 2) we found that particular functions and social contexts were strongly 

associated with particular media. That is, new media were mostly used in settings with 

small social distance while mainly serving social and entertainment purposes while 

print-based media were more often used for epistemic functions in a more formal 

social context. Likewise, the present study suggests that some technology better 

affords a type of usage youth are for whatever reason inclined to seek.  

For instance, we found that networkers were highly engaged in face-to-face 

interaction and new media to keep in touch with known others, but print-based media 

did not fit this pattern. Interestingly, networkers were more engaged in face-to-face 

interaction and synchronous new media to stay connected to friends and relatives 

compared to asynchronous new media. This may indicate that technological properties 

of synchronous new media tap into a basic need they have to engage in real-time 

interaction with significant others – as with face-to-face interaction – and that 

synchronous new media are therefore preferred over asynchronous alternatives. In 

other words, their media lifestyle seems to be shaped by the attraction new media 

have on them in terms of their technological ability to provide a social context similar 

to that of face-to-face interaction. We found further evidence for this in a qualitative 

study we conducted (see Chapter 5) in which youth frequently mentioned 

multimodality and synchronicity as advantages new media had over other options for 

keeping in touch with friends and relatives.  



Chapter 3 

58 

 

Gamers’ media lifestyle may also be seen as an example of engagement that is, in 

part, technology-driven. Our results showed that the preferred media practices of 

gamers involved entertainment functions and unknown others, but this was only so for 

new media. Moreover, within the domain of new media, synchronous new media were 

used much more compared to asynchronous new media for seeking entertainment 

experiences with unknown others. This suggests that for gamers and networkers alike, 

the synchronous nature of the technology made new media especially appealing.  

However, in comparison with networkers the most preferred online media 

practice of gamers appeared to function more like a world in itself. Gamers’ 

engagement in multiplayer online games was the single most engaged in practice we 

found in our study, with an average lying between ‘(almost) every day’ and ‘1-2 hours 

daily’. Furthermore, the differences between clusters were by far largest for 

multiplayer online gaming, as the average of the responses by all other youth lied 

between ‘never’ and ‘less than once a month’. Even for the broadly engaged media 

omnivores, online gaming formed a clear exception to their pattern of media 

engagement. It seems that once initiated, gaming is likely to take on excessive forms 

and thus competes with more balanced media lifestyles. The results of our study 

suggest that this is because of the interplay between the technology used, the function 

that is served by it and the social context involved. Furthermore, others have shown 

that there are enabling factors of intense forms of media engagement, which are 

related to whether there is media in the bedroom, whether media has to be shared 

with siblings, and how parents view media and restrict their children’s media 

engagement, to name some factors (Eastin et al., 2006; Ito et al., 2008; Livingstone & 

Bovill, 1999; Roberts & Foehr, 2008). From this it follows that having virtually unbridled 

access to media may elicit and intensify engagement, which could be a significant 

aspect of excessive gaming. 

  

A New Perspective on Media Engagement 

To conclude, our study shows that full access does not lead to full and equal uses of 

media. In this respect it is interesting to observe how persistent gender differences 

are, as we also observed in a former study (Ünlüsoy et al., 2010). With respect to the 

four media lifestyles we found, our study replicates previous research findings and 

shows how robust particular profiles of media users are. Media omnivores were also 

found in the studies conducted by Leino et al. (2004) and Livingstone and Bovill (1999), 

but did not include computers in the latter case, most likely because the study was 

much older. In the research conducted by Van den Beemt (2010) clusters of 

networkers and gamers were distinguished and the study by Livingstone and Bovill also 

included a profile of low-frequency users.  

However, our study adds to these studies a fundamentally new perspective 

because an approach was adopted that covered a broad range of media, which were 
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systematically related to similar functions and social contexts. The methodical 

exploration of both the interest-driven and friendship-driven aspects of media 

engagement allows us to gain more insight into how each of the four media lifestyles 

might have evolved together with other relevant factors apart from the medium itself. 

We suggest that media lifestyles arise from the interplay between affordances of the 

technology, the functions that are strongly related to it, and the social context that is 

evoked. The study shows that when these factors are taken together, a more complex 

picture of the diversity of media users can be provided. 

The present study demonstrates some ways in which U&G research can be 

improved while staying to true to its roots, namely the idea that media use is goal-

directed, purposive and motivated (Rubin, 1994). First, we moved beyond the 

restricted range of media empirical research mostly focuses on, as we included face-

to-face contact, print-based media, synchronous and asynchronous new media in our 

study. Including face-to-face contact is quite unusual for a media study, but as Ito et al. 

(2008) have shown, it allows researchers to investigate whether youth follow up on 

their offline interests and social relationships through their media use. It is important 

that offline and online are bridged in research because media users do not necessarily 

experience a boundary.  

Second, we combined in a single design the frequency/ duration of media 

engagement, as reported by the youth under investigation, with the purposes served. 

This is also an important issue to address for U&G, as the large emphasis placed on 

needs, motives and gratifications rather than on the actual use of technologies has 

been criticized.  

Finally, objections have been raised against the assumption underlying U&G that 

‘what people do with media’ is more important than ‘what media do to people’. Our 

study shows how the goal-directed nature of media engagement can be examined in 

conjunction with the affordances of technologies that make it easier to use media for 

some purposes rather than others. In sum, we believe that future research into media 

engagement could benefit from the approach adopted in the present study to 

systematically examine how media engagement arises from the interplay between 

possibilities afforded by the medium and the social and functional context involved. 
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4 
YOUNG PEOPLE’’’’’’’’’”’’’S CHANGING 

LITERACY PRACTICES 
EXAMINING SHIFTS ALONGS TECHNOLOGICAL,  

SOCIAL AND FUNCTIONAL DIMENSIONS 

 

The present study examined longitudinally the changing literacy practices of 

71 students enrolled in the lower tracks of Dutch secondary education. In 

grades 7, 8 and 9 students filled out a self-report questionnaire that was 

constructed following the principles of Guttman’s Facet Theory. Thus, literacy 

was studied as a broad and multifaceted phenomenon, including different 

presentation modalities, functions, social contexts and consumptive versus 

productive uses. A multilevel analysis was used in conjunction with facet 

design to investigate associations between changes in engagement and the 

aforementioned literacy facets. The study shows that engagement in new 

literacy practices declined, except when intimate social contexts were 

involved. Furthermore, a decrease was observed in education-related uses of 

new media, in line with a general decline in such uses. Together, our results 

suggest that new media have an attraction as such, but their technological 

benefits do not seem to guarantee sustained engagement over the years. 

 

C. van Kruistum, P.P.M. Leseman, M. de Haan 
Manuscript submitted for publication

5
 

 
5 Part of the first measurement data was published in Ünlüsoy, A., De Haan, M., Leseman, P.P.M, 
& Van Kruistum, C. (2010). Gender differences in adolescents’ out-of-school literacy practices: A 
multifaceted approach. Computers & Education, 55(2), 742-751. doi:10.1016/ 
j.compedu.2010.03.007 
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Introduction 

Digital media provide young people with new possibilities for communicating and 

interacting with others, exploring their interests and gaining learning experiences. Yet 

research shows that most youth do not fully exploit this potential (Ito, Horst, Bittanti et 

al., 2008; Livingstone & Bober, 2005). Even in situations with nearly full access to new 

technology, significant differences between youth continue to exist in the ways they 

use and combine old and new media (see Chapter 3). This suggests that individuals 

have different communicative needs and seek out the literacy practices that fulfil these 

needs (Herring, 2008; Jenkins, 2006). It is possible that such preferences are not stable. 

As youth become older their needs change and their literacy choices may evolve as a 

reflection of their changing interests and concerns. However, up to today we know 

little about changes in literacy engagement, to what extent they occur and if they are 

related to particular media or rather the types of uses they afford. Such shifts are 

notoriously difficult to track, as new technologies still develop rapidly and continue to 

expand the possibilities for literacy engagement.  

The aim of the present paper is to investigate along several dimensions whether 

shifts take place in young people’s out-of-school literacy practices. We focus not only 

on a broad range of media, but also on a variety of uses to which they may be put. The 

approach taken rests on the assumption that in order to study the new complexities of 

today’s literacy practices, a perspective on literacy is required that views it as a 

comprehensive, heterogeneous and multidimensional whole. The usefulness of this 

approach has been demonstrated in a previous study, when it was utilized to pinpoint 

differences between boys and girls in their uptake of new media (Ünlüsoy, De Haan, 

Leseman & Van Kruistum, 2010). Here we follow up on this study taking a 

developmental perspective, which is often lacking in empirical studies into youth 

literacy, that rarely involve a longitudinal design. As adolescence is a time of physical, 

cognitive and social change with increasing opportunities to make autonomous 

decisions, we expect to find corresponding shifts in how young people are engaging in 

media. The youth under investigation belong to a rather large subsample of Dutch 

students at the lower educational levels. The current sample is a highly relevant one in 

the face of growing concerns about the impact of new media on basic reading and 

writing skills, which many of these students have problems with.  

 

Moving Towards Peer-Orientation and Epistemic Functions 

As new media continue to develop and access becomes increasingly widespread, 

opportunities for young people to engage in media-based literacy activities expand 

accordingly. At the same time opportunities increase as a function of age. During 

adolescence the development of autonomy accelerates, as youth undergo rapid 

physical and cognitive changes, gain rights and responsibilities and widen their social 
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network (Zimmer-Gembeck & Collins, 2003). Following this wider development, 

children transitioning into adolescence obtain greater freedom to access media (e.g., 

to stay up late and watch television), to personally own them (e.g., to have media in 

their bedrooms) and to choose the media contents that interest them (Livingstone & 

Bovill, 1999).  

Several cross-sectional studies indicate that adolescent youth increasingly seek 

opportunities to be with or feel connected to their peers and move away from literacy 

activities they associate with being lonely, indoors and separated from friends 

(Lenhart, Purcell, Smith & Zickuhr, 2010; Livingstone & Bovill, 1999; OIVO, 2008; 

Rideout, Foehr & Roberts, 2010). For instance, the results of these studies show that as 

children grow older they use the telephone more often, use the telephone with friends 

rather than relatives, start reading books and magazines less often, and after early 

adolescence (10-13 years of age) engage in gaming activity less frequently. However, 

as these studies rely upon cross-sectional data it remains unclear whether the results 

reflect age or cohort effects or real intra-individual development, but the overall 

pattern is in line with the wider development of adolescents spending more time with 

their peers (APA, 2002; Slot & Van Aken, 2010). 

Within the overall trend towards more peer-oriented literacy engagement the 

decline in time spent reading is especially striking. This has been attributed to a 

decrease in reading motivation setting in as students make the transition to secondary 

education, where they experience a lack of relevance of the curriculum, an absence of 

optimal challenges and an increasing emphasis on external incentives such as grades 

(Gottfried, Marcoulides, Gottfried et al., 2007; Guthrie & Davis, 2003). Crucially, 

concerns have been voiced that with this decrease in reading the epistemic function of 

literacy suffers (NEA, 2007; OECD, 2001). This is a type of usage concentrated in but 

not exclusive to books, which transcends the here and now and supports the 

socialization of a critical, distanced attitude (Wells, 1987). New media allow for 

epistemic uses as well, but research suggests that most youth do not exploit this 

potential and continue to prefer books, as this is what teachers expect of them (Ito et 

al, 2008; Kolikant, 2012). However, there are also indications that with age young 

people use the Internet more often to search for information (e.g., for homework), to 

satisfy their curiosity and to create content (Lenhart et al., 2010; Livingstone & Bovill 

1999, Rideout et al., 2010; Van Rooij & Van Den Eijnden, 2007). 

 

The Present Study 

The goal of the present study was to investigate if and in which ways changes occurred 

in the literacy practices young people engaged in out-of-school. The research sample 

consisted of youth from the lower tracks of prevocational secondary education in the 

Netherlands, which are attended by about one-third of the Dutch school-going youth 

(Rijks, 2008). We were especially interested whether those literacy uses considered 



Chapter 4 

64 

 

beneficial for their education and later career – the epistemic, education-related uses 

typically associated with traditional print-based media – were taken up through the 

use of new media. 

In order to explore longitudinal changes across a broad range of literacy practices, 

the present study adopted a perspective on literacy that covered old and new media as 

well as their various and often interrelated uses. The approach taken, to be discussed 

in the next paragraph, is particularly useful for investigating how several facets of 

literacy practices predict young people’s out-of-school literacy engagement and 

changes therein. For instance, through this approach it becomes possible to study if 

changes take place for a particular function of literacy, such as social or epistemic 

functions, and whether these occur for all or only some media. 

 

Literacy as a Multifaceted Phenomenon 

In previous work we have argued that in order to study literacy in a comprehensive 

way while acknowledging its variety, multiple dimensions of literacy as well as their 

relationships must be addressed (see Chapters 1 and 2). In the present study, too, a 

broad perspective on literacy is adopted according to which literacy is always 

embedded in a social context and cannot be viewed independently of the purposes it 

serves for individuals (e.g., Anderson & Stokes, 1984; Barton, 2007; Gillen & Barton, 

2009; Heath, 1983; Lankshear & Knobel, 2006). In order to implement such a broad 

and complex perspective in research, our study followed the principles of Guttman’s 

Facet Theory (henceforth FT), which offers a systematic approach to the measurement 

of a complex phenomenon like literacy (Guttman & Greenbaum, 1998). First, multiple 

dimensions, or facets, of that phenomenon are defined. As a next step, combinations 

of the facets are used to guide the construction of a measurement instrument such 

that each facet combination is represented by at least one item. We used this 

procedure for constructing a self-report questionnaire that systematically represented 

the multidimensional or multifaceted nature of literacy engagement in the out-of-

school context. 

All questionnaire items covered four facets, which are briefly described below. 

These dimensions pertain to (1) the technology involved in a literacy activity, defined 

in terms of ‘modality’, (2) whether the activity requires productive or mainly 

consumptive behaviour, (3) the social distance between those who participate in the 

activity, and (4) the function that is served by it. This classification allowed us to track 

general developmental patterns throughout a broad range of media and their uses, 

thus covering the complex construct of literacy to its depth and breadth. As such, the 

facets represent rather abstract properties of the broad literacy concept, but once 

combined they enable a more fine-grained description of several types of literacy 

activities. For a more thorough discussion of the facets as well as more detailed 
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information regarding the procedure followed, we refer the reader to Chapters 1 and 

2. 

 

Facets of Literacy 

The first facet we distinguished was the modality through which a particular literacy 

activity was accessed, which was further divided into four categories. The first, 

unmediated multimodality, refers to direct conversations in a broad sense between 

people who exchange speech and directly monitor each other’s gazes, gestures and 

facial expressions. The second modality concerns mediated oral literacy practices, that 

is, speech transmitted via a technological medium like the telephone or radio. The 

third, for convenience labelled the print-based modality, includes traditional print-

based and (hand-)written literacy practices. Examples of print-based practices 

examined in this study are reading magazines, books or newspapers, keeping a diary 

and writing notes, postcards or letters. The fourth and final modality we distinguished 

concerns mediated multimodal literacy practices, pertaining to media that enable 

combinations of oral, visual and textual presentation modes. Multimodality is strongly 

associated with but not confined to new media and, according to the stance taken in 

this study, also characteristic for unmediated everyday face-to-face conversations. 

Examples of mediated multimodal practices that were examined in this study are 

instant-messaging, browsing the web and watching television. While we considered 

such practices similar with respect to the modality facet, we further stipulated three 

ways in which they could differ. 

The second facet we considered relevant was the type of engagement involved in 

a literacy activity, in particular whether the activity requires mainly productive or 

mainly consumptive behaviour. For the present purpose reading, watching and 

listening activities were defined as consumptive literacy activities, whereas writing, 

editing, replying, interacting and creating a message or information were seen as 

productive. 

The third facet used to evaluate patterns in changes of literacy use was the social 

distance between sender and receiver. We roughly distinguished a small social 

distance, as between  friends or close relatives, from a large social distance, as 

between a teacher and a student, or an author and his audience. 

The fourth and final facet concerned three main function types, namely an 

epistemic function, an instrumental function, and a social-entertainment function. 

Media engagement could occur to keep in touch with friends (social), to relax 

(entertaining), for practical purposes (instrumental) and to gain knowledge or 

creatively express oneself (epistemic). In light of growing concerns over the decline in 

time spent reading, as discussed in the introduction, we were especially interested in 

epistemic functions compared to social and entertainment functions, the latter of 

which were combined to form the strongest possible contrast. 
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Research Questions and Hypotheses 

To investigate changes over time, the present study focused on the frequency and 

duration of literacy activities as measures of engagement. The facet design in 

combination with a multilevel analysis allowed us to disentangle main effects of time 

and the literacy facets on reported literacy engagement and to examine interaction 

effects of time and the literacy facets. In light of the increasing peer-orientation of 

youth as described in the introduction, we were especially interested in interaction 

effects involving time and small social distance. Furthermore, as research findings do 

not agree on whether youth more fully exploit the epistemic, education-related 

potential of new media as they grow older, we had a particular interest in interaction 

effects involving time and epistemic functions. Finally, our previous study (Ünlüsoy et 

al., 2010) revealed that girls outscored boys in every aspect of literacy. Therefore, we 

also wanted to check whether this gap between boys and girls closed, widened or 

remained the same. To this end gender was incorporated as a main effect and the 

interaction between time and gender was explored. However, we did not look at the 

interaction effects of gender, time and the literacy facets because higher order 

interaction effects become increasingly difficult to interpret.  

Addressing the main effects, our first research question was to what extent time, 

gender and the literacy facets (modality, type of engagement, social distance, and 

function) predicted the self-reported out-of-school literacy engagement of the youth 

involved in this study. Given the results from our previous study, we expected that (h1) 

each literacy facet, independently, was a statistically significant predictor of literacy 

engagement, with mediated multimodality, consumption, a small social distance and 

social-entertainment functions being the most significant predictors within their 

respective literacy facets. As our previous study did not include unmediated literacy 

practices, we were not certain whether mediated multimodal practices would outscore 

these as well. Furthermore, based on the results from our previous study we expected 

that (h2) girls outscored boys in their total engagement in literacy, as defined in this 

study. In addition, we hypothesized that (h3) the totality of literacy engagement 

remained the same over the years. There are indications that total media exposure 

slightly decreases during adolescence (Rideout et al., 2010), but there are no studies to 

our knowledge that have assessed changes in the entirety of unmediated, print-based 

and mediated multimodal literacy engagement. We expected shifts to mainly occur 

within the totality of the literacy practices incorporated in this study, as a decline in 

print-based activities was likely to result in an increase in unmediated  activities, for 

example. 

With regard to the interaction effects, our second research question was to what 

extent the interaction of time and gender, and time and the literacy facets predicted 

students’ out-of-school literacy engagement. Based on the developments taking place 

during adolescence as described previously, we hypothesized (h4) an increase in 
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literacy practices oriented towards a small social distance. In addition, we expected  

(h5) a decrease in literacy practices involving epistemic functions. After all, it is very 

likely that engagement in epistemic functions declines in a similar fashion to 

engagement in the media serving these functions, which are typically print-based. 

Furthermore, we predicted (h6) an increase in mediated multimodal literacy practices, 

as several studies indicate that older youth use digital media more frequently and 

watch television – also considered a multimodal medium in this study – just as 

frequently compared to younger age groups (Lenhart et al., 2005; Livingstone & Bovill, 

1999; OIVO, 2008). Due to a lack of previous research we could not predict the 

developmental pattern of consumptive versus productive activities. With respect to 

the interaction of time and gender, we hypothesized that (h7) the gap between boys 

and girls in their literacy engagement would become smaller over the years because of 

the increasing importance of social media uses for boys and girls alike. 

Finally, in order to further investigate the developmental patterns of a small 

social distance (h4) and an epistemic function (h5) for each modality separately (h6), we 

explored several second-order interaction effects. Therefore, our third research 

question was to what extent the interaction of time, modality and small social distance 

on the one hand, and time, modality and epistemic functions on the other hand 

predicted students’ self-reported out-of-school literacy engagement. On the basis of 

the developments described previously, we expected to find (h8) an increase in literacy 

practices with a small social distance for unmediated multimodal, mediated oral and 

mediated multimodal activities, but not for print-based activities. With respect to 

epistemic functions we had no specific expectations, as the research findings relevant 

to this issue are inconsistent, indicating that multimodal media may or may not be 

used increasingly for epistemic purposes.  

 

Method 

Procedure 

The data for the present study were collected in the spring of 2008, 2009 and 2010. 

Students filled out a literacy activities questionnaire individually via the study’s website 

in small groups, with a maximum of 7 students at a time. The questionnaire was 

administered in a school classroom with a researcher or assistant and a teacher 

present on-site. Username and password were provided by the researcher. Before 

starting, the researcher gave instructions and monitored whether students were able 

to log in. 

 

Sample 

At the first measurement occasion the study involved a sample of 71 students (28 girls 

and 43 boys) from 11 seventh grade classes and 10 ethnically mixed schools in the 



Chapter 4 

68 

 

lowest track of secondary prevocational education in the Netherlands. The participants 

were 12-14 years old (M = 13.01) at that time and had just transitioned into secondary 

education. The sample was representative of ethnically mixed, urban prevocational 

training schools in the Netherlands, including the uneven gender distribution (CBS, 

2009). From the original sample 56 students (24 girls and 32 boys) participated in the 

second data wave and 51 students (22 girls and 29 boys) in the third. The reasons for 

attrition in most cases concerned a drop in motivation (10 students) and organizational 

issues such as a lack of resources to track students who had moved to another school 

(9 students). With respect to the latter group, one school that accounted for 5 

students was excluded from the larger research project of which this study was a part 

immediately after the first data wave due to organizational reasons.   

 

Measurement 

A literacy activities questionnaire was designed in accordance with Guttmann’s Facet 

Theory, which was built upon the four facets introduced previously: modality, type of 

engagement, social distance and function. The subcategories of the facets were 

systematically combined, yielding 48 possible combinations (4×2×2×3) for which 65 

questionnaire items in total were constructed. For example, one of the combinations 

was mediated multimodality × productive engagement × small social distance × social-

entertainment purposes, which was translated into a questionnaire item as ‘Do you 

instant-message with friends or family members to keep in touch?’. For ten 

combinations of facets no items were incorporated in the questionnaire, as a pilot 

study had shown that relevant literacy activities were unrecognizable to the students 

as realistically occurring situations. An example of such a facet combination was print-

based × productive engagement × small social distance × epistemic purposes, i.e., 

writing a text to a friend or relative with the purposes of exchanging knowledge or 

expressing oneself creatively. Furthermore, in order to obtain a representative 

measurement of relevant literacy activities in the out-of-school context of the 

students, some facet combinations were translated into several questionnaire items. 

For instance, for the previously mentioned combination of multimodality × productive 

engagement × small social distance × social-entertainment purposes not only instant-

messaging but also uses of e-mail and social network sites (e.g., Facebook) were 

included as separate questionnaire items. Finally, it should be noted that 18 out of the 

65 items were added to the questionnaire after the first data wave, so for these items 

data were gathered only during the second and third wave. The type of analysis we 

used was able to deal with missing data. 

Each item in the questionnaire measures engagement in modality, type, social 

distance and function of the particular literacy activity simultaneously. A combination 

of frequency and duration of the literacy activities, indicating students’ engagement, 

was measured on a seven-point scale with (1) representing never, (2) less than once a 
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month, (3) at least once a month, (4) at least once a week, (5) (almost) everyday, (6) 1-

2 hours a day, and (7) more than two hours a day. Cronbach’s alpha of the total scale 

was α = .87 for the first data wave, α = .87 for the second and α = .90 for the third. The 

split-half reliability, based on the correlation between all the odd and all the even 

items, was r = .77 for the first data wave, r = .79 for the second and r = .83 for the 

third. Normality and homogeneity of variance assumptions were checked by inspecting 

skewness and kurtosis, and by applying Levene’s test for the total scale and for the sets 

of items defining the facets. There were no violations of the assumptions. 

 

Analysis Strategy 

We examined the influence of time, the literacy facets and gender on students’ out-of-

school literacy engagement with multilevel analysis using SPSS. For more detailed 

information regarding the analysis and the statistical justification we refer the reader 

to Heck, Thomas and Tabata (2010) and Hox and Lagerweij (1993). A cross-classified 

design was used in which responses were nested within persons as well as within 

questionnaire items. In Figure 4.1 the design is graphically depicted. At the first level, 

there are responses indicating students’ self-reported engagement in a literacy activity 

on a scale ranging from 1-7. The cross-classification is at level 2 and the level 2 units 

are combinations of particular students and items: Ideally, a response was given by 

each student for each item. Figure 4.1 shows three responses in each cell because 

there were three data waves, which means that time is a level 1 variable. As was 

explained previously, some items were added to the questionnaire after the first data 

wave and are therefore missing from this figure. Gender and the literacy facets are 

predictors at level 2, as they are related to respectively persons and questionnaire 

items.  

 
 Student 1 Student 2 Student 3 … Student 71 

Item 1 5, 3, 5 3, 3, 3 5, 2, 3  4, 4, 2 

Item 2 3, 4, 4 1, 2, 1 3, 2, 3  1, 2, 2 

…      

Item 65 -, 4, 1 -, 4, 5 -, 4, 4  -, 6, 5 

 
Figure 4.1 Cross-classification of responses (level 1) by persons and items (level 2) 

 

The aim of the analysis was to determine to what extent the distinguished literacy 

facets, gender, time and combinations of time and gender and time and the literacy 

facets predicted students’ literacy engagement. In order to answer the research 

questions five multilevel models were tested. The first model is referred to as the 

‘empty’ or intercept-only model. This model divides the total variance in three 

independent components, two referring to level two (persons and items) and one 

referring to level one (repeated responses nested within persons and items). The 
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second model, the main-effects model, included the predictor variables on the first 

and second level as fixed effects. In the third model, first-order interactions between 

time and gender, and time and the literacy facets were incorporated. As a next step, 

second-order interactions between time, modality, social distance and time, modality, 

function were added into the fourth model. Finally, in the fifth model the slopes of the 

fixed predictors with significant effects were allowed to vary randomly across students. 

The models were evaluated comparatively by testing the improvement of the 2 × log-

likelihood goodness of fit statistic while using the full maximum likelihood estimation. 

Gender and the literacy facets were entered into each model as dummy 

variables. Following our previous study (Ünlüsoy et al., 2010), we chose boys, print-

based modality, consumptive engagement, large social distance and social-

entertainment function as reference categories.  

 

Results 

In Table 4.1 means and standard deviations are provided of literacy engagement over 

three time points. Also included in the table are the values predicted by the multilevel 

analysis (i.e., the final model). As explained previously, there were data systematically 

missing in year 1 because several items were added to the questionnaire after the first 

data wave. Therefore, the predicted values provide a more accurate estimation of 

students’ literacy engagement. 

Hierarchical regression models were built with 13845 (= 71 × 65 × 3) responses on 

the first level generated by repeated measures across 3 times points, and, at the 

second level, 71 participants and 65 questionnaire items. First, we tested the empty 

model (i.e., intercept only). This model, without predictors, indicated that 61.6% of the 

variance in literacy engagement was on the first level (responses over three time 

points), 6.3% of the variance was associated with students, and 32.1% of the variance 

was associated with items and was thus related to the literacy facets.  

 

Model 1: Main Effects 

The main-effects model was tested by adding the literacy facets, time and gender as 

fixed predictors. The significance of each predictor was evaluated with Wald’s test. 

