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Investigating any Bi-directional Influence Between an Educational Intervention  

and the Subjective Task Value of Digital Literacy 

Cody Sykes Gilbert, BPhil 

University of Pittsburgh, 2019 

 

Digital literacy, or the ability to locate, evaluate, and integrate online sources, is an essential skill 

in the modern world of “fake news,” biased reporting, and misinformation. Unfortunately, its 

development is often found to be lacking in current educational settings. This thesis was part of a 

larger project in which an educational intervention was designed and administered to 250+ high 

school students over five classroom sessions to cultivate these abilities. Here, I analyzed any bi-

directional influence between a specific facet of student motivation (subjective task value) and the 

intervention. Subjective task value (STV), a component of Expectancy Value Theory, is a 

measurement of how much one values a specific task or skill. Given the numerous positive 

outcomes to which STV has been associated, I hypothesized that higher pre-test STV ratings of 

digital literacy would result in better post-test outcomes for students. In addition, I hypothesized 

that this extensive intervention would increase overall STV ratings of digital literacy. As predicted, 

we found that the intervention did increase STV of digital literacy significantly across all 

conditions. Furthermore, we showed that higher pre-test STV ratings were correlated with higher 

post-test assessment scores. However, this relationship was not moderated by the intervention. 

Thus, this project provided evidence of an additional benefit provided by the intervention 

(increasing STV ratings of digital literacy), and demonstrated areas where the intervention could 

be improved to address its insignificant moderating effect (further measurement and condition 

development).  
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1.0 Introduction 

As the use of technology increases in educational and professional settings, the ability to 

efficiently navigate digital environments also becomes increasingly important for students and 

prospective employees (Koltay, 2011). Fortunately, most current students are familiar with digital 

technology and accessing, creating, and sharing digital information (Ting, 2015). However, 

students must also know how to comprehend and integrate information from various digital 

sources (Gilster, 1997). Greene, Yu, and Copeland (2014) further argue that effective digital 

literacy requires students to “search, manage, evaluate, and integrate digital information well” 

(cited in Tang et al., 2016. p. 602). Research on this topic demonstrates that the best digital learners 

employ metacognitive skills, such as strategy selection and self-monitoring (Cho, Woodward, Li, 

& Barlow, 2017).  Cho, Woodward, and Li (2017) have also shown that more successful online 

readers tend to engage in higher-order epistemic processes, such as evaluating and comparing 

internet sources by their URL, when judging information sources and monitoring their knowing 

processes. In addition, they regulate their alternative knowledge-seeking actions by using varied 

approaches in order to find information that is different or lacking. For example, strong online 

readers looking for information about fracking would compare and contrast multiple sources for 

consistent statistics, read critically to avoid bias, analyze arguments for and against 

implementation, and so on. The epistemic actions of their less successful counterparts, on the other 

hand, are more often disconnected and tend to function at a surface level. These students read 
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fewer sources, are prone to confirmation bias, and struggle to eliminate untrustworthy sources, 

among other issues.  

Further research shows that metacognitive knowledge of effective strategies is a critical 

prerequisite for regulating cognitive processes in literacy tasks (Harris et al., 2016; Pressley et al., 

1995). Unfortunately, students’ metacognitive knowledge and regulation of how to manage 

multiple sources online—an imperative skill for digital literacy— is often poor, even among 

advanced placement students (Cho et al., 2017; Goldman et al., 2012; Greene et al., 2017). Despite 

the need for this varied skillset, modern educational settings often lack a focus on the development 

of these skills (National Governors Association Center for Best Practices & Council of Chief State 

School Officers, 2010). Fortunately, there is evidence that explicit instruction can teach 

metacognitive strategies and enhance learning (Zepeda et al., 2015).  

In light of this research, principal investigators Dr. Scott Fraundorf and Dr. Byeong-Young 

Cho designed an educational intervention for high school students to develop digital literacy. In 

this project, I examined any bi-directional influence between the subjective task value of digital 

literacy and this intervention. Given the numerous positive outcomes associated with subjective 

task value that will be detailed below, examining this motivational factor was important for two 

main reasons: It demonstrated whether the intervention could increase motivation in future digital 

literacy learning environments, and it identified any areas in which future interventions could be 

streamlined and improved.   
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1.1 The Intervention 

Based on the documented value in the digital literacy and metacognitive monitoring skills 

mentioned above, the present intervention was designed to cultivate these abilities over the span 

of five different classroom sessions. Participants were randomly assigned to one of four conditions. 

Three of the conditions emphasized one of three metacognitive knowledge types: declarative 

knowledge, procedural knowledge, or conditional knowledge. The fourth condition was a control 

group where students spent time interacting with and evaluating web sources but did not receive 

any metacognitive training. Declarative knowledge was taught using the Internet Reading Strategy 

Checklist that Dr. Cho developed through previous research (Cho, 2015). The procedural 

knowledge of similar skills was taught using video clips based on Dr. Cho’s previous studies of 

competent high-school readers (Cho, 2014). Lastly, a group of participants watched videos and 

assessed the strategies used in the videos with the aforementioned reading checklist.  

Dr. Cho and Dr. Fraundorf hypothesized that the last condition would be particularly 

effective because it would provide the opportunity to learn conditional knowledge about which 

strategies work under which circumstances. Though literacy educators suggest conditional 

knowledge as a crucial type of knowledge (Leu et al., 2013; National Governors Association 

Center for Best Practices & Council of Chief State School Officers, 2010), the benefits for it have 

been based only on theory or on experiments with artificial stimuli, such as trivia facts (Veenman 

et al., 2006). Thus, there is a need to examine the influence of conditional knowledge instruction 

in more authentic educational settings. 
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1.2 Goal Orientation and Learning 

Outside of the specific metacognitive studies that influenced the design of the intervention 

described above, there is a long history of investigating what factors influence achievement and 