Most main effects were statistically significant at p < .05, indicating that time, gender 

and the literacy facets (with some exceptions) significantly predicted variance in 

literacy engagement. The results are presented in Table 4.2a in the first column and 

are discussed below for each literacy facet separately. The main-effects model differed 

significantly from the empty model, with ∆χ
2
 (df = 9, N = 13845) = 92.99 and p < .001



 

 
 

Table 4.1 Descriptive statistics and predicted values for literacy engagement over three time points 

 Descriptives  Predicted values 

 Total Time = 1 Time = 2 Time = 3  Total Time = 1 Time = 2 Time = 3 
 M  (SD) M  (SD) M  (SD) M  (SD)  M (SD) M (SD) M (SD) M (SD) 

Person facet                  
 Boys 2.51 (.50) 2.70 (.53) 2.27 (.42) 2.29 (.56)  2.38 (.36) 2.47 (.43) 2.38 (.36) 2.29 (.42) 
 Girls 2.89 (.37) 3.22 (.50) 2.75 (.32) 2.58 (.35)  2.78 (.26) 2.99 (.39) 2.78 (.26) 2.57 (.30) 
Literacy facets                  
 Modality                  
  Print-based 2.18 (.65) 2.52 (.76) 2.01 (.55) 1.85 (.65)  2.04 (.41) 2.26 (.50) 2.04 (.41) 1.82 (.44) 
  Unmediated 2.76 (.63) 2.99 (.85) 2.62 (.60) 2.62 (.68)  2.60 (.47) 2.58 (.55) 2.60 (.47) 2.63 (.49) 
  Mediated oral 2.37 (.59) 2.68 (.79) 2.11 (.55) 2.17 (.68)  2.20 (.38) 2.26 (.49) 2.20 (.38) 2.13 (.40) 
  Mediated multimodal 2.96 (.53) 3.12 (.67) 2.80 (.51) 2.73 (.53)  2.90 (.40) 3.08 (.51) 2.90 (.40) 2.73 (.41) 
 Type                  
  Consumptive 2.73 (.55) 3.05 (.64) 2.58 (.52) 2.45 (.60)  2.63 (.41) 2.84 (.49) 2.62 (.41) 2.41 (.45) 
  Productive 2.68 (.51) 2.81 (.67) 2.39 (.45) 2.39 (.51)  2.46 (.40) 2.53 (.52) 2.46 (.40) 2.40 (.40) 
 Social distance                  
  Large 2.46 (.47) 2.78 (.55) 2.30 (.41) 2.17 (.52)  2.58 (.43) 2.56 (.43) 2.35 (.33) 2.13 (.38) 
  Small 2.93 (.64) 3.07 (.81) 2.74 (.58) 2.78 (.62)  2.82 (.41) 2.84 (.62) 2.82 (.52) 2.81 (.51) 
 Function                  
 Social-entertainment 2.90 (.57) 3.05 (.69) 2.79 (.51) 2.70 (.59)  2.81 (.41) 2.91 (.52) 2.81 (.41) 2.72 (.42) 
 Instrumental 2.67 (.53) 2.89 (.64) 2.47 (.55) 2.48 (.62)  2.58 (.43) 2.70 (.53) 2.58 (.43) 2.45 (.43) 
 Epistemic 2.29 (.59) 2.67 (.70) 2.08 (.50) 2.01 (.56)  2.15 (.38) 2.34 (.47) 2.15 (.38) 1.96 (.42) 
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Table 4.2a Multilevel models (N=13845) 

 Model 1 
Main effects 

Model 2 
1st order interactions 

 B SE t B SE  t 

Intercept 2.27 .26 8.70*** 2.32 .27 8.70*** 
Time -.14 .02 -7.30*** -.17 .05 -3.42*** 
Girls .42 .10 4.34*** .55 .10 5.42*** 
Unmediated  .64 .32 2.03* .40 .32 1.22 
Mediated oral .39 .35 1.12 .28 .36 .78 
Mediated multimodal 1.02 .26 3.88*** .99 .27 3.70*** 
Productive -.69 .23 -2.95** -.75 .24 -3.10** 
Small .69 .24 2.89** .56 .24 2.30* 
Instrumental -.26 .26 -1.01 -.17 .26 -.65 
Epistemic -.60 .24 -2.45* -.52 .25 -2.09* 
Time × Girls    -.16 .04 -4.29*** 
Time × Unmediated     .22 .06 3.79*** 
Time × Mediated oral    .12 .06 1.91 
Time × Mediated multimodal    .02 .05 .49 
Time × Productive    .06 .04 1.45 
Time × Small    .12 .04 2.70** 
Time × Instrumental    -.10 .04 -2.30* 
Time × Epistemic    -.08 .04 -1.85 
Unmediated  × Small       
Unmediated  × Epistemic       
Mediated oral × Small       
Mediated oral  × Epistemic       
Mediated multimodal × Small       
Mediated multimodal × Epistemic       
Time × Unmediated × Small       
Time × Unmediated × Epistemic       
Time × Mediated oral × Small       
Time × Mediated oral × Epistemic       
Time × Mediated multimodal × Small       
Time × Mediated multimodal × Epistemic       

Notes. *p < .05, **p < .01, ***p < .001. All predictors in the model except for time were categorical variables. 
The reference categories were boys, print-based modality, consumptive engagement, large social distance 
and social-entertainment function.   
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Table 4.2b Multilevel models (N=13845) 

 Model 3 
2nd order interactions 

Model 4 
Random slope 

 B SE  t B SE  t 

Intercept 2.13 .37 5.82*** 2.21 .37 5.98*** 
Time -.02 .07 -.35 -.07 .08 -.80 
Girls .55 .10 5.44*** .36 .11 3.29** 
Unmediated  .73 .52 1.40 .73 .52 1.40 
Mediated oral .02 .57 .03 .01 .57 .03 
Mediated multimodal 1.33 .42 3.14** 1.34 .43 3.14** 
Productive -.78 .24 -3.30** -.78 .24 -3.27** 
Small .38 .49 .77 .38 .49 .78 
Instrumental -.23 .25 -.89 -.23 .25 -.89 
Epistemic .33 .50 .66 .33 .51 .65 
Time × Girls -.16 .04 -4.30*** -.14 .08 -1.84 
Time × Unmediated  -.00 .10 -.02 -.01 .10 -.08 
Time × Mediated oral .22 .11 1.91 .22 .11 2.01* 
Time × Mediated multimodal -.21 .08 -2.55* -.19 .08 -2.42* 
Time × Productive .08 .05 1.83 .09 .04 2.10* 
Time × Small -.12 .09 -1.31 -.10 .09 -1.09 
Time × Instrumental -.09 .04 -2.09* -.09 .04 -2.18* 
Time × Epistemic -.26 .10 -2.68** -.26 .09 -2.82** 
Unmediated  × Small .38 .67 .57 .38 .67 .56 
Unmediated  × Epistemic -1.58 .71 -2.23* -1.59 .71 -2.24* 
Mediated oral × Small .92 .72 1.27 .92 .72 1.28 
Mediated oral  × Epistemic -.51 .77 -.67 -.51 .77 -.67 
Mediated multimodal × Small .19 .57 .34 .19 .57 .33 
Mediated multimodal × Epistemic -1.24 .60 -2.08* -1.24 .60 -2.08* 
Time × Unmediated × Small .30 .13 2.32* .30 .12 2.43* 
Time × Unmediated × Epistemic .36 .15 2.47* .36 .14 2.59** 
Time × Mediated oral × Small .01 .13 .07 .01 .13 .05 
Time × Mediated oral × Epistemic -.18 .14 -1.27 -.18 .14 -1.33 
Time × Mediated multimodal × Small .34 .10 3.34*** .34 .10 3.50*** 
Time × Mediated multimodal × Epistemic .28 .11 2.53* .28 .11 2.63** 

Notes. *p < .05, **p < .01, ***p < .001. All predictors in the model except for time were categorical variables. 
The reference categories were boys, print-based modality, consumptive engagement, large social distance 
and social-entertainment function.   



Chapter 4 

74 

 

revealing a substantially better fit. The explained variance of the main effects was 0.5% 

on the first level and on the second level 28.0% for students and  34.1% for items. For 

further model comparisons, this model was considered the baseline model.  

 

Time 

Time predicted literacy engagement significantly negatively (B = -.14, p < .001), 

meaning that literacy engagement declined throughout the first years of secondary 

education regardless of gender and regardless of the modality, type, social distance 

and function involved in the literacy activities. Though a statistically strong effect, in 

terms of the scale we used ranging from (1) never to (7) more than 2 hours daily, an 

overall drop from a mean of 2.27 to 1.99 can be interpreted as a small decline.   

 

Modality  

Compared to traditional literacy practices involving the print-based modality, which is 

the reference category in the current analysis, students reported to be more engaged 

in all other modalities (i.e., there were positive regression coefficients for these 

predictors) across the different types, social distances and functions of literacy 

practices and regardless of time and gender. However, the differences  were only 

significant for mediated (B = 1.02, p < .001) and unmediated multimodal (B = .64, p = 

.047) practices, but not for those orally mediated. This means that engagement in 

literacy practices increased with 1.02 and .64 scale points when they were accessed 

through mediated and unmediated multimodal practices respectively instead of the 

print-based modality. The difference of a whole scale point between print-based and 

multimodal media may be viewed as rather large. It means that, on average, students 

engaged approximately less than once a month in the broad range of print-based 

literacy practices compared to at least once a month in mediated multimodal 

practices. 

 

Type  

Across modality, function and social distance, and regardless of time and gender, 

students were less engaged in productive literacy practices compared to consumptive 

practices (B = -.69, p = .004). This difference is not particularly large but substantial, 

given the range of the scale.  

 

Social distance  

Students’ engagement in literacy practices involving small social distance was higher 

compared to those involving large social distance (B = .69, p = 0.005), across modality, 

type, function, time and gender. This difference is comparable to the differences found 
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between productive and consumptive engagement and between print-based and 

unmediated literacy practices, all of which were substantial but not particularly large.  

 

Function 

Regardless of modality, type, social distance, time and gender, the out-of-school 

literacy practices mostly served a social-entertainment function, the reference 

category in this analysis. For instrumental functions no significant deviation from 

social-entertainment functions was observed. Literacy activities serving epistemic 

purposes predicted literacy engagement significantly negatively (B = -.60, p = .017). 

This difference is substantial but not large in light of differences discussed previously.  

 

Gender  

After accounting for the effects of time and the literacy facets, gender was significantly 

associated with literacy engagement. Girls were found to be more engaged in literacy 

as defined in this study than boys (B = .42, p < .001), with a mean engagement of 2.69 

compared to 2.27 for boys. Although this was a statistically strong effect, in terms of 

the scale we used the difference between boys and girls was not large. 

 

Model 2: First-Order Interaction Effects 

In the second model the first-order interaction effects of time and the literacy facets 

and time and gender were examined. The results are given in the second column of 

Table 4.2a and are discussed for each interaction effect separately below. The first-

order interactions model differed significantly from the main-effects model ∆χ
2
 (df = 8, 

N = 13845) = 67.96 and p < .001. The explained variance only improved 0.7% on the 

first level to 1.2%. There was a decrease of explained variance on the second level 

associated with students (from 28.0%  to 25.9%) as well as items (from 34.1% to 

33.3%).  

 

Time × Gender 

A significant interaction effect was found for time and gender (B = -.16, p < .001), 

indicating that literacy engagement declined more rapidly for girls than for boys. So 

girls started out being more engaged in literacy, but the difference between boys and 

girls became smaller over the course of the years. As can be seen from the descriptives 

in Table 4.1, a small difference between boys’ and girls’ literacy engagement was still 

observable at the third measurement occasion, indicating that girls remained 

somewhat more engaged.  
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Time × Modality 

There was a significant interaction effect between time and unmediated multimodality 

(B = .22, p < .001), but no significant interaction effects were found of time and other 

modalities. Together, the results indicate that print-based literacy practices, the 

reference category in our analysis, declined over the course of the years and that 

mediated oral and mediated multimodal literacy practices followed a similar pattern. 

The higher regression coefficient for the mediated oral modality indicates that it 

deviated more from the pattern observable for the print-based modality, meaning that 

the decline in mediated oral literacy practices was somewhat less steep. In contrast to 

the other modalities, engagement in unmediated literacy remained constant over the 

years. Given the fact that at the first measurement occasion students’ engagement in 

mediated multimodal practices was highest, this means that the gap between 

unmediated practices on the one hand and mediated oral and print-based practices on 

the other hand widened over the course of the years while the gap with mediated 

multimodal practices became smaller (see Table 4.1). 

 

Time × Type 

No significant interaction was found between time and a productive type of 

engagement. The results indicate that productive and consumptive literacy practices, 

the latter of which was the reference category in our analysis, decreased to a similar 

extent over the years. 

 

Time × Social Distance 

A significant interaction effect was found of time and a small social distance (B = .12, p 

= .007). Together, the results show that engagement in literacy practices involving a 

large social distance, the reference category in our analysis, slightly declined over the 

years compared to those involving a small social distance, which remained about 

constant (see Table 4.1). Given the fact that at the first measurement occasion 

students’ engagement in literacy practices with a small social distance was highest, this 

means that the gap with practices involving a large social distance widened somewhat 

over the years. 

 

Time × Function  

There was a significant interaction effect between time and instrumental functions (B = 

-.10, p = .022), but no significant interaction effect was found of time and epistemic 

functions. This indicates that literacy practices involving epistemic purposes decreased 

to a similar extent over the years as those involving social-entertainment functions, the 

latter of which was the reference category in our analysis. In contrast, literacy 
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practices serving instrumental functions decreased more rapidly over the years, but 

the differences were small. 

 

Model 3: Second-Order Interaction Effects 

The second model was further extended with the exploration of second-order 

interaction effects between time, modality and a small social distance, and between 

time, modality and epistemic functions. The results are provided in the first column of 

Table 4.2b and are described in more detail below for each interaction effect 

separately. As shown in Table 4.2b, six additional first-order interactions between 

literacy facets were included in this step. The reason for this was that they were 

necessary for testing the higher order interactions of interest. The third model showed 

a significantly better fit than the previous model ∆χ
2
 (df = 12, N = 13845) = 37.98 and p 

< .001. Compared to the baseline model, the explained variance slightly improved with 

.9% on the first level to 1.4%. There was still a decrease of explained variance on the 

second level associated with students (from 28.0%  to 26.4%). However, explained 

variance on the second level associated with items increased (from 34.1% to 40.9%). It 

should be noted that this increase was due to the six additional first-order interaction 

effects included in the third model that were not part of the second model.  

 

Time × Modality × Social Distance  

There were significant interaction effects of time, modality and social distance for 

unmediated multimodality (B = .30, p = .02) and for mediated multimodality (B = .34, p 

< .001). These results provide further detail concerning the decline we previously 

found for engagement in mediated multimodal literacy practices. They also provide 

more information regarding engagement in two practices that remained constant, 

namely those accessed through unmediated multimodality and those involving a small 

social distance. The significant second-order interactions are graphically depicted in 

the top row of Figure 4.2 including those for the print-based modality, which was the 

reference category in our analysis. The graphs show that engagement in unmediated  

literacy practices remained about constant when these practices involved a large social 

distance but increased when they involved a small social distance. Similarly, 

engagement in mediated multimodal literacy practices decreased when these 

practices involved a large social distance, but remained constant when they involved a 

small social distance. The pattern was reversed for engagement in print-based literacy 

practices, which remained constant when these practices involved a large social 

distance but decreased when a small social distance was involved. 

 



 

 
 

 

 
 
Figure 4.2 Graphical depiction of second-order interactions 
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Time × Modality × Function  

We found small yet significant interactions between time, modality and epistemic 

functions for unmediated multimodality (B = .36, p = .014) and mediated multimodality 

(B = .28, p = .012). These results give more information regarding the decrease we 

previously found for two practices, namely those accessed through multimodal media 

and those involving epistemic functions. They also provide more detail concerning one 

practice that remained constant, namely unmediated literacy. The second-order 

interactions are graphically depicted in the bottom row of Figure 4.2 including those 

for the print-based modality, which formed the reference category in our analysis. The 

graphs show that engagement in unmediated literacy practices roughly remained 

constant when these practices involved social-entertainment functions, but increased 

when they involved epistemic functions. Engagement in mediated multimodal 

practices decreased to a similar extent for both types of functions. With regard to 

print-based literacy practices, engagement remained constant when these practices 

involved social-entertainment functions, but decreased in case epistemic functions 

were involved. At the first measurement occasion engagement in print-based literacy 

practices was higher for epistemic than social-entertainment purposes. This pattern 

was reversed at the third measurement occasion. 

 

Model 4: Random Slope Effects 

Finally, the effects of time and the literacy facets found to be significant in the main-

effects model were allowed to vary randomly between students. In Table 4.3 the 

variance components, standard errors and standard deviations are presented. 

Together, these statistics give an indication of the variability in literacy engagement 

among students. Variability was highest for the intercept, showing strong 

interindividual differences regardless of measurement occasion and regardless of the 

modality, type, social distance and function involved in a literacy practice.  

Furthermore, the results show that the effects of time as well as the effects of the 

literacy facets varied among students. The variance was largest for literacy practices 

involving a small social distance. This means that the effect we previously found, 

indicating that students’ literacy engagement was higher when a small social distance 

is involved, varied significantly from individual to individual. Including the random 

effect in the model led to a significant improvement of the model fit with ∆χ
2
 (df = 27, 

N = 13650) = 434.13 and p < .001. Explained variance was not calculated, as the 

random-effects models usually do not add to the explained variance but reveal how 

the explained variance is composed of random and fixed components (see Snijders & 

Bosker, 2012).  
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Table 4.3 Variance components for the random slopes (N=13845) 

 Var. component SE SD 

Intercept .27*** .06 .52 
Time .07*** .02 .26 
Unmediated  .13** .04 .36 
Multimodal .10*** .03 .32 
Productive .07** .02 .26 
Small .15*** .04 .39 
Epistemic .11*** .03 .33 

Notes. *p < .05, **p < .01, ***p < .001.   

 

Summary 

Time, gender and the literacy facets examined in this study (with the exception of the 

mediated oral modality and instrumental functions) significantly predicted students’ 

self-reported engagement in out-of-school literacy practices. Interaction effects of 

time and gender, and time and the literacy facets predicted some additional variance 

in students’ literacy engagement and also lead to an improved model fit. We found 

that total engagement in literacy as defined in this study declined over the years, but 

there were several exceptions to this trend. First, engagement in unmediated  literacy 

practices remained constant and even increased in frequency when these practices 

involved a small social distance or epistemic functions. Second, engagement in 

mediated multimodal practices followed the general pattern and decreased, but it 

remained equal when these practices involved a small social distance. Third, with 

respect to print-based literacy practices, which formed the reference category in our 

analysis, engagement also decreased but remained constant when these practices 

involved a large social distance or social-entertainment functions. Finally, we found 

that girls outscored boys with respect to their engagement in the literacy practices 

examined in this study, but we also observed that this difference became smaller over 

the years.  

 

Discussion  

The main purpose of the present study was to examine longitudinally whether changes 

took place in young people’s out-of-school literacy engagement, with a special interest 

in the development of peer-oriented and education-related literacy uses. The 

principles of Guttman’s Facet Theory were followed to construct a literacy activities 

questionnaire incorporating a broad range of media and their interrelated uses. This 

method allowed us not only to track shifts, but also to relate these to several facets of 

literacy. We focused primarily on facets associated with the technology of the medium 

used in a literacy practice, defined in terms of ‘modality’, and the functions and social 

uses afford by that medium, but also included productive versus consumptive types of 

engagement.  
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The value and validity of the approach we adopted were underscored by the 

results of our study, which indicated that each of the main facets (i.e., modality, type 

of engagement, social distance and function) significantly predicted self-reported 

literacy engagement. Thus, we were able to confirm our hypothesis (h1) regarding the 

literacy facets and the strongest predictors within those facets, namely mediated 

multimodality, consumption, a small social distance and social-entertainment 

functions. Especially noteworthy was the high impact of the mediated multimodality 

facet on literacy engagement, independent from associations with other literacy 

facets, gender and change over time. We also observed this in our previous study 

(Ünlüsoy et al., 2010), but were now able to replicate this finding while including 

unmediated literacy practices (e.g., oral conversation) as well. This finding confirms 

claims that technological characteristics of multimodal media can motivate 

engagement, such as their ease of use and the multiple modes of presentation (Brito, 

2011; Kolikant, 2012).  

A significant contribution of the facet method employed in the present study is 

that it revealed various patterns of change in the broad range of literacy engagement. 

Overall, we found a slight decline in students’ engagement in literacy as defined in this 

study from the age of 12 to 14, the period in which students attend the first three 

years of secondary education. This was not in accordance with our hypothesis (h3), as 

we expected shifts to mainly occur from one literacy facet to the other, thus within 

literacy practices, for example from print-based activities to unmediated activities or 

from social-entertainment functions to epistemic functions. However, there was no 

solid research base to derive this prediction from due to a lack of empirical work 

approaching literacy as a heterogeneous and multidimensional whole. A possible 

explanation for the decline might be that available leisure time decreased, as we know 

from interviews conducted with the youth under investigation that many of them 

started doing side jobs (see Chapter 5). With respect to the decline in total literacy 

engagement, we observed that there was a difference between boys and girls. Our 

results indicated that girls engaged in literacy more frequently than boys, which 

confirms our hypothesis (h2). But the decline in literacy engagement was – in 

accordance with our hypothesis (h7) – stronger for girls compared to boys such that 

the initial difference was halved. It is not exactly clear why literacy engagement 

declined more rapidly for girls. An explanation might be that they generally started out 

more broadly engaged in literacy than boys, as a previous study of us indicated (see 

Chapter 3), and gradually became more focused on social media uses and spending 

time outdoors at the expense of traditional, print-based literacy practices. 

Although the overall engagement in literacy in the out-of-school context declined, 

the present study showed deviations from the general pattern along multiple 

dimensions. A particularly striking finding was that, contrary to our expectation (h6), 

engagement in multimodal media declined over the years. When the students under 
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investigation were about 12 years old they more often engaged in mediated 

multimodal compared to unmediated literacy practices, but once they had reached the 

age of 14 engagement in both practices was equally frequent. The decline in mediated 

multimodal practices contradicts previous research findings (Lenhart et al., 2005; 

Livingstone & Bovill, 1999; OIVO, 2008), but it does appear to be in line with the 

general observation that during adolescence youth move away from activities they 

associate with being lonely, indoors and physically separated from friends (Lenhart et 

al., 2010; Livingstone & Bovill, 1999; OIVO, 2008; Rideout al., 2010). Examples of 

mediated multimodal literacy activities youth engaged in less often were playing 

games for enjoyment, watching YouTube clips for fun and exchanging knowledge on 

internet forums. Indeed, these activities have in common that they are not primarily 

directed at feeling connected with well-known others.  

More support for the explanation that youth become disengaged from mediated 

multimodal activities they associate with being lonely and separated from friends may 

be found in our observation that unmediated practices became more important. In the 

interviews that were conducted, several students indicated that hanging around with 

friends outdoors had gradually become more significant and interesting to them than 

spending time behind the computer indoors (see Chapter 5). Other findings of the 

present study more directly point to the growing importance of face-to-face peer 

contact, in line with the developments taking place during adolescence as described in 

the literature (APA, 2002; Slot & Van Aken, 2010). We were able to confirm to some 

extent our hypothesis (h4) regarding an increase of literacy practices involving a small 

social distance, as engagement in these practices remained the same while literacy 

engagement generally declined. With respect to the decline we found in mediated 

multimodal literacy practices, an especially important finding was that engagement did 

not decline when it involved literacy practices with small social distance. Again, this 

was also not entirely in accordance with our hypothesis (h8), as engagement did not 

increase either. Still, while taking the overall decline of literacy engagement into 

consideration, these findings show that students’ literacy engagement was increasingly 

oriented towards social functions in comparison to other functions.  

With respect to the other functions of literacy practices, we were particularly 

interested to find out whether the epistemic functions traditionally associated with 

print-based media were taken up through the use of multimodal media by the youth 

under investigation. We expected an overall decrease in epistemic functions (h5), 

which we indeed observed. Contrary to results obtained in previous studies (Lenhart et 

al., 2010; Livingstone & Bovill 1999, Rideout et al., 2010; Van Rooij & Van Den Eijnden, 

2007), the present study also shows a decrease in literacy practices involving epistemic 

uses of multimodal media. Our findings indicate that the decline in epistemic literacy 

uses was not unique to multimodal media, as engagement in epistemic uses through 

print-based media decreased to a similar extent. There was a general decline in 
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epistemic literacy uses, which was in line with the decline in total literacy engagement. 

For example, engagement in literacy practices involving social-entertainment uses 

decreased to a similar extent and practices involving instrumental uses decreased even 

more so. It is important to note, though, that compared to other functions of literacy 

epistemic uses were least frequent to begin with. Therefore, together these results are 

in line with other studies in which a decline in academically related motivation was 

found after youth had entered secondary school (Eccles, Wigfield & Schiefele, 1998; 

Gottfried, Marcoulides, Gottfried et al., 2007; Guthrie & Davis, 2003). Although our 

study does not address motivation as such, this could explain why engagement in 

epistemic literacy declined, assuming that epistemic engagement was mostly 

stimulated by school.  

In combination, our findings show that the inherent attractiveness of new 

technologies, such as their multimodality and ease of use, were not sufficient to 

warrant that youth remained as highly engaged in them as they once were. The 

present study indicated that the social functions of media were of particular 

importance to them and that the epistemic functions traditionally associated with 

print-based media were not taken up through the use of multimodal media. However, 

it should be noted that after our research was conducted, the emergence of smart 

phones further changed the nature of engagement with multimodal media. For 

instance, due to their mobility engagement with multimodal media no longer entails a 

physical disconnect from friends. It should be further investigated if and in which ways 

literacy engagement is altered by these new technological developments, in particular 

how faster and more fleeting uses of new media affect young people’s options to 

explore and profit from more in-depth uses of new media for epistemic purposes. On 

the basis of our study, we believe that facet design provides a promising avenue for 

future explorations of literacy as a multidimensional phenomenon. 

 

Limitations 

The present study suffers from a number of limitations, one of which concerns the use 

of the questionnaire method. Students’ self-reports on literacy activities may have 

been influenced by the tendency to give socially desirable answers. However, given the 

comprehensive, multifaceted approach to literacy in this study and the inclusion of 

many questionnaire items that addressed a variety of everyday media involvement, we 

argue that it was not clear what counted as socially desirable. Nonetheless, in future 

research triangulation of self-report questionnaire data with data from diaries, in-

depth interviews, and, if possible, observations of literacy activities is recommended.  

In addition, the focus on a group of students in the prevocational tracks of the 

Dutch secondary education system limits the possibilities to generalize the findings to 

other populations. However, it should be noted that we were able to replicate several 



Chapter 4 

84 

 

core findings reported in the research literature on developments during adolescence 

and corresponding changes in literacy engagement, which were obtained in different, 

more inclusive samples in different countries, while adding new perspectives to these 

findings. Moreover, the sample was representative of a rather large subpopulation in 

society, namely about one-third of the entire student population. Nonetheless, future 

research should include students in higher tracks.  

Finally, the present study focused on developments in literacy engagement 

during a rather restricted period in time, when students were 12 to 14 years of age. 

Considering the current sample this is a highly relevant phase, as these students have 

just entered secondary school. Two years later, in grade 9, they have almost finished 

prevocational education. However, we recommend exploring further developments in 

their literacy engagement. Moreover, including students of older ages is especially 

important when the literacy practices of youth in higher tracks are explored, as these 

youth attend five or six years of secondary education. 

 

Conclusions 

Despite its limitations, the present study gives a rather detailed account of young 

people’s changing literacy practices during the first three years of secondary education 

in The Netherlands. The design of the study does justice to the complex, multifaceted 

nature of literacy in the out-of-school context. Furthermore, it provides insight into a 

domain of literacy engagement rarely explored in empirical research, namely how 

literacy practices, involving old and new media and their interrelated uses, develop 

over time. We showed that multimodal media have an attraction as such but that their 

technological benefits do not guarantee sustained engagement over the years. While 

social uses of multimodal media continue to exert their appeal, other uses – even 

those involving entertainment aspects – seem to lose their attractiveness to some 

extent. We found this to be true for epistemic uses of multimodal media as well, i.e., 

those uses that encourage creativity, exploration and critical evaluation, modes of 

thinking through which we are able to look beyond the immediate context of our 

personal experience. This development may be particularly important in light of the 

finding that the epistemic function of print-based media also suffers from a decrease in 

engagement. 



 

 
 

   

5 YOUTH DISCOURSESS ON WHY TO 
ENGAGE IN OLD AND NEW MEDIA 

A LONGITUDINAL STUDY 

 

In the present paper the question is raised if literacy engagement in especially 

the new media is affected by changes youth generally go through during 

adolescence, as they gain rights and responsibilities to more fully participate 

in society. In-depth interviews were conducted with 30 youth to examine 

motives and the possible shifts in motives they mentioned for engaging in 

literacy activities, in a broad sense, when in grade 7 compared to when they 

were in grade 9. The aim was to determine whether changes took place in the 

ways youth experienced literacy uses as internally or externally regulated, 

coming from a need or purpose within or an outside force. In the qualitative 

analysis motives mentioned for literacy activities involving print-based media 

were contrasted with those reported for new media activities. The results 

showed that over time new media uses were more often stimulated from the 

outside, in particular through school and financial freedoms gained. 

Furthermore, competition mechanisms between old and new media are 

discussed that demonstrate the vulnerability of traditional literacy 

engagement. 

 

C. van Kruistum, M. de Haan, P.P.M. Leseman 
Manuscript submitted for publication 
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Introduction 

In an era captivated by the potential of new technologies, traditional print media 

remain the standard by which all other means to promote literacy skills are measured. 

Especially when children enter formal schooling, they come to learn that print-based 

practices have a value above and beyond other literacy practices, as they encounter a 

curriculum that is still largely dependent upon the written word. However, research 

indicates that during adolescence, a period marked by increasing autonomy, youth 

generally move away from traditional reading and writing practices that are strongly 

associated with school. A wealth of studies show a decline in academically related 

motivation and reading motivation setting in once youth have entered secondary 

school (Eccles, Wigfield & Schiefele, 1998; Gottfried, Marcoulides, Gottfried et al., 

2007; Guthrie & Davis, 2003). At the same time, this development is coupled with 

rising engagement in new media, because of which time spent on print media may be 

further reduced, as research seems to suggest (Huysmans, De Haan & Van den Broek, 

2004; NEA, 2007). This raises the question how young people’s motivation to engage in 

literacy practices, old and new, develops in the formative years after their entrance 

into secondary education. Specifically, it points to a relation between shifting 

preferences and changes in the opportunities youth receive for making autonomous 

decisions. They gain rights, yet they also gain responsibilities. In their leisure time, they 

thus have to juggle preferred literacy practices and those they are required to engage 

in, for instance by school.  

In the present study we investigate whether shifts occur in young people’s 

motives for engaging in literacy practices, with a focus on activities accessed through 

traditional print media versus new media. The broad perspective adopted here, one 

that is underrepresented in current research, takes literacy as a comprehensive and 

heterogeneous whole, including but not restricted to print-based media, new media, 

and their various but often interrelated uses (e.g., Anderson & Stokes, 1984; Barton, 

2007; Heath, 1983; Street, 2003). The main goal of our study is to determine whether 

shifts in the motives put forward during in-depth interviews indicate changes in 

volitional (self-chosen) and non-volitional (required or imposed) literacy engagement, 

as perceived by the youth under investigation. In doing so, we hope to shed more light 

on the forces at play in their changing out-of-school literacy environment, which may 

be interrelated. Up to today developmental approaches like ours are scarce, especially 

those involving a longitudinal design. As a result of this, we still know little about 

changes that may take place in young people’s motivation for using new media in 

conjunction with or in place of traditional media, in particular whether youth remain 

motivated to engage in new media freely and willingly or if external forces come to 

exert greater influence.  
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The focus of the present paper is on a sample of students, ages 12-16, who 

attend the lower tracks of Dutch prevocational secondary education. They form a 

particularly relevant group for several reasons. In The Netherlands these educational 

tracks are attended by a rather large proportion of school-going youth, namely about 

one-third of an age cohort (Rijks, 2008). Furthermore, research shows that these youth 

are most likely to lose motivation to engage in traditional literacy practices associated 

with school (Guthrie & Davis, 2003), practices that are considered beneficial for their 

literacy skills (NEA, 2007; OECD, 2001; Dagevos, Gijsberts & Van Praag, 2003). At the 

same time, empirical findings indicate that they are among the most avid users of new 

media (Van Dijk, 2012, Van Rooij & Van Den Eijnden, 2007). So the discrepancy 

between engagement in traditional and new literacy practices appears to be strongest 

for youth attending lower educational tracks, of which we also saw indications in 

Chapter 3. This provides a compelling reason for investigating how their out-of-school 

literacy engagement is shaped and how it evolves, to what extent motivation from 

within drives their engagement in old and new literacy practices, requirements laid 

upon them, or an interaction between both.  

 

Externally and Self-Regulated Literacy Engagement 

As others have noted even before new media were integrated into our daily routines 

(e.g., Schultz & Hull, 2002), there is a continuing tendency to set literacy practices 

promoted at school in opposition to those chosen by youth in their out-of-school 

context, thus assuming that a great divide exists between what educators believe are 

preferred literacy practices and what youth perceive as interesting, engaging and 

motivating. While there may be some truth to this, there are also indications that the 

boundaries between in-school and out-of-school, as well as between imposed and self-

chosen, are not that strict.  

In several qualitative studies (Ben-David Kolikant, 2012; Pitcher et al., 2007), 

youth have shown signs of valuing traditional literacy practices imposed on them as a 

result of a process called internalization, in which they transform socially sanctioned 

mores into personally endorsed values (Deci & Ryan, 2000; Ryan & Deci, 2000). 

Internalization takes places when, for instance, a student starts reading fiction because 

he or she is required to do so and comes to accept and own this once regulated activity 

as personally important. According to Deci & Ryan (ibid.) it is therefore more useful to 

think of motivation in terms of a continuum ranging from behaviours that are imposed 

and externally regulated to those that are fully self-regulated and volitional. The latter 

is generally considered of importance because strong associations have been found 

between students’ sense of choice, increased school performance and well-being (Deci 

& Ryan, 2000). In psychological motivation theories there is some controversy 

regarding whether a fully internalized type of literacy engagement is similar to natural 

and spontaneous literacy uses, commonly referred to as intrinsically motivated (cf. 
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Deci & Ryan, 2000; Guthrie & Davis, 2003). In practice it is probably difficult to 

distinguish between both, as one may reasonably argue that all behaviours are 

somehow instigated from the outside and therefore individual motives cannot, in a 

clear-cut way, be discerned from the ‘pressure’ of the social environment. 

As we have noted previously, research shows that students, especially those in 

the lower educational tracks, become less motivated to engage in traditional print 

literacy after entering secondary school. More specifically, findings indicate that self-

regulated engagement declines and outside regulations become more important 

(Gottfried, Marcoulides, Gottfried et al., 2007; Guthrie & Davis, 2003). Several 

suggestions have been offered to explain this trend, one of which is the increasing 

emphasis placed by formal schooling on external incentives such as grades. Another 

reason might be that during adolescence youth gain autonomy, widen their social 

network (APA, 2002; Slot & Van Aken, 2010; Zimmer-Gembeck & Collins, 2003) and, 

consequently, move away from literacy activities they associate with being lonely, 

indoors and separated from friends. Research shows that the decline is not necessarily 

confined to engagement in print media such as readings books and magazines, but also 

includes uses of new media like online gaming (Lenhart, Purcell, Smith & Zickuhr, 2010; 

Livingstone & Bovill, 1999; OIVO, 2008; Rideout, Foehr & Roberts, 2010). In the 

longitudinal study discussed in the previous chapter, of which the present study 

involves a subsample of youth, we were able to confirm that engagement in new 

media decreased for purposes other than peer contact. So it seems that when youth 

gain opportunities for making autonomous decisions, their literacy engagement is 

increasingly focused on an inner desire to feel connected to friends, which is served 

particularly well by the new media.  

While there are strong indications that shifts occur in young people’s self-

regulated literacy engagement, not much is known about developments in literacy 

activities that are socially sanctioned and sometimes forced upon youth. Literacy uses 

may change during adolescence because youth come under the influence of social 

settings and institutions other than those they are already acquainted with, such as 

school and, for some in our sample, religious institutions and sports associations. This 

is for the most part because youth undergo rapid physical and cognitive changes in 

their adolescent years, as a result of which they are granted certain rights and 

responsibilities allowing them to more fully participate in society (Zimmer-Gembeck & 

Collins, 2003). For example, in The Netherlands youth are allowed to work 

independently when they are 15 years old and may drive a moped from the age of 16 

after obtaining a certificate. Moreover, the youth under investigation in the present 

study generally finish their prevocational secondary education around the age of 

sixteen, after which they are not entirely relieved from their obligation to attend 

school but obtain greater opportunities for combining study and work.  
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Each of these developmental milestones may influence the literacy activities 

youth engage in and their reasons for doing so, as they have to apply to get a job, need 

to study in order to obtain a moped certificate, and are required to invest in school 

work if they want to pass their final exams. It is not clear how literacy engagement in 

especially the new media is affected by these changes, if affected at all, as research 

into the development of externally motivated engagement in new technologies is 

scarce. One scenario is that uses of new media become more externally regulated 

when youth grow older, similar to the pattern that is observed for engagement in 

print-based media. Classrooms are still largely print-centred, but educators are 

working on ways to incorporate new media in the curriculum. Furthermore, the world 

outside of school is already fully exploiting the potential of the Internet. As a result of 

this youth could be receiving more outside pressure throughout their adolescent years 

to engage in certain uses of new media.  

 

The Present Study 

In the present study we investigated which motives youth reported for engaging in 

out-of-school literacy activities, while literacy was conceived as a broad, 

multidimensional social practice (e.g., Anderson & Stokes, 1984; Barton, 2007; Heath, 

1983; Street, 2003). The literacy activities under investigation concerned a range of 

social contexts (e.g., friends, teachers, authors), functions (e.g., to relax, to gather 

knowledge), and medium types (e.g., books, letters, social media) that were 

systematically represented throughout the literacy activities. For example, for the 

activity of reading a book to gather information several equivalents were incorporated 

in the study, which shared some characteristics while they otherwise differed in 

content, as in reading a book for enjoyment (different function), browsing the web to 

gather information (different medium), and reading a letter from a friend to keep in 

touch (different function and social context). More detailed information about this 

method is provided in Chapters 1 and 2. For the purposes of the present study, we 

focused on literacy activities in which either a print-based medium or an internet-

related new medium was used. These included mass media like books, magazines and 

newspapers, hand-written texts such as letters, notes and postcards, and internet-

related uses of computers and smart phones, although the latter were still a rarity at 

the time the data were gathered. 

 The aim of the present study was to examine changes in discourses of youth with 

respect to their motives for engaging in literacy activities, accessed through either 

traditional print-based or new media. Specifically, we examined whether changes took 

place in the ways youth experienced literacy uses as internally or externally regulated, 

coming from a desire within or an outside force. We were especially interested 

whether uses of new media were more often perceived of as imposed or required 

literacy engagement after youth entered secondary education. Therefore, we followed 
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one group of students to investigate longitudinal changes in the motives mentioned by 

them for engaging in out-of-school literacy activities. As such, the present study offers 

a perspective that to our knowledge is unique, as it provides an in-depth description of 

young people’s changing discourses on why they engage in a broad range of literacy 

practices, old and new. 

 

Method 

Sample  

The study involved 30 students (15 boys and 15 girls) in the lowest tracks of 

prevocational secondary education in urban regions of The Netherlands, which have a 

large population of immigrants. The sample was drawn randomly from a larger sample 

of students participating in the SALSA study (see salsa.socsci.uva.nl), but while 

ensuring that students with immigrant and non-immigrant backgrounds were equally 

presented in the entire group and in the subgroups of boys and girls. All of the 

students with immigrant backgrounds indicated prior to selection that they had 

attended at least three years of Dutch primary education. Most of them (73%) were 

members of one of the four largest labour migrant groups in the Netherlands (Dagevos 

& Gijsberts, 2007), as they had parents from Turkey (27%), Morocco (36%), Surinam 

(18%), or Aruba and the Netherlands Antilles (18%). At the start of the study, students 

attended grade 7 at nine different schools and were 12-14 years of age (M = 13.00). 

 

Procedure 

Longitudinal data were gathered over a two-year period within the previously 

mentioned SALSA research project, which was aimed at examining the literacy 

engagement of a small group of youth in great depth and from different perspectives. 

The first round of interviews took place in the spring of 2008, followed by a second 

round in the spring of 2010. At the second occasion data were drawn from exactly the 

same sample of students who by then attended grade 9. During the two-year period, 

the first author or a trained research assistant met with students at their schools for 

data gathering purposes on at least six different occasions, each lasting approximately 

30-45 minutes. Because of the intensity of the data collection process, especially in the 

context of the larger project, the first author and the students became rather well 

acquainted with each other.  

For the present study, interviews administered at two occasions, one in grade 

7 and one in grade 9, were used. The interviews were conducted with each student 

individually at their schools with consent from their parents. The language spoken was 

Dutch, which all students were sufficiently fluent in. Prior to the interviews students 

were informed that the conversation was going to be voice-recorded and that the 

topic concerned answers they had given in a literacy activities questionnaire 
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administered previously regarding ‘things you do when you’re not attending school’. 

The research assistant transcribed the interviews word by word, including hesitations, 

slip-ups and repetitions.  

 

Setup of the Interview 

The goal of the interview was to obtain in-depth information regarding the motivation 

participants had to engage in particular literacy activities. At the beginning of each 

interview they were asked what a typical day in their life looked like in order to provide 

the interviewer with background information, for instance whether they engaged in 

literacy activities to follow up on a particular interest.  

Next, participants were prompted to reflect on their motives to engage in three 

specific literacy activities, which were selected for each participant individually from a 

literacy activities questionnaire administered previously. Typical items from the 

questionnaire were ‘Do you read magazines for enjoyment, for example about fashion 

or computer games?’, ‘Do you read newspapers to be informed about current 

events?’, ‘Do you instant-message with friends or family members to keep in touch?’ 

and ‘Do you browse the web for news on current events?’. The complete list of 

questionnaire items is provided in the appendix of this dissertation. The selection of 

literacy activities to be discussed in the interview was based on each participant’s 

individual literacy engagement profile as deduced from their frequency of engagement 

and importance ratings of different literacy activities. Of the three activities selected, 

one activity was rated by the participant as highly frequent and important, one as 

highly frequent and unimportant, and one as infrequent and important. This setup was 

chosen in order to probe for reasons of discrepancies between frequency and 

importance, which were potentially related to perceived obligations.  

 In principle, the questioning on motives was open to guarantee that 

participants’ answers were not pre-structured by an a-priori given model: ‘You 

indicated in the questionnaire that you do (not do) X a lot and that you would (not) 

miss it if you could not do it anymore. Could you tell me more about that?’ However, a 

topic list was composed in advance in order to prompt participants when certain 

themes did not come up in the interview. This list comprised seven dimensions of self-

determined behaviour according to the motivational theory proposed by Deci and 

Ryan (see the Intrinsic Motivation Inventory, IMI), which we did not strictly follow but 

used as a framework in particular for exploring to what extent motivation to engage in 

a literacy activity was experienced by participants as volitional and free of outside 

pressures. These topics were: (a) interest/enjoyment, (b) perceived choice, (c) 

value/usefulness, (d) perceived competence, (e) effort, (f)  pressure/tension, and (g) 

relatedness. Examples of prompts were ‘Do you enjoy doing this?’, ‘Do you ever do this 

because you feel you have to?’, ‘Do you do this because it is useful?’ and ‘Does a friend 

or family member help you doing this?’. The topic list allowed the interviewer to probe 
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participants in a uniform manner about various – sometimes even conflicting – reasons 

to engage in a literacy activity. 

Despite the fact that each participant was familiar with the interviewer, this 

method of questioning was not equally effective across participants. From pilot 

interviews that had been conducted we learned that some youth, mostly boys, were 

either less responsive or found it difficult to reflect on their behaviours and 

preferences. With these youth in mind, a set of questions was composed in advance 

with the purpose of keeping the conversation going. One question that worked 

especially well was the following: ‘If we were to make a list of things that suit
6
 you, 

what would you place at the top? Where would you place this activity? Could you tell 

me more about that?’ Often, participants placed family and friends at the top, and 

sometimes sports, hobbies or school. Another question that worked well was asking 

participants to compare present behavior to former engagement: ‘You indicated in the 

questionnaire to do this (in)frequently. Was this always the case? Could you tell me 

more about that?’ In the interviews conducted in grade 9, the interviewer specifically 

referred to literacy engagement at grade 7: ‘If you compare your present engagement 

in this activity to your engagement two years ago, when you had just entered 

secondary school, do you think it has changed? Could you tell me more about that?’ 

 

Analysis Strategy 

In our analyses we focused on accounts youth provided for why they were engaging in 

particular literate activities and how media were involved in their choices. We wanted 

to know if the motives youth mentioned were perhaps different for different sorts of 

media, but also how they conceived of their motivation for certain literate activities 

while taking the complexity of their media environment into account. We expected 

that their media environment was defined by different media options and were 

interested in how youth would describe their motivation for these alternatives. As 

indicated before, we were especially interested in the contrast between motives youth 

mentioned for engaging in traditional print-based media (e.g., books, magazines and 

newspapers) and internet-related new media activities (e.g., instant-messaging, surfing 

the web, playing online games).  

As the selection of literacy activities for each interview was based on relative 

importance and frequency, not all participants brought up motives for both print-

based and new media activities. Therefore, we checked medium type coverage post 

hoc. During the first interview round (grade 7), motives for print-based media were 

mentioned in 77% of the interviews compared to 87% for new media. During the 

 
6 The question in Dutch was: ‘Als we een lijstje maken van dingen die bij jou horen, wat zou je bovenaan 
zetten?’ Some meaning is lost in the translation of ‘horen’ into ‘suit’, as the Dutch verb stresses that this 
particular thing belongs to the student, is part of what he/she is.  



Youth discourses on why to engage in old and new media 

93 

 

second round (grade 9), motives for print-based and new media were mentioned in 

97% of the interviews. When we present the results, we will therefore show both 

absolute numbers and percentages of participants mentioning a certain type of 

motive. Furthermore, in the quantitative analyses of the interviews we have treated 

the absence of motives for a medium that was not discussed in that particular 

interview as a missing value.  

Coding was carried out by the first author and checked and controlled by the 

second author. For the purposes of the present study, the interviews were coded to 

determine which motives participants had to engage in literacy activities accessed 

either through a print-based or a new medium. The development of the coding system 

proceeded according to the principles of Grounded Theory, starting with an inductive 

approach and generating theory from data (Boeije, 2005; Glaser & Strauss, 1967). First, 

fragments relevant to the research question were identified, marked, labelled and 

compared in 10 interviews from the first interview round. Motives to engage in print-

based media were distinguished from motives to engage in new media. Next, a 

tentative coding scheme was developed with this sample and an additional number of 

20 interviews was coded to check whether the categories were saturated, which was 

indeed the case. With the thus distinguished categories (see below) the whole sample 

of 30 interviews was analyzed. As a final step, interviews from the second round were 

coded. We first analyzed 10 interviews to check whether the coding scheme required 

alterations, which was not needed. Therefore the coding system was applied to all 30 

interviews from the second round of interviews. 

 

Coding Scheme 

We noticed in the interviews that participants often mentioned more than one (type 

of) motive to engage in a literacy activity, indicating that motives were not considered 

in isolation. Generally, participants mentioned two types of motives to engage in 

literacy activities involving either print-based or new media: They indicated that 

literacy engagement was motivated by a desire from within or regulated externally, 

both of which were not mutually exclusive.  

We labelled the first internal motivations, as these indicated that participants felt 

they engaged in a literacy activity because of a personal and direct need they 

experienced, free from outside pressure or stimulation. They often considered the 

literacy activities they engaged in enjoyable, interesting or useful. On some occasions, 

they indicated to be motivated by a desire to be informed or to learn something new, 

which we called informational purposes. Two main themes that came up in the 

interviews were the appeal of particular topics (in case of print-based media) and the 

need to feel connected to known others (in case of new media).  

We labelled the second external motivations, as they were related to external 

demands participants mentioned that were placed on them, obligations they felt to 
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engage in a literacy activity, or socially sanctioned mores that legitimized or otherwise 

instigated literacy engagement. For example, in such cases participants mentioned that 

they engaged in literacy activities in order to meet school requirements, to conform to 

religious customs, to act upon social obligations or to exploit newly discovered 

(financial) freedoms. As we mentioned before, both types of motivation did not 

exclude each other, as participants regularly mentioned internal motives (e.g., ‘I read 

fiction because I enjoy doing so’) as well as external motives (e.g., ‘I read fiction 

because I have to for school’). 

There were also literacy activities for which there was no clear sign that 

participants’ engagement was either motivated by an individual desire or an outside 

demand. In these cases their responses rather indicated that they engaged in a literacy 

activity without a clear purpose, reason or desire, suggesting that they lacked intent to 

act, which we called amotivation. Participants mentioning amotivation as a reason for 

engaging in a literacy activity, showed no signs of appreciating the particular activity 

nor of disliking it. A vast majority of them explained that they engaged in it because 

they had nothing else to do.  

As mentioned before, we noticed in the interviews that participants often 

provided more than one (type of) motive to engage in a literacy activity. We also found 

that they related motives to engage in one literacy activity to motives for engaging in 

another. Particularly frequently mentioned were motives indicating that they weighed 

the medium involved in a literacy activity against another medium or against 

unmediated literacy activities. In such cases, they indicated to read a book for 

enjoyment but to prefer watching the movie, or to use social media to keep in touch 

with friends but to rather meet up in real life for this purpose, to name some 

examples.  

Another example of the relational nature of motives is that participants’ reasons 

for engaging in or valuing a literacy activity were often counter-balanced by other 

motives. We called these counter-motives, as they concerned the reasons they had for 

not engaging in or not appreciating a literacy activity. In some cases, counter-motives 

were related to the literacy activity itself (e.g., ‘I find it interesting but at times 

boring’), while in other cases they concerned the prioritization of non-literate activities 

(e.g., ‘I find it enjoyable, but I find other things more enjoyable’). It should be noted 

that in our analyses only those fragments were considered instances of weighing and 

counter-balancing in which the participants did so by themselves without being 

explicitly triggered to make comparisons.   

 

Results 

The recurrent themes from the interviews will be discussed in three steps. We start by 

describing the motives participants mentioned at the first round of interviews for 
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engaging in literacy activities involving print-based media, followed by the motives 

they provided for engaging in literacy activities involving new media. In the third 

section, we will introduce a longitudinal perspective and compare participants’ 

discourses obtained from the first and second round of interviews.  

The absolute numbers and percentages of participants mentioning a certain type 

of motive are provided in Table 5.1. Given the purpose of the present study to focus on 

contrasts between print-based and new media, these are presented for each 

separately. Differences between the medium types with small, medium or strong 

effect sizes (using Cohen’s D) are marked, allowing the reader to infer whether the 

number of participants that mentioned a type of motive for print-based activities at 

one round of interviews, say internal motives in grade 7, was substantially larger than 

the number of students who mentioned that motive for new media activities at the 

same round. Statistical significance was not tested because of the small sample size. In 

Figure 5.1, the results for the main motive types are graphically depicted with 

comparisons across grades.   

 
Table 5.1 Number of participants mentioning each type of motive with comparisons between print-based 

and new media 

 
 Print-based Media  New Media 

 G7 (N=23) G9 (N=29)  G7 (N=26) G9 (N=29) 

 N % N %  N % N % 

Main motives          
 Internal motivation 18 78 25 86  26 100** 25 86 
 External motivation 15 65 20 69  2 8*** 13 45* 
 Amotivation 9 39 18 62  8 31* 10 34* 
Relational motives          
 Weighing 7 30 13 45  17 65** 19 66* 
 Counter-motives 17 74 24 83  16 62* 21 72* 

Note. * = small effect (Cohen’s d > .2), ** = medium effect (d > .5), *** = large effect (d > .8). For example, in 

grade 7 external regulations were mentioned by 65% of the participants for print-based media and 8% for 

new media. This was a difference with a large effect. 

 

Motives to Engage in Print-Based Media 

A majority of the participants who attended grade 7 indicated to engage in literacy 

activities involving print-based media free from outside pressures, which we labelled 

internal motivation. A slightly smaller (yet still considerable) number of participants 

provided motives that were related to external demands or incentives, which we 

labelled external motivation. In the fragments below, both from the same 12-year-old 

native Dutch girl, the two types of motives are mentioned. The topic of conversation 

was reading books for knowledge gathering purposes. In the literacy activities 

administered prior to the interview, the girl had indicated that she engaged in this 

literacy activity on a daily basis and that she would not miss doing so at all.  



 

 
 

 

   

Note. N = 30 for total media in grade 7 and 9; N = 23 for print-based media and N = 26 for new media in grade 7; N = 29 for print-based and new media in grade 9. 

* = small effect size (Cohen’s d > .2), ** = medium effect size (d > .5). 

 

Figure 5.1 Percentage of participants mentioning motives to engage in literacy activities involving print-based or new media 
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Nou, omdat… meestal zijn de teksten heel erg 

saai. Dan gaat het over iets wat ik helemaal niet 

leuk vind om te lezen. Bijvoorbeeld, ik houd van 

dieren. Dan wil ik meestal wel een dierenverhaal 

lezen  of zo. En dan ga ik naar iets uit de oorlog of 

zo. En dat vind ik drie keer niks. (...) Ik houd niet 

zo van lezen. Ik wil liever gewoon vrij buiten 

spelen of zo. Dat vind ik gewoon veel leuker dan 

een boek lezen. Als het dan niet over een leuk 

onderwerp gaat. 

 Well, because… those texts are usually very boring. 

In those cases it’s about something I don’t enjoy 

reading at all. For example, I love animals. So I am 

usually willing to read a story about animals or so. 

And then I come across something like the war. And 

I really dislike that. (…) I don’t particularly enjoy 

reading. I just prefer playing freely outdoors or so. I 

just enjoy that much more than reading a book. 

When it’s not about an enjoyable topic, that is. 

   

Ja, dat zou ik niet missen, want dan heb ik weer 

meer vrije tijd. (…) En dan kan ik weer meer 

dingen doen die ik wil doen. (…) Dus dat is anders. 

Omdat… dat dan… dat hangt van je cijfer af . (…) 

Ja, dat is gewoon anders. 

 Well, I wouldn’t miss it, because then I will have 

more spare time. And then I can do more of the 

things I want to do. (…) So it is something 

different. Because… your grade depends on it. (…) 

Yeah, that’s just something different. 

 

These fragments nicely illustrate that participants often mentioned more than one 

motive for engaging in a literacy activity, as the girl reported to find reading books 

boring and to have different priorities, to read only when she needed to, but also to 

enjoy reading under particular circumstances. For this girl and many others an 

appealing topic created the ideal conditions to engage in a literacy activity involving a 

print-based medium, not only books but also magazines and newspapers. The sorts of 

topics participants mentioned to enjoy were wide-ranging and included sports, music, 

celebrities, animals, love and forensic detectives. Other participants, smaller in 

number, explained that they engaged in print-based activities ‘just because it’s fun’ or 

for reasons related to characteristics of books, for instance immersion in another 

world or person and excitement or thrill. In a few cases the importance to relax rather 

than to be excited was mentioned and some indicated to be drawn to true stories. A 

couple of participants expressed that they engaged in literacy activities they were not 

required to engage in for informational purposes, in most cases reading newspapers to 

be informed about currents events. One boy explained that he sometimes read 

manuals in order to gather information required to play a computer game. Finally, a 

very small number of participants engaged in print-based activities to feel connected 

to a significant other. Some girls reported to write notes and letters to stay in touch 

with friends, and one boy enjoyed sharing his passion of Formula 1 with his father, for 

instance through reading magazines together.  

Like the girl introduced before, participants clearly distinguished between literacy 

activities they engaged in because they wanted to, such as those that involved 

engaging topics, and literacy activities they were required to do. The majority of the 

participants who mentioned an obligation to read or write expressed that their 

motives were related to school: Some of them explained that they had to read or 

write, while others described that they did so in order to receive a good grade. A 



Chapter 5 

98 

 

minority of participants claimed to engage in school-related literacy activities because 

they themselves found school, learning or their future career important, which 

indicated that they did not simply abide by a request. One participant mentioned to 

have a different kind of external drive to engage in a print-based activity, as she felt 

compelled to read the newspaper to find a job.  

A number of participants – all with immigrant backgrounds – explained that 

religious mores and traditions formed an impetus for engaging in print-based literacy 

activities. Some of them reported to engage in religious activities because they had to, 

for instance because their parents made them go to the Mosque. However, most 

participants provided motives that indicated they had internalized the importance to 

read for religious reasons. For example, a 13-year-old boy with an immigrant 

background, when asked how he had once started reading the Bible, responded: 
 

Toen kreeg ik van mijn moeder het Nieuwe 

Testament. En toen moest ik Openbaring lezen. (…) 

Ik heb het vanaf kleins af aan, dus nu doe ik het nog 

steeds. Toen ik op vakantie ging, toen ik klein was, 

met mijn tante, moest ik van mijn moeder ook het 

gaan lezen. (…) Ja, ik vind het wel belangrijk, en ik 

vind het ook goed wat Jezus heeft gedaan. 

 My mother gave me The New Testament and I 

had to read The Book of Revelation. (…)  I have 

done so from a very early age, so now I still do it. 

When I went on vacation, when I was young, with 

my aunt, my mother made me read it as well. (…) 

Yes, I think it is kind of important, and I also 

appreciate all that Jesus has done. 

 

Generally, participants who read for religious reasons explained that they had been 

taught the significance of doing so from an early age and had come to find it self-

evident. For instance, they thought it was important to learn about their roots and to 

engage in religious texts because they wanted to be a good person, did so because it 

was part of their customs, or they thought such texts filled a void.  

Furthermore, a considerable number of participants reported to engage in a 

literacy activity involving a print-based medium without having a clear intent to act, 

which we considered a sign of amotivation. These participants claimed to read and 

write when they had no other options, for instance when they were in bed or at the 

dentist, when they were not allowed to use the computer or watch television, or when 

there was nothing interesting to watch on television. 

As we mentioned previously, participants often reported to have more than one 

motive to engage in a literacy activity. In a number of cases, participants focused on 

the medium as such spontaneously, weighing their motives to engage in a print-based 

medium against engaging in another medium or against unmediated activities. For 

instance, when the interviewer asked a 14-year-old boy with an immigrant background 

how he felt about reading in general, he explained: 
 

Lezen is stom en saai. Ik lees nooit boeken. Ik kijk 

liever films dan die boeken. Van Griezelbus of zo, 

zo’n film, die kijk ik. (…) Hoef ik niet te lezen. Is 

leuk en spannender dan een boek. 

 Reading is stupid and boring. I never read books. I’d 

rather watch movies than those books. Griezelbus or 

so, such a movie, I watch that. I don’t need to read. 

It is fun and more exciting than a book. 
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In this fragment, the boy compares reading a work of fiction to watching it on 

television, both of which concern one and the same literacy activity that may be 

accessed through different media. Like this boy, most participants explained how print-

based media were outweighed by other media, mostly new media. For instance, they 

rather used a computer to search for information than go to the library or preferred 

instant-messaging and emailing to sending a postcard. 

On other occasions participants mentioned motives to engage in a literacy 

activity alongside motives not to do so, which we called counter-motives. Participants 

generally mentioned two main reasons for not engaging in a print-based activity: They 

found them boring or stupid, or they indicated to have different priorities. Both of 

these reasons were mentioned by the girl from the first interview fragment. On other 

occasions, less frequently occurring, participants thought print-based activities were a 

waste of time, they missed pictures, or believed reading and writing required too much 

effort. Within the context of having different priorities, participants mentioned 

competing literacy activities as well as a broader range of leisure time activities. For 

example, they found sports and friends more important, gave priority to school and 

homework, or rather went outside.  

To summarize, participants often mentioned several motives to engage in a 

literacy activity involving a print-based medium. Most frequently mentioned were 

motives that indicated participants did not experience outside pressure or stimulation. 

Instead, they generally indicated to find print-based activities enjoyable, provided that 

the topic was of interest. Also frequently mentioned were motives related to external 

demands or incentives, mostly in the context of school. For one particular group of 

youth with immigrant backgrounds, religious mores and traditions were important 

reasons to engage in print-based literacy activities. Furthermore, some participants 

expressed a lack of intent to act and turned to reading or writing only when no other 

options were available to them. We also found that some participants explicitly 

weighed their engagement in a print-based medium against another medium and 

mostly preferred new media over print-based alternatives. Finally, many participants 

mentioned counter-motives, meaning that they found reading or writing boring or 

indicated to have different priorities.  

 

Motives to Engage in New Media 

Many participants indicated that they engaged in literacy activities involving new 

media to satisfy basic needs for fun and feeling connected to significant others. For 

example, in the fragment below a 13-year old native Dutch girl explained the appeal of 

instant-messaging with friends, of which she had indicated in the questionnaire that 

she did it frequently and would miss it very much if she could not do so anymore. Later 

on when the interviewer asked her to compare reading to instant-messaging, she 

elaborated on the differences: 
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Het zijn vrienden van me die erop zitten. Nou, daar 

wil ik wel gewoon contact mee hebben. Gewoon 

echt lol heb ik met ze op MSN. En daardoor kan ik 

het echt niet missen, want dan kan ik gewoon leuk 

praten. (…) In een boek lees je alleen maar over 

diegene, maar op MSN krijg je allemaal 

verschillende dingen door. En dan blijft het leuk. (…) 

Het is lol, het is soms nog wel eens serieus, het kan 

boos zijn, het kan verdrietig zijn, het kan blij zijn. En 

in een boek kan het ook wel zo zijn, maar het gaat 

altijd over een hoofdpersoon. En daarom vind ik, ja, 

ik weet het niet, ik vind het niet echt interessant, als 

je de hele tijd maar in een boek zit. (…) Ik vind 

praten tegen iemand veel leuker. 

 Those are friends of mine, that are on it. Well, I 

just want to keep in touch with them. I just really 

have fun with them on MSN. And that’s why I 

really couldn’t miss it. Because then I can just talk, 

for fun. (…) In a book you only read about the 

other person, but on MSN you receive all different 

sorts of things. And because of that, it stays fun. It 

can be fun, at times even serious, it can be angry, 

it can be sad, it can be happy. And in a book it can 

be like that as well, but it is always about a main 

character. And that’s why I think, yeah, I don’t 

know, I don’t really think it is interesting when 

you spend all of your time in a book. I enjoy 

talking to someone much more.    

 

The fragment shows that there were several aspects of this literacy activity the girl 

enjoyed that were deeply intertwined with the technology used, such as the 

interactive nature of new media, the involvement of people she knew intimately and 

the emotions that were evoked while she interacted with friends. In the fragment 

above, she nicely pinpoints characteristic differences between the affordances of new 

and print-based media, the latter of which typically involve consumption and an 

unknown author. For many other participants as well the appeal of new literacy 

activities was essentially their interactive and social nature. MSN was the medium of 

choice for most participants, but social network sites were also frequently mentioned, 

of which many participants in addition indicated to appreciate the possibility of 

watching movies and photographs. 

The fun aspect of new literacy activities was not necessarily related to social uses. 

A source of enjoyment particularly to boys were computer games, of which several 

mentioned in the interviews that they were addictive. In comparison, all girls who 

mentioned the addictive appeal of new media were talking about social media uses. 

Furthermore, some participants expressed to engage in new literacy activities to be 

informed or to learn something new, but the number was small. One girl explained 

having taught herself how to build websites with the help of online resources, another 

girl looked up lyrics in order to understand the songs she listened to on YouTube, and 

one boy gathered information online in order to further develop his skill in a computer 

game.  

All participants who mentioned a motive to engage in a literacy activity involving 

a new medium provided reasons that were not related to outside pressures, but rather 

indicated than an inner desire drove engagement. As can be seen from Table 1, this 

number was larger than the number of participants mentioning internal motives for 

literacy activities involving print-based media. The reverse was true with respect to 

literacy engagement that was experienced as imposed or driven by external 

regulations. Almost none of the participants explained that they engaged in a new 
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literacy activity because they were required to do so. The participants who did, 

explained that their motives were related to school. One boy used new media to 

search for information needed to receive a good grade, while one girl approached her 

teacher through MSN in order to exchange practical information.  

Compared to print-based media, a slightly smaller number of participants 

engaged in a new media activity while being amotivated, meaning that engagement 

was neither requested of them nor chosen actively and was therefore lacking in intent. 

In such cases, participants claimed to engage in a literacy activity when they had 

nothing else to do, for instance when their friends were not available to hang out with 

outdoors, when it was raining, or when they felt bored. For example, a 13-year old boy 

with an immigrant background had indicated in the questionnaire that he visited the 

Dutch social network site Hyves frequently to keep in touch with friends or relatives, 

but that he would not miss doing so at all. First, he explained that he had other options 

available to him to keep in touch. When the interviewer asked him why he visited the 

site frequently then, he replied: 

 
Ja, als je niks te doen hebt en je zit toevallig op de 

computer, dan ga je daarop kijken. Bijvoorbeeld, 

je hebt buiten gespeeld, je weet even niet wat je 

moet doen, dan ga je op de computer, en dan ga 

je naar die website. 

 Well, when I have nothing to do and I happen to sit 

behind the computer, then I check the site. For 

instance, when I am finished playing outside and I 

don’t know what to do, then I turn on the computer 

and visit that website. 

 

In this particular case, the boy was reluctant to say that he enjoyed the activity. At 

times in the interview he did, while at other times he withdrew previous statements. 

This was a rather typical pattern throughout interviews with other participants who 

explained to be amotivated. Furthermore, there was one group of boys who were 

highly involved in online gaming, although their numbers were small considering the 

entire sample. Despite their frequent engagement, these boys indicated to play games 

only when their preferred options for spending their leisure time were not available to 

them. For example, one boy explained that he usually played computer games a lot 

during the weekends, as on those occasions his friends would be unavailable to him 

because they were playing soccer matches. 

The examples related to amotivation also show that, as mentioned before, 

participants often reported more than one motive to engage in a literacy activity. In a 

number of cases, participants explicitly mentioned the medium as the reason to 

engage in a literacy activity, weighing their motives to engage in a new medium against 

engaging in a print-based medium, another new medium or against unmediated 

activities. Compared to literacy activities involving print-based media, much more 

participants weighed the use of a new medium against another medium. For example, 

some participants rather used instant-messenger or social network sites to keep in 

touch with friends than to call them by telephone, while others preferred the 
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telephone over new media. Frequently mentioned in general were advantages 

typically associated with new media, such as ease of use (it requires little effort), 

affordability (it costs no money), multimodality (you can see and/or hear the other 

person), speed (the technology operates quickly) or synchronicity (the sender receives 

a reply instantly). There also was a group of participants who rather had real-life 

interaction than to use a new medium. These participants explained they did not need 

MSN or webcams to keep in touch, as they saw their friends or relatives at school, in 

the neighbourhood or during holidays.  

On other occasions participants mentioned motives to engage in a literacy 

activity alongside motives not to do so, which we called counter-motives. Compared to 

print-based media somewhat fewer participants mentioned counter-motives to 

engaging in literacy activities accessed through new media. A range of counter-motives 

were mentioned, as participants explained that they found instant-messaging and 

social network sites boring, stupid or unimportant, believed social network sites were 

too limited in functionality, complained about people bothering them through instant-

messenger, or mentioned failing technology as a counter-motive to using web cams. 

However, the most frequently mentioned reason for not engaging in a new media 

activity was having different priorities, the latter of which involved both literate as well 

as non-literate topics of conversation. Generally, participants preferred going outside, 

rather spent time with friends or gave priority to school and homework. For example, a 

14-year-old native Dutch boy indicated that he was less invested in online gaming than 

he had once been, although he still engaged in it very frequently. As an explanation he 

offered that other things like sports and, as the fragment below highlights, school had 

become more important to him: 

 
Soms veranderen er dingen. Toen dacht ik dat het 

wel belangrijk was. Toen was ik echt druk bezig met 

Runescape, om zeg maar dik te handelen in dat 

spel. Toen dacht ik dat ik het niet zou kunnen 

missen. Maar het is en blijft gewoon een spel. Het is 

gewoon een klein stukje bij je leven. Ik zou alles wel 

missen, maar ik zou het zeg maar niet zo erg missen 

dat je helemaal gek wordt, zeg maar. Omdat het 

maar een klein spel is, omdat het maar een spel is. 

En het blijft maar een spel. Er zijn wel dingen die 

veel belangrijker zijn dan Runescape. Zoals, nou 

gewoon, mijn toekomst, school. Gewoon de 

dagelijkse dingen waar je mee omgaat. 

 Sometimes things changes. At that time I thought 

it was kind of important. I was really involved in 

Runescape, you know, trading big time. At that 

time I thought I couldn’t miss it. But it is and will 

always be just a game. It is just a little piece of 

your life. I would miss everything, but I wouldn’t 

miss it like going crazy missing it, you know. 

Because it’s just a little game, just a game. And it 

will stay just a game. (…) There are things that are 

much more important than Runescape For 

example, well, my future, school. Just the daily 

things you deal with. 

 

 

This particular example further illustrates that participants could have motives to 

engage in a literacy activity while at the same time having motives not to do so. It 

should be noted that participants who mentioned counter-motives to a literacy activity 

did not necessarily engage in it infrequently. This boy, for instance, clearly maintained 
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that he still spent a fair amount of time playing computer games for his enjoyment. In 

his case the mentioning of different priorities probably indicated a shift in his thinking 

about his preferred new media activities, which may or may not have lead to changes 

in actual behaviour, as we will show in the next section. 

To summarize, all participants who mentioned motives to engage in literacy 

activities involving new media indicated to have reasons that were not related to 

outside pressures. In most cases they engaged in new literacy activities to satisfy inner 

needs for fun and feeling connected to significant others. We made several 

comparisons of motives provided for new media activities to those given for print-

based activities (see Table 1). First, internal motivation was mentioned by a larger 

number of participants in the context of new media. The reverse was true with respect 

to engagement that was experienced as imposed or driven by external regulations, as 

almost none of the participants provided such motives. In addition, a slightly smaller 

number of participants mentioned being amotivated to engage new literacy activities. 

We furthermore found that a larger number of participants mentioned weighing the 

use of a new medium against another medium, generally preferring options for fast, 

easy, affordable and real-time communicative exchanges. Interestingly, new media 

always outweighed print-based media and never the other way around. Finally, we 

found that counter-motives were frequently, but somewhat less often, mentioned for 

literacy activities accessed through new media. Participants mostly mentioned having 

different priorities like going outside, spending time with friends or doing homework.  

 

Shifting Motives 

The most striking shift that occurred between grade 7 and grade 9 was that 

participants more frequently mentioned engaging in literacy activities involving new 

media because of external demands or outside stimulation, indicating that external 

motivation for literacy activities with new media increased (see Figure 5.1). This shift 

occurred for a number of reasons. First, participants more often reported to engage in 

new literacy activities because they were required to do so for school. For example, a 

15-year-old boy with an immigrant background had chosen ICT as a specialization after 

the first two years of prevocational secondary education. He explained that in his 

leisure time he spent a lot of time on the laptop to finish assignments. When the 

interviewer asked him which applications he used, he elaborated on the software he 

had learned to use at school: 

 
Ik moet heel veel dingen voor ICT doen, heel veel 

dingen maken. Het lijkt veel, zes weken de tijd 

krijgen. Maar als je kijkt naar die opdrachten, wat je 

allemaal moet doen... En dan ook nog als je dingen 

niet tijdens de les af kan krijgen, moet je wel heel 

veel achter de laptop voor ICT doen. (…) We doen 

 I have to do a lot of things for ICT, make a lot of 

things. It may seem a long time, to get six weeks. 

But when you look at those assignments, all the 

things you have to do... And also, when you don’t 

finish your work during class, you really have to 

do a lot on the laptop for ICT. (…) We do it in 
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het in SharePoint Designer. Dat gebruiken we om 

sites mee te maken. Soms gebruiken we ook Adobe 

Photoshop. En, wat hebben we nog meer? Ja, Word 

gebruiken we ook standaard. 

SharePoint Designer. We use that to build 

websites. Sometimes we also use Adobe 

Photoshop . And, what else have we got? Yeah, 

we normally use Word as well. 

 

Some other participants similarly mentioned that changes in their school environment 

had led them to engage in literacy activities involving new media more frequently for 

educational purposes. Generally, 9
th

 graders more often mentioned browsing the web 

for educational information and using social media (i.e., MSN and e-mail) to discuss or 

exchange homework. Almost all of them indicated that they found the use of new 

media for school purposes fun, important or convenient.  

In addition to school, several participants indicated that other external incentives 

made them engage in literacy activities accessed through new media. In most cases, 

the incentive was of a financial nature. Several participants explained that they used e-

mail and online application forms to look for a job. In addition, one boy tried to earn 

money by buying and selling used items on a trading platform (i.e., ‘Marktplaats’), 

while another boy bought DJ gear on a specialized website, which he had become 

acquainted with through his dad. Besides financial incentives, several participants 

mentioned social obligations as reasons for engaging in new literacy activities, which 

they had taken upon themselves voluntarily. For example, a 16-year-old native Dutch 

boy had committed himself to a gamers’ forum. This was the same boy who previously 

mentioned to be highly involved in online gaming while finding other things more 

important. In grade 9, he explained that he had become a moderator of an 

international gamers’ forum through what he called ‘applying for the job’. Among his 

tasks were monitoring and intervening in the exchanges between forum members, 

functioning as a kind of expert on the game he was involved in, and passing on 

information he received directly from the distributors of the game on novel features. 

He did these things both in Dutch and English. Throughout the conversation he clearly 

explained that he had a sense of duty about the forum activities he was involved in. He 

hardly played the game anymore at the time of the interview, so the interviewer 

further explored why he still moderated the forum:  

 
Nou, dat is van Runescape. En dat moet ik dan 

bijhouden elke dag. En dan moet ik gewoon posten, 

ja, wat er nieuw is en vragen beantwoorden wat 

mensen aan mij vragen. (…) Dat was heel lang 

geleden aan mij gevraagd en daar heb ik al ja op 

gezegd. En ja, mensen zeggen dat ze er heel veel 

aan hebben, aan de antwoorden die ik geef. 

 Well, the forum concerns Runescape. And I 

have to keep up with it daily. And then I just 

have to post, well, what’s new and answer 

the questions people have for me. (..) 

Someone asked me to do these things a long 

time ago, and I already said yes to that. And 

well, people tell me that the answers I give 

them are very useful. 
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His answers indicated that he did not simply comply with an external request. He had 

taken on these tasks freely, he felt responsible, and he also considered his 

contributions meaningful. Similarly, another boy was involved in a Dutch internet radio 

community, using Skype to keep in touch with people he considered his colleagues, 

contributing news items to a website, altering the graphics of the website, and ‘hiring’ 

new contributors. This 14-year-old native Dutch boy explained in great detail how 

several events in his life had led to his recent involvement in internet radio. At three 

separate occasions in the conversation, the interviewer asked him how his internet 

radio activities had come about. And at each of these occasions, he provided a 

different answer: 

 
Nou, via dat Skype. Kwam ik erachter dat sommige 

mensen wel internetradio’s hadden en zo. Toen 

hadden ze me een site gegeven. Toen kwam ik zo 

achter dat je daar ook zelf gratis een website kon 

maken. (…) Ik heb de laatste ook niet echt wat te 

doen. Dus ga ik maar achter de computer zitten. 

Toen had ik nog echt heel veel huiswerk en nu niet. 

(…) Ik vond het wel interessant om sites te bouwen 

en ik kreeg het bij GRM ook. Toen ik dat site 

bouwen voor het eerst kreeg, dacht ik, ja, dat is niks 

voor mij. Maar nu ik gewoon de simpelere versie 

heb gevonden, is dat wel makkelijker.  

 Well, through Skype. I found out that some people 

had internet radios. They named me the website. 

And then I found out that you could build your 

own website for free. (…) Also, I don’t have a lot 

to do lately. So I just go and sit behind the 

computer. I used to have a lot of homework, 

really, but at the moment I don’t. (…). I thought it 

was kind of interesting to build websites and I was 

taught to do so in class. When I first learned how 

to build websites, I thought it was not for me. But 

now that I have discovered a simpler way of doing 

so, it has become easier. 

 

Elsewhere in the interview he mentioned other changes in his life that had intensified 

his engagement in new literacy activities. In the past year, he had come to own his 

own computer, which he had bought with his own savings. Furthermore, he indicated 

that his interests had evolved as a result of growing up. When he was younger, he 

watched cartoons on television a lot and he used to draw.  

A difference between the two boys involved in online communities was that the 

new media practices of the 16-year-old were unrelated to school literacy practices, 

while the 14-year-old indicated a transfer of skills from one context (school) to another 

(leisure time). Some of the other participants, but not many of them, also indicated 

that their engagement in literacy activities involving new media was somehow sparked 

at school. For example, a 15-year-old girl with an immigrant background explained that 

she more frequently used the Internet to search for information, as she had switched 

to a new school that required her to do so. She added that she now felt challenged and 

that her curiosity in a number of topics had been piqued, because of which she more 

frequently used the Internet as a source of information on her own initiative.  

Overall, the number of participants who mentioned reasons to engage in literacy 

activities involving new media free from outside pressure or stimulation, declined from 

grade 7 to grade 9. This was she second significant shift we noticed (see Figure 5.1). In 
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grade 7, a larger number of youth reported internal motivation of engagement in new 

literacy activities compared to print-based activities, but the difference had 

disappeared in grade 9. This development was mostly due to an increase in interviews 

in which participants mentioned motives to engage in new literacy activities that came 

from outside. So the decrease in internal motives was directly related to an increase in 

external motives.  

Furthermore, we noticed a shift in one type of internal motives participants 

reported. In grade 9, they more frequently mentioned the use of new media as a 

source of information. We previously showed an example of such a case, namely a girl 

who more frequently browsed the web for knowledge gathering purposes because her 

curiosity was sparked at school. For instance, she mentioned that she once saw a 

movie about Nelson Mandela in class, which had led her to look up more information – 

on her own initiative – on Apartheid. Other participants mentioned different 

incentives. One girl wanted to be an architect and frequently looked up information 

about buildings, one boy was highly interested in mopeds, and another boy watched 

Discovery Channel a lot and regularly consulted Wikipedia for further information.  

However, we found that other participants were much less eager to use the 

Internet as an information medium. In cases where the interviewer asked participants 

to compare informational uses of new media to similar uses of other media such as 

television and print-based media, the trustworthiness of new media was often put into 

question. This is how three 15-year-old native Dutch participants (the first a girl, the 

second a boy, and the third also a girl) explained their distrust of new media: 

 
Eigenlijk nieuws van tv, want dat geloof je eerder 

dan op internet. Omdat… op internet zijn heel veel 

dingen die niet waar zijn. En op tv checken ze dat 

wel dubbel. Dus dat is meestal wel waar. 

 

 I prefer news on TV, because I believe that before 

I believe the Internet. Because… on the Internet 

lots of things aren’t true. And on TV they do 

double-check stuff. So in most cases, that’s true. 

Wikipedia, dat is niet altijd vertrouwd, omdat je 

dat ook zelf kan veranderen. 

 

 You can’t always trust Wikipedia, because you 

can alter things yourself. 

Ik vind dat op het internet vaak onbetrouwbare 

informatie staat. Echt heel vaak. Ik zoek het liever 

op in een boek, in de bibliotheek. Want dan heb ik 

zekerheid, want dan is het echt iemand heeft het 

onderzocht, die heeft dat geschreven. En op het 

internet kan het een student zijn die gewoon iets 

klakkeloos neer heeft gezet. En dat anderen het 

over gaan nemen, maar het dan verkeerd leren. 

 I think there’s a lot of unreliable information on 

the Internet. Really very often. I prefer looking it 

up in a book, in the library. Because then I have 

certainty, because then the person who has 

written it has really investigated it. And on the 

Internet it can be a student who just wrote 

something rashly. And then other people take 

that in and learn it falsely. 

 

These fragments show that participants who questioned the trustworthiness of new 

media attributed great value to authority figures. Information that could have been 

provided by just anybody, was not to be trusted at face value. Interestingly, this type 
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of distrust of new media as a source of information was not mentioned at all in the 

interviews conducted in grade 7. This was probably the case because the use of the 

Internet as an information medium was only mentioned by one participant at that 

time.  

 With respect to amotivation, weighing of the medium and counter-motives, 

there were no substantial differences between grade 7 and 9 in the number of 

participants mentioning these as reasons for (not) engaging in new literacy activities 

(see Figure 5.1). However, we noticed that in grade 9 an especially large group of boys 

mentioned counter-motives to engaging in computer games, while adding that they 

engaged in online gaming less frequently as a result of this. For example, in the 

previous paragraph we introduced a then 14-year-old native Dutch boy who was highly 

involved in online gaming, despite his claim that he had different priorities such as 

school and sports. Two years later he indicated that he was committed to a gamers’ 

forum, but that he did not really play the game he was once dedicated to anymore, nor 

any other game. When the interviewer asked him about his changing engagement, he 

responded in two ways: 

 
Ja, dat is een beetje veranderd in de jaren. Ze 

hebben heel veel veranderd. Dat is een beetje 

saaier geworden. Het is nog moeilijker gemaakt, dus 

nu duurt het nog langer voordat je iets krijgt of iets 

omhoog haalt. Dus het is een beetje saai geworden. 

En daarom ben ik het ook minder gaan spelen. 

Omdat het gewoon te lang duurt soms voordat je 

iets bereikt. (…) Nu ook drie dagen werken en ook 

weer gewoon een sport erbij gedaan. Nu ook al wat 

meer bezig met m’n huiswerk, wat ik eerder 

eigenlijk helemaal niet deed. Volgend jaar examen. 

 Yes, that has changed somewhat over the years. 

They have changed a lot. It has become more 

boring. They have made it more difficult, so now it 

takes longer before you receive something or 

enhance something. So it has become somewhat 

boring. And that’s why I started playing it less 

frequently. It just takes too long before you get 

anywhere. (…) Also, I now work three days and 

have started doing another sport, too. And I am 

more focused on my homework now, something I 

did not really do before. Next year I have exams. 

 

His response was prototypical of the reasons other boys mentioned to engage in 

computer games less frequently. The game was either no longer interesting or 

challenging to them, or they indicated to have different priorities such as school and 

homework, going outdoors, hanging out with friends and playing sports. Given this 

finding, it was also interesting to note that no single participant mentioned addictive 

aspects of computer games in grade 9 anymore.  

With respect to literacy activities involving print-based media, we observed one 

significant shift in motivation type, which concerned an increase in the number of 

participants mentioning amotivation (see Figure 5.1). A 14-year-old girl with an 

immigrant background formulated the general sentiment well: 

 
Ik lees het alleen maar als ik alleen thuis ben. Dan 

pak ik het en dan lees ik, soms, heel soms. Het is 

echt alleen als niemand tegen me praat op MSN. 

 I only read it when I am home alone. Then I get it 

and then I do read, occasionally, very occasionally. I 

really only do it when no one talks to me on MSN. 
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En ja, als er niks op tv is. Dan pak ik het wel 

eventjes en dan lees ik het wel even door. 

And well, when there is nothing on TV. Then I go get 

it and read through it for a while. 

 

In this fragment the girl explained why she had indicated in the questionnaire that she 

did not read the Quran often but would miss doing so a lot. She made it very obvious 

that she read it only when she felt there were no other options left available for her, 

options she much preferred. Other participants similarly indicated that they lacked 

clear intent to engage in print-based media, explaining that they only did so when they 

had nothing else to do and were bored. An example of a literacy activity that was 

mentioned in grade 9 but not in grade 7, was reading freely available newspapers 

while travelling with public transportation, a situation in which participants indicated 

to lack alternative ways of filling their leisure time. 

Furthermore, we observed some shifting patterns for participants’ engagement in 

print-based activities that were comparable to those we found for new media. Overall, 

the number of participants mentioning internal motives increased only slightly, but 

there was a clear increase in informational literacy uses. That is, more participants 

reported to read on their own initiative because they were interested in a particular 

topic. For instance, they gathered information concerning current events, mopeds, 

computer games and ancient history through newspapers, books and magazines. In 

addition, the number of participants mentioning external motives for engaging in 

print-based activities stayed the same, but there was a slight increase in external 

incentives other than those related to school and religious institutions. For example, 

one boy read a book because he had to in order to obtain a moped certificate, 

indicating that he complied with an external demand. Another boy wrote reports on 

soccer matches both because he was required to do so by his coach and because he 

found it useful. 

To summarize, we noticed five shifts in the discourses of youth. First, more 

participants mentioned engaging in literacy activities involving new media because of 

demands that were placed on them or as a result of other incentives coming from their 

wider social environment. Most participants mentioned school requirements and 

financial freedoms within this context, while some indicated to abide by social 

obligations. No such shift occurred within uses of print-based media, but participants 

did mention other external forces than school and religious institutions slightly more 

frequently. The second shift was directly related to an increase in external motives, as 

fewer participants expressed to engage in new literacy activities free from outside 

pressure or stimulation. Third, more participants mentioned informational motives for 

engaging in old and new literacy activities, gathering information on topics of interest 

on their own initiative. However, the number of participants who indicated to distrust 

new media as a source of information also increased. Fourth, amotivation was more 

often mentioned as a reason to engage in print-based activities, which participants in 
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those cases felt were viable options to them only when they had nothing else to do. 

And finally, we noticed that in grade 9 one particular group of boys more frequently 

mentioned counter-motives to engaging in computer games and no longer expressed 

being addicted to online gaming.      

 

Discussion 

In the present study we examined discourses of youth in grade 7 and 9 to assess 

whether shifts occurred in their motives for engaging in literacy, with a focus on 

activities involving traditional print-based media versus new media. Specifically, we 

investigated whether changes took place in the ways they experienced literacy uses as 

internally or externally regulated, motivated by desires within themselves and/or 

outside pressures or stimulations. Here, we discuss our main findings. 

 

Some considerations with respect to the methodology used 

The interview was designed as a research instrument to explore the different aspects 

of engagement in a literacy activity. We selected three very concrete literacy activities 

to discuss with participants, which were different for each of them but always included 

one that they had rated as frequent and important in a questionnaire administered 

previously, one that was considered frequent and unimportant, and one they had 

indicated was infrequent and important. Participants generally responded well to this 

setup, often providing reasons spontaneously for discrepancies between the frequency 

of a literacy activity and the personal importance attached to it. Furthermore, the topic 

list that was composed to cover certain themes in each interview also triggered youth 

to reflect on several aspects of their literacy engagement. For the interpretation of the 

results, it is important to keep in mind that the interview was designed to explore 

different aspects of engagement rather than to choose one motive and stick by it, so to 

speak. As such, the advantage of our qualitative approach is that it provides in-depth 

understanding of the mechanisms considered relevant by youth themselves, which are 

barely touched upon in large-scale quantitative studies. 

An especially important feature of this study is that we chose to focus on very 

concrete and contextualized literacy activities. When we first met the participants and 

explained the aim of the larger research project, namely to study their reading and 

writing practices from different perspectives, we already noticed their tendency to 

associate these with school-related literacy practices. Often, they did not consider the 

multiple, varied and flexible ways in which they engaged in literacy out-of-school as 

instances of reading and writing, as other researchers have also noted (e.g., Pitcher, 

2007). During the interviews we further observed that it was something completely 

different for youth to reflect on, for instance, reading in general compared to reading a 

magazine for enjoyment. Thinking about more concrete situations elicited richer 
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responses from participants. As proponents of the socio-cultural approach have 

argued, literacy is always embedded in a social context and cannot be viewed 

independently of the purpose it serves and the meaning it has for individuals (e.g., 

Anderson & Stokes, 1984; Barton, 2007; Heath, 1983; Street, 2003). It may seem self-

evident to approach literacy engagement in such a manner, but especially in 

quantitative research, literacy activities are generally lumped together under the 

heading of ‘reading’, ‘reading books’, or ‘browsing the web’. This may influence the 

results obtained, in particular for youth enrolled in prevocational education, as they 

generally do not think of themselves as readers and writers while in-depth 

explorations may reveal that they are in many ways (Alvermann, 2001; Pitcher et al., 

2003).  

 

Internal and external regulations are deeply interconnected 

We found that internal and external regulations as experienced by youth were not 

mutually exclusive. For example, it was not uncommon for participants to explain that 

they read books because they had to for school and because they really enjoyed it and 

wanted to do so. This indicates that it is questionable whether a strict division exists 

between motivations coming from within, the so called intrinsic motivations, as 

opposed to those coming from outside, which are labelled extrinsic motivations (as 

proposed by Deci & Ryan, 2000; Guthrie & Davis, 2003; Ryan & Deci, 2000). From a 

socio-cultural perspective, psychological and social processes are deeply 

interconnected and literacy engagement arises from the interplay between individual 

preferences and the larger social context (Livingstone & Bovill, 1999). In the discourses 

of youth we encountered some interesting examples of this. One girl saw a movie 

about Nelson Mandela in class, which sparked her curiosity and incited her to look up 

more information outside of school, on her own initiative. One boy was highly involved 

in an internet radio community, for which he had partly acquired the skill and interest 

at school. It seems difficult to establish a point at which externally regulated behaviour 

becomes internally regulated. Instead, it may make more sense to think of both as 

interacting continuously.  

To some extent it is acknowledged in existing motivation theories that internal 

and external motivations interact with each other. Deci and Ryan distinguish between 

several regulatory styles falling along a continuum of external and internal regulations, 

but they maintain that extrinsic motivation can never become entirely intrinsic. 

Guthrie and Davis believe the latter is possible, yet they tend to set intrinsic and 

extrinsic motivation in opposition to each other and characterize struggling readers as 

merely externally motivated to engage in traditional literacy practices. Our findings 

suggest that this is an oversimplification. In the present study a  large number of youth 

claimed to engage in a literacy activity involving a print-based medium because of 

outside incentives, but an even larger number of youth showed signs of internally 
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regulated engagement, indicating they enjoyed particular print-based activities. This 

shows that youth who are typically considered struggling or disengaged readers, in the 

present study those attending prevocational education, are not necessarily entirely 

disengaged from traditional literacy practices, as has also been demonstrated 

previously (Moje, Overby, Tysvaer & Morris, 2008). However, there are other issues 

which might refrain them from engaging in practices that are generally considered 

beneficial for their literacy skills, which are discussed next. 

 

Print-based literacy practices compete with other leisure time activities 

We clearly noticed in the conversations with youth that they often mentioned more 

than one motive in the context of a single literacy activity. For example, we showed 

how one girl found the literacy activity of ‘reading a book to learn something from’ 

generally boring yet interesting under particular circumstances, but preferred playing 

outdoors. Contrary to previous studies (as discussed in Guthrie & Davis, 2003), our 

findings indicate that motivation to engage in print-based literacy did not diminish. The 

number of participants who mentioned internal and external motives roughly stayed 

the same. However, on the basis of our study we can conclude that competition with 

other leisure time activities is an issue. Compared to new media, youth more 

frequently mentioned counter-motives to engaging in a literacy activity involving print-

based media. Having different priorities like going outside and spending time with 

friends was often mentioned as a counter-motive for literacy activities, old and new. 

But for print-based activities participants indicated particularly frequently that they 

found them simply stupid or boring. The number of youth who provided counter-

motives to engagement in print-based activities grew from grade 7 to 9, although it 

was not a large increase. Furthermore, in comparison to new media the number of 

youth who mentioned amotivation in the context of print-based media uses was rather 

large. Particularly striking was that this number grew considerably for print-based 

media but not for new media from grade 7 to 9. This indicates that youth more often 

mentioned engaging in books, magazines or newspapers when they had no other 

options available to them. 

Together, these results suggest that youth preferred other ways of spending their 

leisure time than reading and writing in traditional ways. Of particular significance 

might be the finding that print-based activities were often considered stupid, boring or 

requiring too much effort while for new media advantages such as their ease of use, 

affordability and possibilities for real-time, multimodal interaction were frequently 

mentioned. These patterns indicate that the youth under investigation experienced 

barriers to engage in literacy activities less familiar and more demanding to them, 

preferring faster and easier options. The amotivations that were mentioned by 

participants show that barriers to engage in new media activities also existed. For 

example, youth read magazines at the dentist, newspapers in public transportation 
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and books in bed because they did not have access to other media under those 

circumstances. So it seems that in several ways literacy engagement follows the path 

of least resistance, similar to the way water flows through landscape. In this respect 

recent developments in smart phones and iPads are especially significant, as they 

allow youth to almost continuously access the Internet, which is likely to further 

reduce time spent on traditional reading and writing practices.  

 

With age youth more often explore interests on their own initiative 

One of the shifts we noticed in literacy activities, old and new, is that youth more 

frequently mentioned following up on a specific interest or hobby to find information 

beyond what they were required to do for school. For example, participants more 

often indicated to read newspapers to be informed about current events, to read 

books about mopeds and ancient history, or to look up information online about 

computer games, Apartheid, animals and buildings. The increase in interest-driven 

motives was not confined to either print-based or new media and could indicate a 

more general developmental pattern. On some occasions participants mentioned this 

explicitly, explaining that they more frequently engaged in a particular literacy activity 

because they had matured or had become more serious, referring to themselves as 

less frivolous or child-like.  

However it should be noted that the number of youth who mentioned interest-

driven literacy engagement was small to begin with and remained relatively small. For 

new media this is in line with results obtained for more inclusive samples (e.g., Ito, 

Horst, Brittanti et al., 2008), although there are strong indications that youth from 

higher educational tracks more frequently engage in information-oriented literacy uses 

(Bonfadelli, 2002; Peter & Valkenburg, 2005; Van Dijk, 2012). Furthermore, in a 

previous, quantitative study (see Chapter 4) we did not observe an increase in 

information-oriented literacy uses. The discrepancy between results obtained there 

and here may reflect differences in the methods that were used, so more research is 

warranted to determine whether such uses of especially new media increase over 

time. 

Furthermore, although informational literacy uses were more frequently 

mentioned in grade 9 compared to grade 7, we also noticed an increase in the number 

of participants who explained that they distrusted the internet as a source of 

information. In such cases, participants often indicated to prefer books or television 

because such media involve a known and reliable source, meaning that there is a 

better chance this person has done thorough research and knows what he or she is 

talking about. This finding is in contradiction with a belief generally held, namely that 

youth embrace new technologies. However, it is in line with several previous studies 

(as discussed in Ben-David Kolikant, 2012) in which youth similarly indicated that they 

found new media easy, fun and interesting but not suitable for serious work. An 
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explanation that has been offered is that participants gradually acculturate into school 

values, thus preferring traditional literacy practices over new ones. This suggests that 

youth do not necessarily experience a disconnect between in-school and out-of-school, 

as they may transform socially sanctioned mores, as taught at school, into personally 

endorsed values (cf. Deci & Ryan, 2000; Ryan & Deci, 2000). 

 

Outside forces more often drive new media uses 

A main goal of the present study was to shed more light on the forces at play in the 

out-of-schoolliteracy environment of youth in the lower educational tracks. 

Specifically, we explored whether uses of old and new media were more often 

perceived by youth as imposed or otherwise stimulated from the outside. We 

expected changes to take place as a result of developments typical of adolescence, 

during which youth undergo rapid physical and cognitive changes and are granted 

additional rights and responsibilities (Zimmer-Gembeck & Collins, 2003). Indeed, we 

found that print-based literacy engagement was slightly more often influenced by 

different external forces over the years, for example to obtain side jobs and moped 

licenses. However, the total number of participants that reported external incentives 

for print-based activities did not increase, probably because the number of 

participants who mentioned school and religious traditions as reasons to engage in 

print literacy were quite large in grade 7.  

We did notice an especially significant shift in external motives mentioned for 

new media uses. In grade 7, only two participants provided motives related to outside 

demands, in both cases school requirements. This number had increased significantly 

in grade 9, mostly because more participants engaged in literacy activities involving 

new media for school or to exploit financial freedom such as applying for jobs, 

communicating with their employers or buying and selling products online. Some 

participants mentioned social obligations to engage in new media uses, which they had 

taken upon themselves freely and willingly. These developments are largely a result of 

becoming older, as youth receive more opportunities for earning and spending their 

own money and also to specialize in certain skills at school. Dutch youth in the 

prevocational tracks of secondary education choose a specialization after grade 8 and 

some of them, mostly boys, choose ICT. As a result they are encouraged to develop 

their skills in uses of particular software. Not only do they bring their school 

assignments home, but they also ‘mess around’ with the help of their newly acquired 

abilities and interests (cf. Ito et al., 2008). In this respect it was also interesting that a 

particular group of boys highly committed to online gaming in grade 7 indicated that 

they did so less frequently and felt less invested in gaming in grade 9. As an 

explanation they often mentioned that they had different priorities like school and 

only played online games when they were bored. Together, these findings suggest that 

boys with a special affinity of new technologies find other outlets, for example by 
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participating in social networks formed around interests like computers games and 

internet radio (cf. Gee, 2003).  

Besides a group of boys who more frequently engaged in new literacy activities 

for school because they had chosen ICT as a specialization, we noticed an overall 

increase in the number of participants who mentioned that they engaged in new 

media activities for school, for example to browse the web for educational information 

or to use social media for discussing or exchanging homework. However, this increase 

was very small and the majority of youth did not provide any type of external incentive 

in grade 9 to engage in new literacy activities. This shows that there still is a world to 

win for educational institutions when it comes to promoting literacy uses of new 

media that are aligned with the goals of schooling.  

 

Conclusion 

The present study provides some insights into the forces at play in young people’s 

changing literacy engagement during the formative years after their entrance into 

secondary education. The results that were obtained from in-depth interviews showed 

that in grade 7 engagement of youth in print-based media was driven by personal 

needs and interests as well external forces such as school, while new media were 

mostly used for fun and to feel connected to significant others. However, a notable 

shift occurred, as youth in grade 9 much more frequently engaged in new literacy 

activities because they were required or otherwise stimulated from the outside to do 

so. This finding mostly reflected some wider developments the youth under 

investigation went through, as they received more opportunities for earning and 

spending their own money through online literacy activities and also to specialize in 

particular new media skills at school. As such, this shift did not point to greater 

competition between old and new media over the years, for which we did find other 

indications. Our study showed that youth often, and with time even more so, read 

books, magazines and newspapers when they had no other options available to them, 

generally preferring other forms of leisure time spending including the use of new 

media. This demonstrates how vulnerable traditional literacy engagement might be, 

especially in the face of recent technological advances that allow youth to access the 

Internet continuously. 



 

 
 

6 SUMMARY AND  
GENERAL DISCUSSION 
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The goal of this dissertation was to examine the changing engagement of youth in the 

large variety of out-of-school literacy practices, including uses of old and new media. 

The main focus was on Dutch youth from the lower tracks of prevocational secondary 

education, who often struggle with the literacy demands of the school curriculum. In 

line with a socio-cultural perspective on literacy we moved away from a research 

tradition that approaches literacy as a set of individual reading and writing skills. In the 

general introduction an alternative way of conceptualizing literacy was proposed in 

terms of family resemblances, a notion borrowed from Wittgenstein (1984): Literacy 

activities do not share one common set of features, but throughout activities 

similarities – great and small – crop up and disappear. From this perspective, which 

underpinned the research presented in this dissertation, literacy is a broad and 

complex concept that encompasses traditional print-based media, new (digital) media 

and their various but sometimes interrelated uses.  

In the general introduction we furthermore discussed several features that have 

been associated with literacy throughout the research literature and argued that each 

feature has been influenced by new technologies, which have increased the different 

ways of engaging in literacy. While traditional literacy practices are mainly associated 

with the written modality, displacement in time and space, social distance between an 

author and his audience, and education-related functions, new media also offer other 

options like interactivity, despatialized simultaneity, integration of different functions, 

and combinations of the written modality with other modalities (‘multimodality’). We 

used Guttman’s Facet Theory (FT) to include these features, or facets, in our 

definitional framework of ‘literacy’ and to implement it in research. 

In FT a complex phenomenon like literacy is explored by systematically combining 

each of the distinguished facets. Those facet combinations are then used to guide the 

construction of a measurement instrument such that each facet combination is 

represented by at least one item. Following these principles, we constructed a self-

report questionnaire to measure engagement in out-of-school literacy practices. Five 

facets of literacy were distinguished: modality (further subdivided in: unmediated 

multimodal, mediated oral, mediated print-based, mediated multimodal); spatial-

temporal distance (same time and place, same time and different place, different time 

and place); social distance (small vs. large); function (social-entertainment, 

instrumental, epistemic); and type of engagement (productive/interactive vs. 

consumptive).  

A recurrent theme throughout each of the studies presented in this dissertation is 

engagement in epistemic literacy, which is a concept we borrowed from Wells (1987) 

to denote more ‘detached’ and reflective uses of old and new media that transcend 

the immediate context of our personal experience and are strongly related to the goals 

of schooling. Given the concerns that exist over the rising engagement of youth in the 

new media, as discussed in the general introduction, we explored in several ways to 



Summary and general discussion 

 

117 

 

what extent the youth under investigation exploited the epistemic potential of new 

media.  

In this chapter the findings of the four studies we conducted will be reviewed and 

discussed. We start with summarizing the main findings, followed by a general 

discussion of the results. Next, directions for future research are suggested and 

implications for educational practice are discussed. We conclude this chapter with 

some general remarks. 

   

Summary of Main Findings 

In Chapter 2 we reported on the first study in which we investigated literacy 

engagement patterns of 70 seventh grade students from the lower tracks of Dutch 

prevocational secondary education. A core question of this study was to what extent 

new media were used in more formal social contexts with a comparatively large social 

distance between sender and receiver fulfilling in particular the epistemic, education-

related functions associated with traditional print-based media. In our analyses we 

included frequency and duration of engagement as well as the importance students 

attached to literacy activities. First, we explored contrasts between engagement in 

face-to-face conversation, print-based media, synchronous and asynchronous new 

media and we then examined for each contrast the effects of a small/large social 

distance and social-entertainment/instrumental/epistemic functions. Next, we 

examined to what extent engagement ratings corresponded with participants’ 

importance ratings.  

The results of the first study indicated that particular functions were strongly 

associated with particular media. The new media, especially when used synchronously, 

showed patterns of use that were highly similar to the patterns of use of unmediated 

face-to-face conversations regarding social distance and function, as both were mostly 

used in settings with small social distance while mainly serving social and 

entertainment purposes. We found little experience among the youth under 

investigation with using new media in more formal social contexts involving epistemic 

functions and large social distance. Traditional print-based media were the preferred 

choice for these literacy uses, but our analyses provided some nuances to this finding. 

First, the participants reported to use print-based media much less often and rated 

these media as personally less important than the new media, underscoring that 

traditional print literacy was rather marginal in the broad spectrum of literacy activities 

youth engaged in. This reflects the strong effect we found of medium type regardless 

of function and social distance. Second, we found that engagement in print-based 

media for epistemic reasons and the personal importance attached to print-based 

media for epistemic reasons diverged considerably compared to other media for which 

a much stronger correspondence existed between use and perceived importance.   
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The second study was presented in Chapter 3, where we examined the diversity 

of media lifestyles adopted by 503 eighth grade students who came from all tracks of 

Dutch secondary education and had full access to the media under investigation. The 

aim of this study was to investigate literacy engagement from a person-centred 

perspective. By adopting the concept of media lifestyles we examined the meaningful 

combinations each young person made of old and new media, while acknowledging 

that these choices were intertwined with the functions that were served and the social 

relationships that were addressed. Within this dissertation the second study provided 

a point of comparison between the youth who were the focus of investigation, namely 

those from the prevocational tracks of secondary education, and their peers in other 

secondary school tracks. In order to identify media lifestyles, participants’ ratings of 

frequency/duration of engagement were used in a statistical cluster analysis to group 

youth who used similar media within similar functional and social contexts. Each group 

was described in terms of the (combinations of) literacy facets associated with their 

particular media lifestyle. 

From the analyses of the second study four media lifestyles emerged: media 

omnivores referred to youth who appropriated all types of media for multiple 

functions in diverse social contexts; networkers concerned youth who stayed 

connected with known others across offline and online communication channels; 

gamers were youth who specialized in a medium for entertainment within a distant 

social context; and low-frequency users were those who were broadly disengaged and 

hardly used any medium for a particular function or within a particular social context. 

We drew several conclusions from the emergence of these media lifestyles. First, there 

were considerable differences between youth in the ways they used and combined old 

and new media, indicating that mere access was not sufficient for them to incorporate 

technology in their lifestyles. Second, these differences between youth rather 

suggested that media lifestyles were co-determined by particular media, functions and 

social contexts. And third, synchronicity was an overarching characteristic of several 

media lifestyles, namely those of gamers and networkers. Interestingly, we observed 

that differences between boys and girls were much more prevalent throughout the 

media lifestyles than differences between youth from various educational tracks. Only 

with respect to one media lifestyle a difference existed between youth with different 

educational backgrounds, as youth from the higher tracks were more likely to be 

media omnivores.  

In the third study, reported upon in Chapter 4, we adopted a longitudinal 

approach to examine possible shifts in the literacy practices of the same group of 

youth included in the first study. The question was raised if literacy practices changed 

over the years and, if so, which literacy facets were associated with changing literacy 

engagement. We were particularly interested in examining whether the literacy uses 

typically associated with traditional print-based media, involving epistemic functions 
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and large social distance, were taken up through the use of new media. A multilevel 

analysis was used to examine main and interaction effects of time and four literacy 

facets on reported literacy engagement: modality, social distance, function and type of 

engagement (i.e., productive/interactive as opposed to consumptive). 

The results from the third study indicated that total engagement in literacy, as 

defined in this dissertation, slightly declined from grade 7 to 9. There was one notable 

exception to the overall decline in literacy engagement. We observed that the facet 

small social distance, as between friends or close relatives, was associated with 

constant and even increased literacy engagement. This was the case for unmediated, 

face-to-face interaction as well as for multimodal media practices such as instant-

messaging with friends and the use of social network sites. Furthermore, we noted 

that engagement in print-based literacy practices did not decline when social-

entertainment functions or large social distance was involved, but such engagement 

was incidental in grade 7 to begin with. With respect to the more formal literacy 

contexts, we observed a small decrease in literacy practices serving epistemic 

functions that was proportional to the overall decline in literacy engagement. 

Multimodal media practices did not deviate from this pattern, meaning that 

engagement declined for literacy activities such as browsing the web for knowledge 

gathering purposes and watching television to be informed of current events. Literacy 

practices involving large social distance, as between writer and audience, decreased to 

a greater extent than the overall decline in literacy engagement and was restricted to 

multimodal practices such as playing online games and watching YouTube clips. Finally, 

we observed that the difference between the total literacy engagement of boys and 

girls became smaller from grade 7 to 9, although it did not disappear entirely. Literacy 

engagement declined for both groups, but the decline was steeper for girls, whose 

initial engagement was much higher (also see Ünlüsoy, De Haan, Leseman & Van 

Kruistum, 2010).  

In Chapter 5 the quantitative studies of the previous chapters and in particular 

the longitudinal analyses from Chapter 4 were complemented with data from in-depth 

interviews, which were used to investigate the motives and the possible shifts in the 

motives youth mentioned for engaging in literacy activities when in grade 7, compared 

to when they were in grade 9. The aim of the study was to determine whether changes 

took place in the ways youth experienced literacy uses as internally or externally 

regulated, coming from a need or purpose within or an outside force. We contrasted 

motives mentioned for literacy activities involving print-based media such as books, 

magazines and letters, with the motives the participants reported for internet-related 

new media like online games, social network sites and YouTube. In particular, we were 

interested in the question whether uses of new media were more often perceived of 

as imposed or otherwise stimulated from the outside. For the fourth study interviews 

were conducted in grades 7 and 9 with a subsample of 30 students from the focus 
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sample of lower vocational track students involved in the studies reported in Chapters 

2 and 4. 

The qualitative analyses of the fourth study showed that motives were not 

considered in isolation, as youth often provided more than one motive in the context 

of a single literacy activity. For example, youth mentioned internal motives (e.g., ‘I do 

this because it is fun’) alongside external motives (e.g., ‘I do this because I have to’), 

amotivation (e.g., ‘I only do this when I have nothing else to do’), counter-motives 

(e.g., ‘I find it boring’) and weighing the medium (e.g., ‘I prefer to do this through 

another medium’). In addition, we discussed three patterns of change observed in the 

discourses of youth. First, we found indications that print-based media competed with 

new media and other leisure time activities in the out-of-school environment. Second, 

with age more youth reported to engage in literacy activities, old and new, to follow 

up on a specific interest, thus searching for information beyond what they were 

required to do for school. Third, over time literacy uses involving new media were 

more often perceived by youth as imposed or otherwise stimulated from the outside. 

However, the number of students who mentioned to engage in new media activities 

for school hardly increased.  

 

General Discussion 

Contribution to Existing Research 

The studies presented in this dissertation contribute to existing research in several 

ways. First, FT was used to implement a broad literacy concept in empirical research. 

The advantage of this method is that provides a systematic approach to examine 

literacy engagement to its depth and breadth, reducing the risk of a bias towards 

particular practices such as those accessed through print-based media or involving 

education-related uses. We believe our studies show that this is a fruitful way of 

exploring a broader range of literacy activities than is normally done in empirical 

research into literacy, without maintaining that all activities share a common set of 

features and are equally prototypical of ‘literacy’. Furthermore, the method of FT 

allows a level of abstraction from concrete literacy activities – while acknowledging 

that they are always embedded in a context – by focusing on particular facets or 

combinations thereof. In Chapters 2 and 4, for example, we directed our analyses at 

broader categories than in Chapter 3.  

Another contribution of the studies presented in this dissertation is that different 

analytical techniques were used to complement each other, quantitative and 

qualitative, variable- and person-centred, cross-sectional and longitudinal. The 

qualitative data presented in Chapter 5 provided in-depth information regarding 

patterns previously found, especially those observed in the quantitative analysis of the 

longitudinal data discussed in Chapter 4. The person-centred perspectives adopted in 



Summary and general discussion 

 

121 

 

Chapters 3 and 5 showed that differences among youth existed, which are typically 

neglected when general trends or patterns are focused on. The longitudinal studies 

discussed in Chapters 4 and 5 placed literacy engagement in a wider developmental 

context. There is not much longitudinal research available on especially new literacy 

activities, which are notoriously difficult to track because new technologies develop 

rapidly and expand the possibilities for literacy engagement continuously. We 

triangulated the results obtained from the quantitative analyses with qualitative data 

in order to minimize the risk that we missed changes in literacy uses which followed 

from technological advances. One such development did take place during the study as 

some youth started to use Blackberries at the final data wave in grade 9, which altered 

their literacy practices in the sense that these smart phones allowed them to access 

the internet outside the confines of their homes.  

Finally, a contribution of this dissertation is that it focuses primarily on the 

literacy uses of a group of youth in the lower tracks of prevocational secondary 

education. As we have argued previously, they form a rather large subpopulation in 

current Dutch society, as about one-third of the entire student population is enrolled 

in these tracks (Rijks, 2008). Often these students have difficulties with reading and 

writing tasks in school and some may even struggle with basic reading and writing, but 

as a group they are very heterogeneous. While this is all widely acknowledged, 

research into this group remains scarce and educators continue to struggle finding 

successful methods for promoting the academic literacy skills of these students (as 

argued by Schram, 2007). This dissertation provides some insights that may be of use 

to those working in education, which are discussed next. 

 

Competition Mechanisms between Old and New Media  

Our studies provide strong indications that old media face competition of new media, 

both in terms of the appeal of the medium as such and the uses afforded best by the 

technology. In Chapter 2 we found effects of medium type on engagement regardless 

of the function or social distance involved. Youth reported to use traditional print-

based media much less frequently and rated these media as personally less important 

than the new media. The results of the qualitative study discussed in Chapter 5 

indicated that youth often preferred other ways of spending their leisure time and 

engaged in print-based media only when no other options were available to them. 

When uses of media were weighed against each other, new media were preferred by 

youth over old media. Often they mentioned advantages of new technologies such as 

possibilities for fast, easy and synchronous multimodal exchanges, which explains why 

engagement in new media was higher compared to engagement in old media. 

However, we did not find indications that new media exerted a greater attraction on 

youth over the years, as least not apart from the uses to which they were put.   
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In the introduction we mentioned that new media in an important sense signify a 

return to Plato’s world of dialogues, as they offer possibilities similar to those of face-

to-face interaction while enabling us, in addition, to overcome limitations of time and 

place. Our studies indicate that this is precisely the type of use youth are drawn to. In 

Chapter 2 we learned that new media, especially when used synchronously, showed 

patterns of use similar to the patterns of use of unmediated conversations regarding 

social distance and function. Both were mostly used in settings with small social 

distance while mainly serving social and entertainment purposes. Over time such uses 

increased or remained the same while other forms of literacy engagement generally 

decreased, as Chapter 4 indicated. So at an age in which peer contact becomes 

increasingly important youth more often engage in media uses attuned to their need 

to feel connected to significant others. Face-to-face interaction and synchronous new 

media uses serve this need particularly well and it seems that engagement in other 

literacy practices, which also include new media uses, generally wanes as a result.  

 

Developing Epistemic Literacy 

Together the patterns of engagement as described above show a crucial difference 

between the communicative exchanges youth generally prefer to engage in and the 

dialogues featured in the work of Plato. The latter involve what Wells (1987) calls an 

epistemic level of literacy that transcends the here and now – the immediate context 

of our personal experience – and requires creativity, exploration and critical 

evaluation. In light of the concerns that exist over the new media advent, a main goal 

of this dissertation was to determine whether youth exploited or came to exploit the 

epistemic potential of new media.  

At the start of the research when the youth involved in our study were 12 to 14 

years old and had just enrolled in grade 7, we found little experience among them with 

using new media in more formal social contexts involving epistemic functions and large 

social distance (see Chapter 2). Instead, print-based media were used for such literacy 

uses. In the qualitative study discussed in Chapter 5 we found a possible explanation 

for these findings. Youth reported they were more often required or otherwise 

stimulated from the outside to engage in print-based literacy activities compared to 

literacy activities involving new media. For example, they read books for knowledge 

gathering purposes as part of their religious customs or because they felt they had to 

for school. Almost no students mentioned such motives in the context of new media, 

which were used mainly because youth enjoyed them. A possible explanation might be 

that especially in school youth received external incentives to engage in epistemic 

literacy uses and that this occurred through print rather than new media.  

We also examined whether youth came to develop epistemic literacy 

engagement in new media after grade 7. In Chapter 4 we found no such indication, as 

the results showed that social media uses like instant-messaging with friends and using 
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social network sites to keep in touch became more frequent while those more closely 

associated with the goals of schooling such as gathering information online and 

engaging in discussions on internet forums became less frequent. However, in the 

qualitative study discussed in Chapter 5 we noticed that two important shifts occurred 

between grade 7 and 9. First, youth more often indicated to engage in new literacy 

activities because they were required or stimulated to do so from the outside. This 

external incentive partly came from school and partly from freedoms gained to earn 

and spend their own money. Second, youth more often reported to use new media as 

a source of information on their own initiative. It should be noted that the number of 

youth who mentioned interest-driven literacy engagement was small to begin with and 

remained relatively small, which might explain why this shift was not reflected in the 

quantitative study of Chapter 4. A reason why we did not see effects of the two shifts 

combined could also be that the frequency of such literacy uses remained too 

incidental to have a significant impact on literacy engagement. Another option is that 

some of these literacy activities were not included in the questionnaire, for example 

items more directly pertaining to side jobs like ‘using e-mail to exchange practical 

information with a distant other’. In any case, both of the longitudinal studies indicate 

that while there were some exceptions, most youth did not exploit the epistemic 

potential of new media, neither out of their own curiosity nor because they felt 

required to do so. This shows that there still is a world to win. 

 

Diversity among Youth  

We have noted before that differences exist within the group of youth from the lower 

tracks of prevocational education who were the focus of investigation throughout the 

studies discussed. In Chapter 3 we focused specifically on differences and similarities 

between youth, as we identified and described several profiles of media users and 

explored how different or similar youth from the lower educational tracks were 

compared to their peers from higher tracks. This study showed that there were 

considerable differences between youth in the ways they used and combined old and 

new media, indicating that mere access was not sufficient for them to incorporate 

technology in their lifestyles but that their individual (dis)preferences played a 

particularly large role. It also showed that gender was much more strongly related to 

these differences between youth than their educational background.  

In combination, the studies discussed in Chapters 3 and 4 demonstrated that 

girls’ literacy engagement was generally higher compared to that of boys and more 

balanced, as a larger number of girls used a broad range of media for different 

purposes in a variety of social contexts. These differences might be especially 

important in light of school success, as a more all-round type of literacy engagement as 

shown by girls fits in better with school-based practices oriented towards print. 

However, in the longitudinal study presented in Chapter 4 we saw indications that 
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initial differences between boys and girls became smaller from the 7
th

 to the 9
th

 grade. 

This could mean that girls’ leisure time spending gradually becomes further removed 

from literacy practices associated with the goals of schooling.  

In light of concerns that exist over the rise of new media it is important to 

emphasize that we found few differences between youth from lower and higher 

educational tracks, as shown in Chapter 3. Some were drawn to gaming, some to social 

media – such differences existed between youth from the lower tracks as well as 

between youth from the higher tracks. However, we believe that for some groups 

there is greater cause for concern than for others. First, engagement in online gaming 

was very high compared to other forms of literacy engagement in one group of mostly 

boys. This might prohibit these youth to adopt a more balanced media lifestyle 

including uses of traditional media or the epistemic uses strongly associated with 

them. However, the results of Chapters 4 and 5 indicated that intense forms of online 

gaming decreased and were replaced by increased peer contact (especially offline) and 

more time spent on side jobs and epistemic uses of new media.  

Second, an especially noteworthy group were the low-frequency media users 

among youth from lower and higher educational tracks, showing that those who are 

disengaged from the broad range of literacy practices may be found in all layers of 

society. This might be an especially vulnerable group, as these youth were disengaged 

from literacy practices valued by school as well as new practices that are considered of 

importance for developing the skills required in a digital age. Combined, the studies 

from Chapters 3 and 5 suggest that the interests of these youth, mostly boys, lied 

elsewhere and were not ‘medialized’ so to speak. For example, they could have been 

more focused on physical activities outdoors, sports and hanging around with friends. 

To some extent this is probably a normal developmental pattern in light of the changes 

youth go through during adolescence. But the patterns of literacy engagement of these 

youth are clearly set apart from those of their peers, indicating that they might be 

more at-risk of developing arrears in school.  

Third and finally, we found one difference between youth from lower and higher 

educational tracks that might be of importance in terms of their educational 

implications. The profile of media omnivores was more often exhibited by youth from 

the higher tracks, who epitomize the ideal of a flexible media user attuned to varied 

linguistic circumstances (cf. Ravid & Tolchinsky, 2002). About a quarter of the youth 

who attended the lower educational tracks showed signs of a balanced type of literacy 

engagement, which is not extremely low and further underscores our point that within 

this particular group considerable diversity existed. However, it also emphasizes that 

most youth in the lower tracks were not flexible media users and these youth in 

particular might be placed at a disadvantage. 
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Directions for Future Research 

In this dissertation we have introduced a method for broadening a traditional 

understanding of literacy to include uses of new media and to investigate engagement 

in a wider range of literacy practices. The approach we adopted provides directions for 

potentially interesting avenues to explore in future research, some of which are 

needed to address limitations of the studies that were performed.  

 

Validation and Extension of the Questionnaire 

In order to define and measure literacy engagement we constructed a literacy 

activities questionnaire following the principles of Gutmann’s Facet Theory (as 

featured in the appendix). This instrument systematically covers a broad range of 

literacy activities of which youth had indicated in a pilot study that they realistically 

occurred. Other researchers can benefit from our efforts by adapting it for use in 

different samples or to explore different research questions. In order to validate the 

results obtained in our studies replication is needed to generalize findings. We have 

included a larger sample of youth in the study presented in Chapter 3 in order to 

compare the media lifestyles of youth from the lower educational tracks to those of 

youth from the higher tracks. Such comparisons would also be valuable with respect to 

the other studies we conducted, which were focused on the literacy practices of youth 

at the lower educational level. Furthermore, it would be interesting to find out 

whether similar results are obtained in samples of a different age or from different 

countries.  

 

Data Triangulation  

In this dissertation FT was used for the construction of a self-report questionnaire. 

However, other applications are also possible. In order to triangulate the results 

obtained in our studies different measurement techniques are required within a 

similar definitional framework. We made one such effort to triangulate the results 

from the questionnaire, as in Chapter 5 data gathered through in-depth interviews 

were presented. These interviews were conducted with participants individually as a 

follow-up to the questionnaire administered previously and concerned the same 

literacy activities. Other options available include investigating engagement in a similar 

set of literacy activities through a diary study or direct observation. Such approaches 

would supplement the results obtained in his dissertation, as they limit the amount of 

retrospection present in questionnaires and deal with other disadvantages of self-

reports such as the tendency to give socially desirable answers.  
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Exploring Relationships with Skills  

The overall goal of this dissertation was to address concerns surrounding the rising 

engagement of youth in new media, assumed to take place at the cost of engagement 

in old media. We explained that a great deal of these concerns are related to the 

unknown consequences of the demise of old media, especially books, which are known 

to help youth develop the literacy skills they need to be successful in formal schooling. 

We focused on similarities and differences between old and new literacy practices, in 

particular whether youth exploited or came to exploit the epistemic potential of new 

media. However, to fully investigate the consequences of rising new media 

engagement, research into the relationships between a broad range of literacy 

practices and particular literacy skills is required, which were not explored within the 

scope of this dissertation. Preliminary analyses not included in this dissertation (Van 

Kruistum, Leseman & De Haan, 2012) showed associations between particular media 

lifestyles and literacy skill, namely those of media omnivores and networkers with 

receptive vocabulary knowledge. Such relationships need to be further examined along 

with outcome measures that are more directly related to digital literacy skills. 

 

Implications for Education  

The empirical research findings in this dissertation do not point directly to ways in 

which educators can improve on their classroom practices to promote literacy skills 

and other epistemic-related abilities in youth from the lower tracks of prevocational 

education. Relations with skills were not examined and no intervention studies were 

conducted. However, our studies may provide important insights into the patterns, 

functions and meanings of the changing out-of-school literacy engagement of youth 

that could be of benefit to those working in education.  

First and foremost we feel it important to stress that most of the youth under 

investigation were in many ways readers and writers, even though they did not 

conceive of themselves as such. This has been pointed out in previous research 

(Alvermann, 2001; Moje, Overby, Tysvaer & Morris, 2008; Picher et al., 2003) but is all 

too often overlooked when youth who tend to struggle with literacy in school tasks are 

characterized as ‘disengaged from literacy’ or ‘notably unmotivated’ (e.g., in Guthrie & 

Davis, 2003). As Moje et al. (2008) have noted “they do read and write, but they may 

not read and write the kinds of texts that adults value”. It is therefore especially 

important for educators to determine what it is that they value in reading and writing 

practices. Is it engagement in the written modality as such that promotes important 

skills or can certain uses of other medium types have similar beneficial effects? What is 

it exactly in book reading that we seem to value so much and can youth gain similar 

experiences in other ways? In the general introduction we have proposed that an 

epistemic type of literacy use is at stake that is promoted in literacy practices that 
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stimulate youth to look beyond the immediate context of their personal experience. 

However, we consider this the starting point of a much needed debate rather than a 

definitive answer.  

 With respect to promoting epistemic literacy uses our studies show that schools 

are already quite successful in doing so. Youth read and write print-based texts with 

education-related functions in their leisure time mostly because they are required to 

do so for school. They may find them boring, but when they read and write in 

traditional ways they do so because of school. On many occasions throughout the 

interviews with youth they indicated that a teacher had stimulated them to engage in 

a reading and writing practice they otherwise would not have engaged in, a practice 

they sometimes came to enjoy. Cases such as the latter were probably not exemplary 

of the entire student population in the lower tracks, but they show the potential of 

what Solomon (1986: 41-42) calls “education in the classical sense – being brought up 

to be part of something, not just to be successful in a career.” Youth need outside 

stimulation to explore worlds beyond their own. There has been a tendency within 

school policies to lower the threshold for reading and writing by simplifying texts, or 

connecting texts to personal experiences and to emphasize the fun of reading, thereby 

focusing on the social-entertainment function rather than the epistemic function of 

literacy. We believe there is a real risk of losing sight of what education is supposed to 

accomplish, a risk of print literacy becoming an end in itself rather than a means to an 

end. 

This is not to say that methods like connecting to personal experiences or 

interests are not of worth when it comes to promoting literacy uses relevant to the 

goals of schooling. As others have suggested it can be a way of bridging the world of 

youth with that of the school, allowing them to build confidence in their literacy 

abilities and to modify their identities such that they start seeing themselves as 

readers and writers (Guthrie & Davis, 2003; O’Brien, 2003). When this is accomplished 

transference of competence to other literacy practices may occur. Our research 

indicates that much is to be won in this respect. Most youth are not entirely 

disengaged from reading but struggle finding texts that interest them. Furthermore, it 

is clear that new media exert a great attraction on youth because of their technological 

advantages, but they hardly receive incentives from school to develop epistemic uses 

of these media. A notable exception was a group of boys whose literacy engagement 

was focused on certain uses of new media like online gaming. When they had chosen 

ICT as a specialization at school they were more often stimulated to develop digital 

skills beyond those they already possessed. This particular example shows the kinds of 

possibilities there are for schools to promote epistemic literacy when they look beyond 

institutionalized reading and writing practices and attune their efforts to individualized 

needs and interests of youth. Our research suggests that the latter might be of 
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particular importance, as the sample of youth under investigation in our studies was as 

diverse as the larger student population.  

To conclude, our studies indicate that competition with alternative forms of 

leisure time spending are a barrier for youth to engage in school-related literacy uses. 

This will probably always be an issue in the out-of-school context, as there often are 

easier and more enjoyable ways for youth to pass time, for example by engaging in 

sports, hanging around with friends or keeping in touch with them through social 

media. The only way for schools to overcome this seems to be to strengthen external 

motivations youth have for engaging in education-related literacy practices, through 

old and new media. We believe that especially students in the lower tracks of 

secondary education need strong external motivation to overcome the barriers to 

engage in literacy activities that are less familiar and more demanding to them. There 

is an important role for teachers who can provide the skills, knowledge and outside 

stimulation youth require to follow up on and extend their interests through new 

literacy uses.  

 

General Conclusion 

This dissertation allows two main conclusions to be drawn. First, in the out-of-school 

context of youth traditional print-based literacy practices strongly compete with new 

literacy practices involving digital media. Second and more importantly, the epistemic, 

education-related uses that are typically associated with old media are hardly taken up 

through the use of new media. Based on the results obtained we believe especially 

youth in the lower tracks of prevocational education need a strong outside stimulus to 

engage in epistemic literacy uses, through old as well as new media. 
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Below is the complete list of items used for the analyses of the studies discussed in Chapters 2-5. Items that were removed after the first data wave are marked with ‘‒’ 

and items that were added are marked with ‘+’. Furthermore, six items that were not incorporated in the analyses of the second study (Chapter 3) for purposes of 

reducing the size of some scales are marked with ‘*’. 

Item Facet A Facet B Facet C Facet D Facet E 

 productive / 
interactive vs. 
consumptive 

modality spatial-
temporal 
distance 

social 
distance 

function 

1 Leg je wel eens iets uit aan vrienden of familie, bijvoorbeeld hoe 
internetten werkt?  

productive unmediated same time  and 
place 

small instrumental 

 Do you explain things to friends or family members, for example how 
using the Internet works? 

     

2 Praat je wel eens met mensen die je goed kent (vrienden of familie) over 
je dag, bijvoorbeeld wat je hebt meegemaakt? 

productive unmediated same time and 
place 

small social-
entertainment 

 Do you talk to people you know well (friends or family members) about 
your day, for example what you did that day? 

     

3+ Praat je wel eens met vrienden of familie over maatschappelijke 
onderwerpen, zoals politiek of milieu? 

productive unmediated same time and 
place 

small epistemic 

 Do you talk to friends or family members about global issues, such as 
politics or the environment?  

     

‒ Helpen je ouders je wel eens met je huiswerk? productive unmediated same time and 
place 

small epistemic 

 Do your parents help you with your homework?      

4 Leg je wel eens iets uit aan een vreemde, bijvoorbeeld om de weg te 
wijzen? 

productive unmediated same time and 
place 

large instrumental 

 Do you explain things to strangers, for example by giving them 
directions? 

     

5 Maak je wel eens een praatje met iemand die je niet zo goed kent, 
bijvoorbeeld een buurman of winkelier? 

productive unmediated same time and 
place 

large social-
entertainment 



 

 
 

 Do you chat with people you don’t know so well, for example neighbors 
or shopkeepers? 

     

6 Praat je wel eens met een leraar of mentor over je toekomstplannen? * productive unmediated same time and 
place 

large epistemic 

 Do you talk to a teacher or mentor about your plans for the future?       

7 Telefoneer je wel eens met vrienden of familie om een afspraak te 
maken? 

productive mediated oral same time, 
different place 

large instrumental 

 Do you telephone friends or family members to make appointments?      

8 Telefoneer je wel eens met vrienden of familie om contact te houden? productive mediated oral same time, 
different place 

small social-
entertainment 

 Do you telephone friends or family members to keep in touch?      

9 Telefoneer je wel eens met vrienden of klasgenootjes om huiswerk uit te 
leggen? 

productive mediated oral same time, 
different place 

small epistemic 

 Do you telephone friends or classmates to explain homework?      

10+ Bel je wel eens met een algemeen nummer voor handige informatie, 
bijvoorbeeld reisinformatie? 

productive mediated oral same time, 
different place 

large instrumental 

 Do you call information lines, for example for travel information?      

11+ Voer je wel eens een zakelijk telefoongesprek, bijvoorbeeld voor een 
vraag of klacht aan een bedrijf? 

productive mediated oral same time, 
different place 

large epistemic 

 Do you make formal phone calls, for example for questions or 
complaints to a company? 

     

12 Spreek je wel eens de voicemail in van vrienden of familie om een 
boodschap door te geven? 

productive mediated oral different time 
and place 

small instrumental 

 Do you leave voicemail messages for friends or family members?      

13 Schrijf je tijdens de les wel eens briefjes aan een klasgenootje om te 
kletsen? 

productive print-based same time and 
place 

small social-
entertainment 



 

 
 

 Do you write notes during class in order to chat with classmates?      

14 Laat je wel eens een briefje achter voor vrienden of familie, bijvoorbeeld 
om te laten weten waar je naartoe bent? 

productive print-based different time 
and place 

small instrumental 

 Do you leave notes for friends or family members, for example to let 
them know your whereabouts? 

     

15+ Schrijf je wel eens een brief of kaartje om contact te houden met 
vrienden of familie?  

productive print-based different time 
and place 

small social-
entertainment 

 Do you write letters or postcards to keep in touch with friends or family 
members? 

     

‒ Schrijf je wel eens een brief aan een vriend of vriendin om contact te 
houden? 

productive print-based different time 
and place 

small social-
entertainment 

 Do you write letters to friends to keep in touch?      

‒ Schrijf je zelf wel eens een kaartje aan iemand die je goed kent? productive print-based different time 
and place 

small social-
entertainment 

 Do you write postcards to people you know well?      

16 Houd je wel eens een dagboek bij?   productive print-based different time 
and place 

small social-
entertainment 

 Do you keep a diary?      

17+ Schrijf je wel eens een zakelijke brief, bijvoorbeeld voor een vraag of 
klacht aan een bedrijf? * 

productive print-based different time 
and place 

large epistemic 

 Do you write formal letters, for example for questions or complaints to a 
company?  

     

18+ Schrijf je wel eens een stukje voor een blad, bijvoorbeeld een 
schoolkrant of clubblad? * 

productive print-based different time 
and place 

large epistemic 

 Do you write pieces for a paper, for example a school paper or club 
bulletin?  

     

       



 

 
 

19 Msn je wel eens met vrienden of familie om een afspraak te maken? productive multimodal same time, 
different place 

small instrumental 

 Do you instant-message with friends or family members to make 
appointments? 

     

20 Msn je wel eens met vrienden of familie om contact te houden? 

 

productive multimodal same time, 
different place 

small social-
entertainment 

 Do you instant-message with friends or family members to keep in 
touch? 

     

21 Gebruik je wel eens een webcam om contact te houden met vrienden of 
familie? 

productive multimodal same time, 
different place 

small social-
entertainment 

 Do you use a webcam to keep in touch with friends or family members?      

22+ Praat je op MSN wel eens met vrienden of familie over maatschappelijke 
onderwerpen, zoals politiek of milieu? 

productive multimodal same time, 
different place 

small epistemic 

 Do you use Instant Messenger to talk to friends or family members 
about global issues, such as politics or the environment? 

     

23 Gebruik je MSN wel eens om vrienden of klasgenootjes huiswerk uit te 
leggen? 

productive multimodal same time, 
different place 

small epistemic 

 Do you use Instant Messenger to explain homework to friends or 
classmates? 

     

‒ MSN je wel eens met een leraar om praktische informatie te vragen, 
bijvoorbeeld of er een lesuur uitvalt? 

productive multimodal same time, 
different place 

large instrumental 

 Do you use Instant Messenger to ask a teacher for useful information, 
for example whether a class is cancelled? 

     

24 Speel je wel eens online een computerspel, bijvoorbeeld Second Life of 
Habbo Hotel? 

productive multimodal same time, 
different place 

large social-
entertainment 

 Do you play online computer games, for example Second Life or Habbo 
Hotel? 

     

       



 

 
 

‒ MSN je wel eens met iemand die je niet zo goed kent om hulp bij 
huiswerk te vragen? 

productive multimodal same time, 
different place 

large epistemic 

 Do you use Instant Messenger to ask someone you don’t know so well to 
ask for help with homework? 

     

25 Sms je wel eens met vrienden of familie om een afspraak te maken? productive multimodal different time 
and place 

small instrumental 

 Do you text-message with friends or family members to make 
appointments? 

     

26 Gebruik je e-mail wel eens om informatie door te geven aan vrienden of 
klasgenootjes, bijvoorbeeld welk huiswerk je hebt? 

productive multimodal different time 
and place 

small instrumental 

 Do you use email to pass on information to friends or classmates, for 
example which homework was assigned? 

     

27 Sms je wel eens om contact te houden met vrienden of familie? productive multimodal different time 
and place 

small social-
entertainment 

 Do you text-message with friends or family members to keep in touch?      

28 Gebruik je wel eens een profielpagina om contact te houden met 
vrienden of familie, bijvoorbeeld via Hyves of Partypeeps? 

productive multimodal different time 
and place 

small social-
entertainment 

 Do you use an online profile to keep in touch with friends or family 
members, for example via Facebook or Myspace? 

     

29 Schrijf je wel eens een e-mail om contact te houden met vrienden of 
familie? 

productive multimodal different time 
and place 

small social-
entertainment 

 Do you write emails to keep in touch with friends or family members?      

30 Verstuur je wel eens een sms aan een algemeen nummer, bijvoorbeeld 
voor een ringtone? 

productive multimodal different time 
and place 

large instrumental 

 Do you  send text-messages to public numbers, for example for a 
ringtone? 

     

31 Bewerk je wel eens een plaatje of foto? * 

 

productive multimodal different time 
and place 

large social-
entertainment 



 

 
 

 Do you manipulate pictures or photographs?       

32 Maak je zelf wel eens een grappig filmpje dat je op YouTube zet? * productive multimodal different time 
and place 

large social-
entertainment 

 Do you post self-made videos on YouTube that are fun?       

33 Speel je wel eens voor de lol een spel op een spelletjessite? productive multimodal different time 
and place 

large social-
entertainment 

 Do you play games on gaming websites for fun?      

‒ Houd jij een eigen profiel bij, bijvoorbeeld op Hyves of Partypeeps? productive multimodal different time 
and place 

large social-
entertainment 

 Do you keep an online profile, for example on Facebook or MySpace?      

34 Schrijf je zelf wel eens gedichten of songteksten die je op een website 
zet? *   

productive multimodal different time 
and place 

large epistemic 

 Do you post self-written poems or lyrics on websites?       

35 Discussieer je wel eens op een internetforum? productive multimodal different time 
and place 

large epistemic 

 Do you enter into debates on an Internet forum?      

‒ Speel je op een spelletjessite wel eens een spel waar je slimmer van kunt 
worden, zoals een schaakspel of puzzel? 

productive multimodal different time 
and place 

large epistemic 

 Do you play games on gaming sites that can make you smarter, for 
example chess or puzzles? 

     

‒ Schrijf je wel eens korte verhalen voor je eigen website? (dus geen 
profielpagina) 

productive multimodal different time 
and place 

large epistemic 

 Do you write short stories for your own website? (no social nework site)      

36+ Legt een vriend, vriendin of familielid wel eens iets aan jou uit? 

 

consumptive unmediated same time and 
place 

small instrumental 

 Do friends or family members explain things to you?      



 

 
 

37 Luister je wel eens mee als vrienden of familieleden met elkaar praten 
over hun dag? 

consumptive unmediated same time and 
place 

small social-
entertainment 

 Do you listen in when friends or family members talk to each other 
about their day? 

     

38+ Luister je wel eens mee als vrienden of familieleden met elkaar praten 
over maatschappelijke onderwerpen? 

consumptive unmediated same time and 
place 

small epistemic 

 Do you listen in when friends or family members talk to each other 
about global issues? 

     

‒ Luister je wel eens mee als je ouders met elkaar praten over jouw 
schoolresultaten? 

consumptive unmediated same time and 
place 

small epistemic 

 Do you listen in when your parents talk to each other about your school 
results? 

     

39 Krijg je wel eens instructies of aanwijzingen van een trainer/coach? consumptive unmediated same time and 
place 

large instrumental 

 Do you receive instructions from a trainer/coach?      

40+ Ga je wel eens naar een musical? consumptive unmediated same time and 
place 

large social-
entertainment 

 Do you go to musicals?      

41+ Ga je wel eens naar het toneel? consumptive unmediated same time and 
place 

large epistemic 

 Do you visit plays?      

‒ Ga je wel eens naar een theatervoorstelling? consumptive unmediated same time and 
place 

large epistemic 

 Do you visit the theatre?      

42+ Luister je wel eens naar de radio voor handige informatie, bijvoorbeeld 
over files of het weer? 

consumptive mediated oral same time, 
different place 

large instrumental 

 Do you listen to the radio for useful information, for example about      



 

 
 

traffic jams or the weather? 

43 Luister je wel eens naar een DJ op de radio? consumptive mediated oral same time, 
different place 

large social-
entertainment 

 Do you listen to DJs on the radio?      

44 Luister je wel eens naar de radio om te weten wat er in de wereld 
gebeurt, bijvoorbeeld naar het journaal? 

consumptive mediated oral same time, 
different place 

large epistemic 

 Do you listen to the radio to be informed about current events, for 
example the news bulletin? 

     

45 Laat een vriend, vriendin of familielid wel eens een briefje voor jou 
achter? 

consumptive print-based different time 
and place 

small instrumental 

 Do friends or family members leave notes for you?      

46+ Krijg je wel eens een brief of kaartje van vrienden of familie? consumptive print-based different time 
and place 

small social-
entertainment 

 Do you receive letters or postcards from friends or family members?      

47 Lees je wel eens handige informatie in kranten of tijdschriften, zoals 
advertenties of het tv-overzicht? 

consumptive print-based different time 
and place 

large instrumental 

 Do you read useful information in newspapers or magazines, for 
example adds or TV listings? 

     

48 Lees je wel eens een boek om je te ontspannen, zoals Harry Potter of 
Kippenvel? 

consumptive print-based different time 
and place 

large social-
entertainment 

 Do you read books for relaxation, like Harry Potter or “Kippenvel”?      

49 Lees je wel eens voor je plezier een tijdschrift, bijvoorbeeld over mode 
of computergames? 

consumptive print-based different time 
and place 

large social-
entertainment 

 Do you read magazines for enjoyment, for example about fashion or 
computer games? 

     

50+ Lees je wel eens een krant voor sportnieuws of nieuws over sterren 
(gossip)? 

consumptive print-based different time 
and place 

large social-
entertainment 



 

 
 

 Do you read newspapers for news on sports or celebrities (gossip)?      

51 Lees je wel eens een krant om te weten wat er in de wereld gebeurt? consumptive print-based different time 
and place 

large epistemic 

 Do you read newspapers to be informed about current events?      

52 Lees je thuis wel eens een boek waar je iets van kunt leren, bijvoorbeeld 
schoolboeken? 

consumptive print-based different time 
and place 

large epistemic 

 Do you read books at home you can learn something from, for example 
school books? 

     

53 Zoek je thuis wel eens iets op in een woordenboek of encyclopedie? consumptive print-based different time 
and place 

large epistemic 

 Do you look up information in dictionaries or encyclopedias when you’re 
at home? 

     

54 Lees je wel eens een tijdschrift waar je iets van kunt leren, bijvoorbeeld 
over psychologie of biologie? 

consumptive print-based different time 
and place 

large epistemic 

 Do you read magazines you can learn something from, for example 
about psychology or biology? 

     

55 Kijk je wel eens tv voor handige informatie, bijvoorbeeld het weerbericht 
of teletekst? 

consumptive multimodal different time 
and place 

large instrumental 

 Do you watch TV for  useful information, for example the weather 
forecast or teletext? 

     

56 Surf je wel eens naar websites om handige informatie te vinden, 
bijvoorbeeld voor lesuren of de tv-gids? 

consumptive multimodal different time 
and place 

large instrumental 

 Do you browse the web to find useful information, for example about 
school hours or TV listings? 

     

57 Kijk je wel eens naar grappige filmpjes op YouTube? consumptive multimodal different time 
and place 

large social-
entertainment 

 Do you watch movie clips on YouTube that are fun?      



 

 
 

58+ Surf je wel eens naar websites voor sportnieuws of nieuws over sterren 
(gossip)? 

consumptive multimodal different time 
and place 

large social-
entertainment 

 Do you browse the web for news on sports or celebrities (gossip)?      

59+ Kijk je wel eens tv om je te ontspannen, bijvoorbeeld soaps of 
tekenfilms? 

consumptive multimodal different time 
and place 

large social-
entertainment 

 Do you watch TV for relaxation, for example soap operas or cartoons?      

‒ Kijk jij wel eens naar een soap, bijvoorbeeld GTST of ONM? 

 

consumptive multimodal different time 
and place 

large social-
entertainment 

 Do you watch soaps, for example As the World Turns or The Bold and 
the Beatuful? 

     

‒ Kijk  je wel eens naar tekenfilms, bijvoorbeeld op Jetix of Nickelodeon? consumptive multimodal different time 
and place 

large social-
entertainment 

 Do you watch cartoons, for example on Jetix or Nickelodeon?      

‒ Lees jij wel eens ondertiteling als je naar een film of serie kijkt? consumptive multimodal different time 
and place 

large social-
entertainment 

 Do you read subtitles when you watch a film or series?      

60 Lees je wel eens een strip in een krant, tijdschrift of stripboek? consumptive multimodal different time 
and place 

large social-
entertainment 

 Do you read cartoons in newspapers, magazines or comic books?      

61 Surf je wel eens naar websites om leerzame informatie te vinden, 
bijvoorbeeld Wikipedia of Kennisnet? 

consumptive multimodal different time 
and place 

large epistemic 

 Do you browse the web to find educational information, for example on 
Wikipedia or infoplease? 

     

62 Lees je wel eens websites met gedichten of songteksten? consumptive multimodal different time 
and place 

large epistemic 

 Do you read websites with poems or lyrics?      

63 Kijk je wel eens tv om te weten wat er in de wereld gebeurt, consumptive multimodal different time large epistemic 



 

 
 

bijvoorbeeld naar het journaal? and place 

 Do you watch television to be informed about current events, for 
example the news bulletin? 

     

64+ Surf je wel eens naar websites voor nieuws over wat er in de wereld 
gebeurt? 

consumptive multimodal different time 
and place 

large epistemic 

 Do you browse the web to be informed about current events?      

65+ Kijk je wel eens naar programma’s waar je iets van kunt leren, 
bijvoorbeeld op Discovery? 

consumptive multimodal different time 
and place 

large epistemic 

 Do you watch programs you can learn something from, for example the 
Discovery Channel? 
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Dit proefschrift gaat over jongeren en hun buitenschoolse lees- en schrijfactiviteiten, 

die aan verandering onderhevig zijn door de toenemende invloed van digitale 

technologie. De opkomst van een nieuw medium gaat in de regel gepaard met zorgen 

over de teloorgang van oude media. Ooit werd het geschreven woord beschouwd als 

een bedreiging voor het gesproken woord, zo laat Plato in de dialoog Phaedrus zien. 

Het afgelopen jaar was de iPad regelmatig in het nieuws en met name het gebruik 

daarvan voor onderwijskundige doeleinden. Maurice de Hond lanceerde de ‘iPad-

school’ en de Duitse geheugenonderzoeker Manfred Spitzer bracht het boek Digitale 

dementie: hoe wij ons verstand kapotmaken uit waarin hij betoogt dat digitale media 

een negatieve invloed hebben op leerprestaties. In het debat over de inzet van digitale 

media als leermiddel vertegenwoordigen De Hond en Spitzer twee kampen: het ene 

kamp dicht aan nieuwe media revolutionaire krachten toe en het andere klampt zich 

vast aan oude media als boeken, waarvan het onderwijskundige nut al vaststaat. Door 

het opwerpen van zulke tegenstellingen worden de verschillen tussen oude en nieuwe 

media uitvergroot en de overeenkomsten verwaarloosd. Enerzijds doet dit geen recht 

aan de enorme variatie die bestaat in nieuwe media-activiteiten. Anderzijds is het 

onjuist omdat, zoals Bolter en Grusin (1999) al lieten zien, nieuwe media veel van oude 

media in zich opnemen en oude media zich als antwoord daarop voortdurend 

aanpassen aan nieuwe media. Zo heeft het lezen van een online krant in veel 

opzichten meer weg van het lezen van een papieren krant dan het spelen van een 

computerspel. 

In dit proefschrift wordt een alternatieve benadering voorgesteld die is gebaseerd 

op het inzicht dat het medialandschap divers is en de opkomst van een nieuw medium 

zelden een radicale breuk met oude media betekent. Vanuit het concept 

‘geletterdheid’ (in het Engels ‘literacy’) worden de uiteenlopende maar vaak aan elkaar 

verwante functies van oude en nieuwe media bestudeerd. In de volgende paragraaf 

wordt er dieper ingegaan op wat geletterdheid precies is en hoe dit begrip is gebruikt 

in vier verschillende studies, die het raamwerk vormen van dit proefschrift. Het 

overkoepelende doel van deze studies was om veranderingen in geletterdheid van 

jongeren te onderzoeken door vragen te beantwoorden als:  

- Welke geletterde activiteiten ontplooien jongeren buiten school? 

- Waarvoor worden oude en nieuwe media gebruikt?  

- Welke betekenis hebben oude en nieuwe media voor jongeren? 

- Verandert dit in de loop van de middelbare school? 

Het onderzoek dat in dit proefschrift wordt gepresenteerd, is onderdeel van een groter 

project waarin factoren zijn onderzocht die invloed hebben op de lees- en 

schrijfontwikkeling van vmbo-leerlingen (het SALSA-project, zie 

http://salsa.socsci.uva.nl). Om die reden is het sterk toegespitst op jongeren die vaak, 

maar niet altijd, moeite hebben met lezen en schrijven op school en die een groter 

http://salsa.socsci.uva.nl/
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risico lopen om gedemotiveerd te raken. Ook ligt er in dit proefschrift sterke nadruk op 

functies van oude en nieuwe media die van belang kunnen zijn voor het ontwikkelen 

van schoolse vaardigheden. Desalniettemin is het perspectief dat in dit proefschrift 

wordt ingenomen in principe breed. Leerlingen uit alle opleidingsniveaus zijn in het 

onderzoek vertegenwoordigd en diverse vormen van mediagebruik zijn bestudeerd die 

verder reiken dan voor het onderwijs relevante toepassingen. 

 

Wat is geletterdheid? 

Geletterdheid verwijst traditioneel naar kunnen lezen en schrijven, waarvoor 

verscheidene soorten kennis en vaardigheden nodig zijn waaronder grammaticale 

kennis, spellingvaardigheid, woordenschat en kennis van lees- schrijfstrategieën. 

Tegenwoordig wordt geletterdheid vaak breder opgevat, namelijk als het vermogen 

om zulke vaardigheden toe te passen in een sociale context, die altijd uniek is. Volgens 

deze zogenaamde socioculturele benadering, waar in dit proefschrift bij aangesloten 

wordt, kun je een geletterde activiteit niet los zien van het doel dat zo’n activiteit dient 

en de betekenis daarvan voor een individu (zie bijv. Anderson & Stokes, 1984; Barton, 

2007; Gillen & Barton, 2009; Heath, 1983; Lankshear & Knobel, 2006). Voorstanders 

van dit idee zien geletterdheid als veel meer dan het kunnen lezen van een boek of het 

schrijven van een brief; ook gesproken taal kan eronder vallen of bepaald soort gebruik 

van nieuwe media.  

Het voordeel van deze brede benadering is dat die beter aansluit bij intuïtieve 

ideeën over wat geletterdheid is. Waarom zou je de grens immers trekken bij 

geschreven tekst (bijv. het lezen van een krant) als andere activiteiten er veel op lijken 

(bijv. kijken naar een nieuwsbulletin)? Een nadeel is echter dat het steeds moeilijker 

wordt een definitie van geletterdheid te geven waarmee genoeg activiteiten 

ingesloten maar ook uitgesloten worden. In dit proefschrift wordt geletterdheid 

daarom op een andere manier benaderd, geïnspireerd op de wijze waarop de Duitse 

filosoof Wittgenstein het concept ‘spel’ omschreef. Er is niets wat alle spelen met 

elkaar gemeen hebben, beweerde hij. Wat we in plaats daarvan zien, is een 

gecompliceerd web van gelijkenissen die in elkaar grijpen, net zoals de leden van een 

familie op elkaar lijken zonder één eigenschap allemaal te delen. Wittgenstein sprak 

daarom niet over noodzakelijke en voldoende voorwaarden waarmee elk spel 

beschreven kon worden, maar over ‘familiegelijkenissen’. Dezelfde redenering is in dit 

proefschrift toegepast op geletterdheid.  

Een belangrijke vraag is welke eigenschappen, hier opgevat als 

familiegelijkenissen, geassocieerd worden met geletterde activiteiten. Zoals in 

Hoofdstuk 1 wordt besproken, suggereren diverse auteurs dat formeel taalgebruik dat 

onafhankelijk is van een bepaalde context en daardoor op zichzelf staat, kenmerkend 

is voor geletterdheid (Chafe, 1979; Halliday, 1978; Ochs, 1979; Ravid & Tolchinsky, 

2002; Schleppegrell, 2004; Tannen, 1982). Deze auteurs wijzen verschillende factoren 
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aan die maken dat taalgebruik meer of minder formeel is, namelijk wat de sociale 

afstand is tussen personen, of die personen tegelijkertijd aanwezig zijn op dezelfde 

plaats en wat het communicatieve doel is van de interactie. Ze benadrukken hierbij dat 

formeel taalgebruik weliswaar sterk geassocieerd wordt met geschreven taal, maar dat 

de communicatieve omstandigheden van doorslaggevend belang zijn. Formeel 

taalgebruik kan om die reden ook in andere ‘modaliteiten’ voorkomen, bijvoorbeeld 

gesproken taal. Zo kan het taalgebruik in een briefwisseling tussen twee vrienden 

informeler van aard zijn dan een lezing of een politiek debat. In het eerste geval is er 

immers sprake van een intieme persoonlijke band en is het doel van de uitwisseling 

zoiets als het onderhouden van contact; een lezing of een debat vindt in een andere 

communicatieve context plaats en dient wat in dit proefschrift een epistemische 

functie wordt genoemd (ontleend aan Wells, 1987). Daar wordt een soort 

geletterdheid mee aangeduid waar hogere cognitieve functies voor nodig zijn die 

creativiteit en kritische reflectie mogelijk maken. Epistemische functies zijn 

geconcentreerd in geschreven taal, met name boeken, maar kunnen ook in gesproken 

taal of in nieuwe media aanwezig zijn. 

Door de opkomst van nieuwe media zoals televisie en recentelijk digitale media, 

is de grens tussen wat wel en niet geletterd is in meerdere opzichten vervaagd (zie 

Rantanen (2005) voor een historisch overzicht van media-ontwikkelingen). Nieuwe 

media maken multimodaliteit makkelijker, dat wil zeggen het combineren van schrift 

met illustraties, geluid en/of bewegend beeld. Bovendien bieden ze nieuwe 

mogelijkheden tot interactiviteit, in tegenstelling tot gedrukte media waarbij de kloof 

tussen producent en consument groter is. Als gevolg hiervan kunnen nieuwe media op 

een soortgelijke manier gebruikt worden als oude media (denk aan online kranten), 

maar zijn er ook nieuwe opties voor interactie ontstaan die lijken op alledaagse 

conversaties (denk aan social media), waarbij beperkingen opgeworpen door afstand 

in tijd en plaats er vrijwel niet toe doen en de grens tussen persoonlijk contact en 

massacommunicatie vervaagt. Het is door deze ontwikkelingen moeilijker geworden 

om criteria vast te stellen waarmee een sluitende definitie van geletterdheid kan 

worden gegeven. De opkomst van nieuwe media maakt de noodzaak tot een 

alternatieve benadering dus nog groter, een benadering waarmee het gecompliceerde 

web aan gelijkenissen tussen geletterde activiteiten geduid kan worden. 

Om geletterde activiteit te definiëren en te meten is in dit proefschrift gekozen 

voor een methode die aansluit bij Facet Theory (FT), ontwikkeld door Guttman in de 

jaren ’50 van de 20
e
 eeuw (zie Guttman & Greenbaum, 1998). In FT wordt een complex 

fenomeen als geletterdheid in de breedte en in de diepte verkend door verschillende 

relevante dimensies, ofwel ‘facetten’, vast te stellen en die systematisch met elkaar te 

combineren. Vervolgens wordt een meetinstrument geconstrueerd door voor elke 

combinatie ten minste een item op te nemen, bijvoorbeeld een vragenlijstitem. Voor 

het onderzoek dat gepresenteerd wordt in dit proefschrift is een nieuwe vragenlijst 
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ontwikkeld op basis van de facetten die weergegeven zijn in Tabel 1. De facetten zijn 

gebaseerd op het literatuuronderzoek dat gepresenteerd wordt in Hoofdstuk 1, waarin 

kenmerkende eigenschappen van geletterde activiteiten zijn vastgesteld in relatie tot 

de mogelijkheden die nieuwe media bieden.  

 
Tabel 1 Facetten en subcategorieën  

 
Facet 

  
Voorbeeld 

A. Modaliteit a1 Ongemedieerd, multimodaal gesprek in het echt, lezing 
  a2 Gemedieerd, oraal telefoongesprek, radio 
  a3 Gemedieerd, gedrukt boek, krant, tijdschrift, brief 
  a4 Gemedieerd, multimodaal computer, mobiele telefoon, tv 

B. Type b1 Productief / interactief schrijven, spreken, bewerken  
  b2 Consumptief kijken, lezen, luisteren 

C. Afstand in tijd en  c1 Zelfde tijd en plaats gesprek in het echt, musical 
 ruimte c2 Zelfde tijd, andere plaats telefoongesprek, msn’en 
  c3 Andere tijd en plaats boek, e-mail, internetforum 

D. Sociale afstand d1 Klein vriend(in), klasgenoot, naast familielid 
  d2 Groot auteur, leraar, winkelier, onbekende  

E. Functie e1 Instrumenteel praktische informatie, afspraak maken 
  e2 Sociaal / entertainment contact houden, voor plezier / ontspanning  
  e3 Epistemisch kennisgaring, creatieve expressie 

 

De subcategorieën van de vijf facetten zijn gecombineerd tot 65 vragenlijstitems die in 

de appendix zijn weergegeven. Voorbeelden van vragenlijstitems zijn ‘Praat je wel eens 

met vrienden of familie over maatschappelijke onderwerpen, zoals politiek of milieu?’ 

(a1b1c1d1e3), ‘Lees je wel eens voor je plezier een tijdschrift, bijvoorbeeld over mode of 

computergames?’ (a3b2c3d2e2) en ‘Surf je wel eens naar websites om leerzame 

informatie te vinden, bijvoorbeeld Wikipedia of Kennisnet?’ (a4b2c3d2e3). De 

vragenlijstitems beslaan in totaal 43 facetcombinaties omdat niet voor alle 

combinaties realistische geletterde activiteiten bestonden. Voor sommige combinaties 

waren overigens juist meerdere activiteiten relevant. Om vast te stellen welke 

activiteiten realistisch en relevant waren, is voorafgaand aan het onderzoek een 

pilotstudie uitgevoerd. Zowel in de pilotstudie als in het uiteindelijke onderzoek is de 

vragenlijst afgenomen via een computer op de school van de leerlingen.  

De ontwikkelde vragenlijst ligt ten grondslag aan alle vier de studies die zijn 

verricht en die gepresenteerd worden in Hoofdstuk 2, 3, 4 en 5. In de volgende 

paragraaf worden de belangrijkste bevindingen besproken. De studies hebben een 

sterke focus op het gebruik van verschillende media voor epistemische doeleinden 

(facet e3) en in een communicatieve context gemarkeerd door een grote sociale 
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afstand tussen de betrokkenen (facet d2). Het is dit type gebruik dat typerend is voor 

het soort geletterdheid dat op school wordt onderwezen en waarvan wordt 

verondersteld dat jongeren er ervaring mee moeten opdoen om later succesvol deel te 

kunnen nemen aan de maatschappij.  

 

Belangrijkste bevindingen 

In de studie die besproken wordt in Hoofdstuk 2 zijn patronen onderzocht in de 

geletterde activiteiten van 70 jongeren uit de eerste klas van het vmbo (basis- en 

kaderberoepsgerichte leerwegen). Een kernvraag van deze studie was in hoeverre 

nieuwe media buiten school werden gebruikt in een formele communicatieve context, 

die van oudsher sterk is geassocieerd met gedrukte media. Er is specifiek onderzocht 

hoe vaak en hoeveel oude en nieuwe media gebruikt werden voor een epistemisch 

doel en in een situatie gekenmerkt door een grote sociale afstand tussen de 

betrokkenen. 

In deze eerste studie zijn zowel de frequentie en duur van geletterde activiteiten 

opgenomen als het belang dat de leerlingen aan elke activiteit hechtten. 

Frequentie/duur is gemeten op de volgende zevenpuntsschaal: (1) nooit, (2), minder 

dan een keer per maand, (3) minstens één keer per maand, (4) minstens één keer per 

week, (5) (bijna) elke dag, (6) 1-2 uur per dag, (7) meer dan twee uur per dag. Belang is 

bepaald door aan respondenten bij elke geletterde activiteit voor te leggen hoe erg ze 

op een schaal van 1 tot 10 die activiteit zouden missen als ze het niet meer konden 

doen, waarbij (1) helemaal niet missen en (10) heel erg missen betekende.  

In de analyses zijn vervolgens ongemedieerd contact (a1c1) en drie typen media 

met elkaar gecontrasteerd, namelijk gedrukte media (a3c3), synchrone nieuwe media 

(a4c2) en asynchrone nieuwe media (a4c3). Bij elk contrast is gekeken of er een effect 

op frequentie/duur was van sociale afstand (klein, groot) en functie (sociaal-

entertainment, instrumenteel, epistemisch). Vervolgens is onderzocht of de gevonden 

patronen correspondeerden met de belangscores van de respondenten. 

 De resultaten van de analyses laten zien dat bepaalde functies nauw 

verbonden waren met bepaalde media. De patronen in met name het synchrone 

gebruik van nieuwe media leken erg op de patronen van ongemedieerd contact: beide 

werden vooral gebruikt in communicatieve contexten met een sociaal-entertainment 

doel en een kleine sociale afstand tussen betrokkenen. Onder de vmbo-jongeren die 

aan het onderzoek deelnamen, bleek weinig ervaring te zijn met het gebruik van 

nieuwe media in formele contexten. Met name oude, gedrukte media werden gebruikt 

in zulke situaties.  

Hier moeten wel twee dingen bij opgemerkt worden. Ten eerste, jongeren 

gebruikten gedrukte media veel minder vaak dan nieuwe media en hechtten er 

bovendien minder belang aan. Dit is een belangrijke constatering omdat hieruit een 

voorkeur van jongeren voor het medium zelf blijkt, los van functie en sociale context. 
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Ten tweede, de frequentie/duur van het gebruik van gedrukte media voor 

epistemische doeleinden en het persoonlijk belang dat jongeren eraan hechtten, 

liepen aanzienlijk uiteen. Bij andere typen media was een hogere mate van 

overeenstemming tussen belang en daadwerkelijk gebruik te zien. Dit kan erop duiden 

dat jongeren epistemische functies van oude media vooral benutten als dat van 

buitenaf gemotiveerd wordt, iets waar in het vijfde hoofdstuk dieper op in wordt 

gegaan. 

In Hoofdstuk 3 wordt de tweede studie gepresenteerd waarin de diverse 

‘medialeefstijlen’ zijn onderzocht van 503 leerlingen uit alle niveaus van het voortgezet 

onderwijs. Binnen het kader van dit proefschrift biedt deze studie een basis voor 

vergelijking tussen de vmbo-leerlingen die aan het SALSA-project deelnamen en 

leerlingen van hogere opleidingsniveaus. Het hoofddoel van dit tweede onderzoek was 

om vanuit een persoonsgerichte benadering de geletterde activiteiten van jongeren te 

onderzoeken. Dat is gedaan door in kaart te brengen welke betekenisvolle combinaties 

elke jongere maakte van oude en nieuwe media. Een belangrijk uitgangspunt was dat 

de mediakeuzes van jongeren nauw verbonden zijn met bepaalde functies en sociale 

relaties, zoals het onderhouden van contact met vrienden of het zoeken van 

entertainment zonder dat bekenden daarbij betrokken zijn. 

Om medialeefstijlen te identificeren is gebruikgemaakt van een techniek 

genaamd clusteranalyse. Jongeren zijn gegroepeerd op basis van de frequentie/duur 

waarmee ze soortgelijke media (inclusief ongemedieerd, offline contact) gebruikten 

voor soortgelijke functies en binnen soortgelijke sociale contexten. Elke groep is 

vervolgens getypeerd aan de hand van de facetten die sterk geassocieerd waren met 

een specifieke medialeefstijl. Ook is gekeken hoe de verdeling binnen elke 

medialeefstijl was tussen jongens en meisjes en tussen vmbo- en havo/vwo-leerlingen.  

Uit de analyses kwamen vier medialeefstijlen naar boven: media-omnivoren, die 

alle typen media voor verscheidene functies in diverse sociale contexten gebruikten; 

netwerkers, die vooral gericht waren op het in contact staan met bekenden en daar 

diverse communicatiemiddelen voor gebruikten, offline en online; gamers, die sterk 

gefocust waren op het gebruik van nieuwe media voor entertainment in een 

communicatieve context gekenmerkt door een grote sociale afstand; laag-frequente 

gebruikers, die nauwelijks welk medium dan ook gebruikten voor een bepaalde functie 

of in een bepaalde sociale context. 

De gevonden resultaten laten zien dat er aanzienlijke verschillen bestonden 

tussen jongeren in de manier waarop ze oude en nieuwe media combineerden. 

Aangezien alle jongeren in dit onderzoek toegang hadden tot de diverse media die zijn 

onderzocht, wijst dit erop dat beschikking hebben over een medium geen garantie is 

dat het (intensief) wordt gebruikt. Daar is klaarblijkelijk meer voor nodig. Dit 

onderzoek laat zien dat een medialeefstijl tot stand komt door een combinatie van 

factoren die onderling afhankelijk van elkaar zijn, namelijk de aantrekkingskracht van 
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het medium zelf, het doel waarvoor het wordt gebruikt en de sociale context 

waarbinnen dat gebeurt. Interessant is ook dat uit deze studie blijkt dat een belangrijk 

kenmerk van ongemedieerd contact, namelijk synchroniciteit, bepalend is voor 

frequent gebruikt van nieuwe media.  

Uit de resultaten van deze studie komt bovendien naar voren dat verschillen 

tussen jongens en meisjes veel groter waren dan tussen leerlingen van verschillende 

opleidingsniveaus. Jongens waren vaker gamers en laag-frequente mediagebruikers 

dan meisjes, en meisjes waren vaker mediaomnivoren en netwerkers. Havo/vwo-

leerlingen waren vaker mediaomnivoren dan vmbo-leerlingen, maar verder bestonden 

er geen significante verschillen.  

De derde studie wordt gepresenteerd in Hoofdstuk 4. Dit is een longitudinale 

studie waarin veranderingen zijn onderzocht in de geletterde activiteiten van dezelfde 

groep jongeren als uit de eerste studie. De hoofdvraag was of de geletterde 

activiteiten van jongeren waren veranderd gedurende de eerste drie jaren van het 

voortgezet onderwijs, en zo ja, welke facetten hiermee in verband gebracht konden 

worden. Omdat uit de eerste studie bleek dat jongeren nauwelijks ervaring hadden 

met het gebruik van nieuwe media in formele communicatieve contexten is specifiek 

onderzocht of die vaker werden gebruikt voor epistemische doelen en in situaties 

gemarkeerd door grote sociale afstand. Hiervoor is een complexe multilevelanalyse 

gebruikt waarin de variabele tijd en vier facetten waren opgenomen: modaliteit, 

sociale afstand, functie en productief/interactief versus consumptief gebruik. 

De resultaten van de derde studie laten zien dat over het geheel genomen 

geletterde activiteit, zoals gedefinieerd in dit onderzoek, licht afnam van de eerste tot 

de derde klas. Er was een opmerkelijke uitzondering op deze regel, namelijk geletterde 

activiteiten die werken gekenmerkt door een kleine sociale afstand, zoals tussen 

vrienden of naaste familieleden. Het gebruik van multimodale media in combinatie 

met een kleine sociale afstand bleef even frequent, bijvoorbeeld msn’en of het gebruik 

van profielpagina’s als Hyves. Bovendien nam ongemedieerd contact met bekenden 

zelfs iets toe. Een andere uitzondering werd gevormd door gedrukte media in 

combinatie met een grote sociale afstand, waarvan het gebruik niet afnam. Dit type 

geletterde activiteiten kwam in de eerste klas echter al weinig voor. 

Ook blijkt uit de resultaten dat geletterde activiteiten die in formele contexten 

plaatsvonden afnamen. Voor epistemische functies stond deze afname in verhouding 

tot de algehele afname in geletterde activiteit. Het epistemische gebruik van 

multimodale media, dat al relatief infrequent was in de eerste klas, nam eveneens af. 

Dit betekent dat jongeren bijvoorbeeld minder vaak online informatie opzochten en 

minder vaak televisie keken om op de hoogte te blijven van het nieuws. Geletterde 

activiteiten die gekenmerkt werden door grote sociale afstand namen meer af dan de 

algehele afname. Deze daling was beperkt tot multimodale activiteiten, zoals het 

spelen van online multiplayer games en het bekijken van YouTube-clips.  
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Tot slot toont de derde studie dat de verschillen in algehele buitenschoolse 

geletterde activiteit kleiner werden tussen jongens en meisjes. Voor beide groepen 

nam geletterde activiteit af over de jaren, maar dat gebeurde bij meisjes harder dan bij 

jongens. In de eerste klas was de geletterde activiteit van meisjes al hoger, zoals ook 

uit een vorig onderzoek is gebleken, dat buiten het kader van dit proefschrift 

plaatsvond (Ünlüsoy, De Haan, Leseman & Van Kruistum, 2010). 

In Hoofdstuk 5 worden de voorgaande kwantitatieve studies, in het bijzonder de 

longitudinale analyses van het vorige hoofdstuk, aangevuld met informatie uit diepte-

interviews. De vierde en laatste studie is een kwalitatief onderzoek naar de motieven 

die jongeren noemden voor het ontplooien van buitenschoolse geletterde activiteiten, 

waarbij motieven genoemd in de eerste klas zijn vergeleken met motieven die 

aangedragen werden in de derde klas. Het doel van deze studie was in eerste instantie 

om na te gaan of jongeren geletterde activiteiten als intern of extern gereguleerd 

beleefden, ofwel gemotiveerd door een innerlijke noodzaak of een kracht van buiten. 

In tweede instantie is gekeken of daar veranderingen in optraden. In de analyses zijn 

motieven die werden genoemd voor gedrukte media (bijv. boeken, tijdschriften en ook 

handgeschreven media als brieven) vergeleken met motieven die jongeren noemden 

voor internet-gerelateerde nieuwe media (bijv. online games, profielpagina’s en 

YouTube). Een specifieke vraag was of het gebruik van nieuwe media over de loop van 

de tijd vaker werd beschouwd als opgelegd of anderszins van buitenaf gestimuleerd. 

Om dat te bepalen, zijn diepte-interviews gevoerd in het eerste en derde jaar van het 

onderzoek met een deelsample van 30 leerlingen uit de groep vmbo-leerlingen die aan 

het SALSA-project deelnamen. 

De kwalitatieve analyses van de vierde studie laten zien dat jongeren motieven 

zelden geïsoleerd van elkaar noemden. Vaak hadden ze meer dan één motief voor een 

en dezelfde geletterde activiteit. Ze noemden bijvoorbeeld interne motieven (bijv. ‘Ik 

doe het omdat ik het leuk vind’) samen met externe motieven (bijv. ‘Ik doe het omdat 

ik dat moet’), amotivatie (bijv. ‘Ik doe het alleen als ik niets anders te doen heb’), 

tegenmotieven (bijv. ‘Ik vind het saai’) en wegen van het medium (bijv. ‘Ik doe het 

liever door middel van een ander medium’).  

Er zijn drie patronen zichtbaar in de veranderingen die plaatsvonden bij het 

noemen van deze typen motieven. Allereerst zijn er sterke indicaties dat gedrukte 

media in de buitenschoolse context competitie ondervonden van nieuwe media en 

andere vormen van vrijetijdsbesteding. Jongeren gaven wel aan gemotiveerd te zijn 

om gedrukte media te gebruiken, maar hun voorkeur ging over het algemeen uit naar 

nieuwe media. Daarnaast vertelden jongeren in de derde klas vaker dat ze oude en 

nieuwe media gebruikten om informatie op te zoeken vanuit een bepaalde interesse, 

bijvoorbeeld de actualiteit, brommers, de oudheid of computerspellen. Tot slot legden 

jongeren vaker uit dat gebruik van nieuwe media op een of andere manier 

gestimuleerd werd van buitenaf. In zulke gevallen gaven zij bijvoorbeeld aan nieuwe 
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media te gebruiken om te zoeken naar een bijbaan, contact te onderhouden met een 

werkgever, een brommerbewijs te halen of producten online te(ver)kopen. Ook legde 

een groep jongens die ICT als specialisatie hadden gekozen uit vaker nieuwe media te 

gebruiken vanwege school. 

 

Conclusies 

De vier studies die in dit proefschrift worden gepresenteerd, dragen op verschillende 

manieren bij aan bestaand onderzoek. Allereerst is geletterdheid op een brede en 

systematische manier onderzocht zodat (vaak aan elkaar verwante) toepassingen van 

oude en nieuwe media konden worden onderzocht. Bovendien zijn er verscheidene 

analysetechnieken gebruikt die elkaar complementeren en een nieuw perspectief op 

het gebruik van oude en nieuwe media bieden, met name de longitudinale analyses 

(Hoofdstuk 4 en 5) en de kwalitatieve studie (Hoofdstuk 5). Tot slot ligt de focus in dit 

proefschrift op een groep leerlingen uit het vmbo voor wie het van groot belang is dat 

succesvolle methoden worden ontwikkeld om schoolse lees- en schrijfvaardigheden te 

bevorderen. Deze jongeren vormen een grote groep, ongeveer een derde van de totale 

leerlingpopulatie (Rijks, 2008), maar onderzoek naar hen is schaars. Door de opkomst 

van nieuwe media is de ontwikkeling van geletterdheid een prangend vraagstuk in het 

onderwijs geworden. Dit proefschrift biedt enkele inzichten die leraren en anderen 

werkzaam in het onderwijs tot nut kunnen zijn.  

 
Competitie tussen Oude en Nieuwe Media 

Uit de vier studies komt naar voren dat oude media in de buitenschoolse context 

competitie ondervinden van nieuwe media. Jongeren geven over het algemeen de 

voorkeur aan toepassingen die sterk met nieuwe media zijn geassocieerd, zoals 

contact houden met vrienden. Hiernaast blijkt uit het onderzoek dat nieuwe media een 

inherente aantrekkingskracht hebben. De interviews die met jongeren zijn gevoerd 

laten zien dat zij de mogelijkheid tot snelle, gemakkelijke, synchrone en multimodale 

interactie waarderen.  

Samen wijst dit erop dat voor jongeren de aantrekkingskracht van nieuwe media 

voor een groot deel zit in de overeenkomsten met ongemedieerd contact, dat ook 

synchroon en vaak met goede bekenden plaatsvindt. Interessant is dan ook dat deze 

vorm van interactie gedurende de eerste drie jaren van de middelbare school populair 

blijft: de onderzochte jongeren hebben vaker ongemedieerd contact met bekenden en 

blijven even vaak nieuwe media voor een soortgelijk doel gebruiken. In deze periode 

neemt in het algemeen geletterde activiteit juist licht af, ook toepassingen van nieuwe 

media zoals gamen en YouTube kijken. Deze veranderingen in het mediagebruik sluiten 

aan bij de ontwikkelingsfase waar de jongeren in zitten, een fase waarin contact met 

leeftijdsgenoten belangrijker wordt.  
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Ontwikkelen van Epistemische Geletterdheid 

In het licht van de zorgen die bestaan over de opkomst van nieuwe media is een 

hoofdvraag in dit proefschrift in hoeverre jongeren het epistemisch potentieel van 

nieuwe media benutten, dat wil zeggen de functies die onmiddellijke, persoonlijke 

ervaringen overstijgen en waarvoor kritische reflectie en creativiteit zijn vereist. Aan 

het begin van het onderzoek, toen de deelnemende leerlingen 12 tot 14 jaar oud 

waren en net aan de middelbare school waren begonnen, werden nieuwe media nog 

nauwelijks gebruikt voor epistemische doeleinden of in formele sociale contexten. 

Hoofdstuk 5 laat zien dat jongeren vaker van buitenaf werden gestimuleerd om daar 

gedrukte media voor te gebruiken. Ze gaven bijvoorbeeld aan kennisboeken te lezen 

als onderdeel van hun religieuze gebruiken of omdat ze dat voor school moesten doen. 

Het gebruik van nieuwe media daarentegen kwam vrijwel volledig voort uit innerlijke 

behoeftes als zoeken naar plezier.  

De resultaten uit het kwantitatieve, longitudinale onderzoek (Hoofdstuk 4) tonen 

geen ontwikkeling in epistemische geletterdheid aan. Activiteiten als informatie online 

opzoeken en discussiëren op internetfora komen in de derde klas minder vaak voor 

dan in de eerste klas. Uit de kwalitatieve, longitudinale studie (Hoofdstuk 5) komen 

wel twee belangrijke ontwikkelingen naar voren. Meer jongeren rapporteren dat hun 

gebruik van nieuwe media van buitenaf wordt gestimuleerd en meer jongeren 

vertellen dat ze nieuwe media gebruiken om op eigen initiatief informatie op te 

zoeken. Het is mogelijk dat deze ontwikkelingen in de kwantitatieve studie niet een 

toename in epistemische geletterdheid laten zien omdat ze weliswaar vaker maar toch 

nog sporadisch voorkomen, of omdat zulke activiteiten onvoldoende door de 

vragenlijst naar boven worden gehaald. Beide studies laten in ieder geval duidelijk zien 

dat, op enkele uitzonderingen na, de meeste jongeren het epistemisch potentieel van 

nieuwe media niet benutten en niet gaan benutten in de onderzochte periode. 

 
Diversiteit onder Jongeren 

Van de populatie vmbo-leerlingen is bekend dat die divers is en niet alle leerlingen met 

lees- en schrijfproblemen kampen op school (Schram, 2007). Uit het onderzoek dat 

gepresenteerd wordt in dit proefschrift komen ook duidelijk grote verschillen naar 

voren tussen de mediavoorkeuren van deze jongeren: sommigen houden van gamen 

of social media, anderen hebben een gemengd mediamenu of gaan liever naar buiten.  

Hoofdstuk 3 laat zien dat met name verschillen tussen jongens en meisjes groot 

zijn, groter dan tussen leerlingen van verschillende opleidingsniveaus. De geletterde 

activiteit van meisjes is buiten school hoger en diverser. Met het oog op schoolsucces 

is dit vermoedelijk een belangrijk verschil, aangezien de buitenschoolse geletterde 

activiteiten van meisjes beter aansluiten bij de prestaties die van hen op school 

worden verlangd. Daar komt bij dat jongens vaker intensief online gamen, wat hen 
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ervan kan weerhouden om een gebalanceerde medialeefstijl te ontwikkelen. Uit de 

longitudinale analyse van Hoofdstuk 4 blijkt wel dat verschillen tussen jongens en 

meisjes gaandeweg minder groot worden. 

Vanuit het oogpunt van schoolprestaties trekt één groep leerlingen de aandacht, 

een groep die zowel in het vmbo als in de havo en het vwo voorkomt. Het gaat om 

jongeren die alle typen media infrequent gebruiken. De studies uit Hoofdstuk 3 en 5 

samen maken aannemelijk dat deze jongeren, vaak jongens, meer gericht zijn op 

buitenactiviteiten zoals sporten en hangen met vrienden. Tot op zekere hoogte is dit 

waarschijnlijk een normale fase in hun ontwikkeling, maar hun medialeefstijl wijkt wel 

sterk af van die van hun leeftijdsgenoten. Deze jongeren zouden in het nadeel kunnen 

zijn omdat ze zowel weinig ervaring opdoen met geletterde activiteiten die relevant 

zijn voor school als met vaardigheden die in een digitaal tijdperk vereist zijn.  

Hoewel het onderzoek duidelijk maakt dat de groepen vmbo- en havo/vwo-

leerlingen erg op elkaar lijken omdat ze dezelfde variatie aan medialeefstijlen laten 

zien, komt uit de resultaten één verschil naar voren dat belangwekkend zou kunnen 

zijn: vmbo-leerlingen zijn minder vaak mediaomnivoren. Mediaomnivoren belichamen 

het ideaal van een flexibele mediagebruiker die om kan gaan met uiteenlopende 

taalkundige situaties (zie Ravid & Tolchinsky, 2002). Ongeveer een kwart van de vmbo-

leerlingen is zo’n flexibele mediagebruiker. Dit is niet heel weinig en laat bovendien 

nog eens zien hoe gemêleerd deze groep is, maar het is wel minder dan bij de 

havo/vwo-leerlingen waarvan bijna de helft een mediaomnivoor is. In het bijzonder 

vmbo-leerlingen met minder divers mediagebruik lopen ervaringen mis waarmee 

vaardigheden ontwikkeld worden die van belang zijn op school en in de maatschappij.  

 
Aanbevelingen voor het Onderwijs 

Dit onderzoek geeft onderwijzers geen concrete richtlijnen voor aanpassingen in hun 

lespraktijk waarmee ze belangrijke geletterde vaardigheden kunnen bevorderen. Er 

zijn immers geen verbanden onderzocht met vaardigheden en er is geen 

interventieonderzoek gedaan. Toch bieden de studies enkele inzichten die 

onderwijzers tot nut zouden kunnen zijn.  

Allereerst is het belangrijk om te benadrukken dat de meeste jongeren die 

deelnamen aan het onderzoek in veel opzichten lezers en schrijvers zijn. Ze lezen en 

schrijven misschien niet de dingen die volwassenen waarderen en ze zien zichzelf vaak 

niet als lezers en schrijvers, maar ze lezen en schrijven wel degelijk, bijvoorbeeld door 

middel van nieuwe media. Daarom doen onderwijzers er goed aan zich af te vragen 

wat het nu precies is dat ze zo aan lezen en schrijven waarderen. Gaat het om het 

geschreven woord of om een bepaald soort gebruik dat er sterk mee is geassocieerd? 

Kunnen andere media voor soortgelijke doeleinden worden ingezet? In dit proefschrift 

wordt voorgesteld dat epistemische functies van belang zijn, maar dit moet 
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beschouwd worden als het beginpunt van een hoognodig debat in plaats van een 

definitief antwoord. 

Met betrekking tot het bevorderen van epistemische geletterdheid blijkt uit dit 

onderzoek dat scholen daar al behoorlijk succesvol in zijn. Buiten school lezen en 

schrijven jongeren teksten waar ze anders nauwelijks mee in aanraking zouden komen, 

teksten die hun onmiddellijke persoonlijke ervaring overstijgen. Dit laat het potentieel 

zien van wat Solomon (1986: 41-42) educatie in klassieke zin noemt: “(…) being 

brought up to be part of something, not just be successful in a career”. Jongeren 

hebben aanmoediging van buitenaf nodig om andere werelden te verkennen. Er is een 

tendens geweest in het onderwijs om de drempel voor lezen te verlagen door 

makkelijkere teksten aan te bieden of teksten die beter aansluiten bij de leefwereld 

van jongeren. Kennismaking met geschreven teksten lijkt een doel op zich te zijn 

geworden in plaats van een middel tot een bepaald doel. De nadruk is zo meer op het 

plezierige aspect van lezen komen te liggen in plaats van het epistemische potentieel 

en onderwijzers dreigen hierdoor uit het oog te verliezen wat de kracht is van het 

onderwijs.  

Dit wil niet zeggen dat methoden zoals aansluiten bij de persoonlijke ervaringen 

en interesses van jongeren geen waarde hebben. Ze kunnen, zoals anderen al 

benadrukt hebben, een manier zijn om de grens tussen twee werelden te 

overbruggen, namelijk die op school en buiten school (Guthrie & Davis, 2003; O’Brien, 

2003). Zo krijgen leerlingen de kans vertrouwen te ontwikkelen in hun geletterde 

vaardigheden en kunnen ze die vaardigheden op andere, meer uitdagende teksten 

toepassen. Dit onderzoek laat zien dat er in dit opzicht nog veel winst te behalen valt. 

De meeste jongeren zijn niet volledig gedemotiveerd om te lezen, maar worstelen 

ermee om teksten te vinden die hen interesseren. Ook is het duidelijk dat nieuwe 

media een grote aantrekkingskracht uitoefenen op jongeren. De jongeren die aan dit 

onderzoek deelnamen, worden echter nauwelijks van buitenaf gestimuleerd om 

nieuwe media voor epistemische functies te gebruiken. Een uitzondering wordt 

gevormd door een groep jongens die zich op school specialiseerden in ICT. Het is nodig 

dat onderwijzers verder kijken dan traditionele lees- en schrijfactiviteiten als het gaat 

om het bevorderen van geletterdheid. Hierbij moet rekening gehouden worden met de 

individuele behoeftes van jongeren, ook als het gaat om het stimuleren van het 

gebruik van nieuwe media. Dit onderzoek laat immers zien dat de medialeefstijlen van 

vmbo-jongeren net zo divers zijn als die van de algehele leerlingpopulatie. 

Tot slot laten de vier studies die gepresenteerd worden in dit proefschrift zien dat 

competitie met andere vormen van vrijetijdsbesteding een obstakel vormt voor 

jongeren om geletterde activiteiten te ontplooien die voor school van belang zijn. Dit 

zal waarschijnlijk altijd een probleem zijn in de buitenschoolse context, aangezien er 

vaak makkelijkere en leukere manieren zijn om de vrije tijd door te brengen zoals 

sporten, met vrienden optrekken en contact houden door middel van social media. 
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Een manier bij uitstek om dit obstakel te overbruggen, is om in te spelen op de externe 

motivatie die jongeren hebben om geletterde activiteit te ontplooien. Waarschijnlijk 

hebben vooral vmbo-leerlingen sterke externe motivatie nodig om de barrières te 

doorbreken die ze ervaren bij geletterde activiteiten waar ze minder bekend mee zijn 

en die meer van hen vragen. Leraren kunnen hier een belangrijke rol in spelen, 

aangezien zij leerlingen de vaardigheden, kennis en stimulatie van buitenaf kunnen 

geven die jongeren nodig hebben om hun interesses te verdiepen en verbreden, zowel 

door middel van oude als nieuwe media. 

 

 

 
  



 

 
 

 

 DANKWOORD 
(ACKNOWLEDGEMENTS) 

 



Dankwoord 

162 

 

In mijn hoofd heb ik dit dankwoord al vele malen geschreven, bijvoorbeeld in de bus 

op weg naar een school in een afgelegen wijk van een satellietstad, in het vliegtuig van 

Montréal naar Amsterdam na een conferentie, op de vierde dag van een schrijfweek 

waarin ik één alinea op papier kreeg. Vaak als ik alleen was, figureerde ik in een 

gefantaseerde Oscaruiteiking. Nu dan eindelijk de tijd is aangebroken voor een 

dankrede, voelt het alsof ik een verfrommeld papiertje vanuit een binnenzak 

tevoorschijn haal met wat vluchtige bedankjes, waar ik diegenen die me hebben 

geholpen nauwelijks recht mee doe. Weet dat mijn dankbaarheid er niet minder groot 

om is.  

De personen die het belangrijkst voor me zijn geweest tijdens het schrijven van 

dit proefschrift, zijn zonder twijfel mijn promotoren Paul en Mariëtte geweest. We 

hebben nog geen bespreking gehad waarin we geen tijd tekortkwamen, aangezien we 

nooit uitgesproken raakten. Dat moet wel een teken zijn van een goede relatie. Paul, ik 

ben je dankbaar voor de kans die je me hebt gegeven om me binnen de sociale 

wetenschappen tot een veelzijdiger onderzoeker te ontwikkelen. Het is juist die 

veelzijdigheid die ik in jou bewonder. Mariëtte, van jou heb ik meer dan van ieder 

ander geleerd om precies te denken en kritisch te blijven ten aanzien van mijn eigen 

werk. Dat heb ik wel eens moeilijk gevonden, maar je had altijd gelijk. Ik vind het fijn 

dat we met elkaar blijven samenwerken.  

Ik weet dat het gebruikelijk is in een dankwoord om familie als laatste te 

bedanken, maar dat voelt misplaatst. Zonder mijn lief, Juul, stond er ’s avonds geen 

eten op tafel, werd de post niet of te laat geopend en bleven de gordijnen dicht. Alles 

gaat door omdat jij er bent en zonder jou zou dat bovendien een stuk minder leuk zijn. 

Mijn schoonouders Daan en Marijke wil ik bedanken voor de vele keren dat ze - altijd 

met plezier - op de kinderen pasten. Aan Lena en Ivan beloof ik dat ik voortaan minder 

achter de laptop zal zitten (maar dat betekent wel minder Diëgo voor jullie!). Mijn 

ouders ben ik intellectueel veel verschuldigd omdat ze mij en m’n broertje hebben 

opgevoed tot mediaomnivoren. We waren de eersten in het dorp met een 

internetverbinding en in de jaren ’90 discussieerde ik al op internetfora (zie het 

krantenartikel op de volgende pagina). Mijn vader overleed een jaar nadat ik aan mijn 

proefschrift begon, maar in veel opzichten heeft hij de grootste invloed gehad op de 

inhoud die het heeft gekregen. 

Dan zijn er nog de vele leuke collega’s die ik heb gehad. Ik heb me in Utrecht 

altijd op mijn plek gevoeld door onder andere mijn kamergenoten Annika, Sanne en 

Meijke, die gezellig en behulpzaam waren. Twee collega’s in het bijzonder zijn 

belangrijk voor me geweest, namelijk mijn paranimfen Linda en Asli. We hebben veel 

met elkaar gemeen, zowel het soort onderzoek dat we doen als de moeilijkheden die 

we daarbij tegen zijn gekomen. Ik vind het fijn dat jullie me tijdens de verdediging van 

mijn proefschrift bijstaan en ik kijk ernaar uit om straks bij dit hoogtepunt uit jullie 

carrière te zijn. Niet alleen in Utrecht maar ook in Amsterdam heb ik fijne collega’s 
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getroffen. Mirjam en Ilona, het heeft voor mij veel verschil gemaakt dat we samen aan 

dit traject begonnen. Roel, jij gaf ons richting toen we dat misschien wel het meest 

nodig hadden. Ik hoop dat we contact met elkaar blijven houden. De begeleiders 

betrokken bij het SALSA-onderzoek (Ron, Peter, Jan en Amos) ben ik dankbaar voor 

hun inhoudelijke bijdrage aan de plenaire bijeenkomsten en dus ook aan mijn werk. 

Amos, als een Amsterdamse burgemeester hield je de boel bij elkaar. Ik heb de 

persoonlijke manier waarop je met ons omging altijd heel fijn gevonden; zonder jouw 

interventie was ik niet aan dit onderzoek begonnen. 

Er zijn nog veel andere mensen geweest waar ik met plezier mee heb 

samengewerkt. Voor het onderzoek zijn de deelnemende scholen en leerlingen 

onmisbaar geweest. Bovendien hebben de vele schoolbezoeken me eraan herinnerd 

dat ik de praktische relevantie van mijn werk wil voelen: het verbeteren van het 

onderwijs is waar het om gaat. Ook wil ik mijn student-assistenten bedanken en alle 

anderen die me op welke manier dan ook hebben geholpen bij de totstandkoming van 

dit proefschrift. Hierbij denk ik bijvoorbeeld aan Ruth en Ellie voor hun praktische 

ondersteuning, en ook het secretariaat. To our research partners in Toronto and 

Geneva I’m grateful for the interesting and enjoyable exchanges of ideas we had. Tot 

slot wil ik de leescommissie bedanken en alle collega’s die ik niet bij naam heb 

genoemd maar die samen wel hebben gemaakt dat ik in Utrecht een leuke en 

leerzame tijd heb gehad. 

 

Klagen en babbelen via Internet razend populair 

22/05/99 

De digitalisering van het examenlief en -leed is in 1999 voltrokken. De 

scholierenorganisatie LAKS kreeg, halverwege de examenperiode, al vier- tot 

vijfduizend klachten binnen.... 

 

[…] De Universiteit Twente schoot dit jaar in de roos met de SchoolSite. Leerlingen 

konden hier vooraf met oude opgaven oefenen, online examenhulp krijgen en na de 

examens de uitwerkingen van de opgaven teruglezen. Elektronisch babbelen met 

een vakdocent, al dan niet voorzien van beeld, was ook mogelijk. Als vliegen op de 

stroop kwamen de leerlingen er op af. 'Per dag werden er drie gigabytes verbruikt; 

dat is goed voor twintigduizend individuele gebruikers', zegt UT-coördinator J. 

Volbers. 

 

[…] Uiteraard zijn veel net-conversaties onbegrijpelijk voor buitenstaanders. Tegelijk 

toont het gebabbel hoe elegant de oude klassieken worden opgenomen in de 

moderne informatietechnologie. 'Nee, er moest juist niet een nominativus van 

gemaakt worden', schrijft Claudia. 'Hoe lang nog, heren senatoren, zullen we 

toestaan dat Catilina ons geduld misbruikt.' 
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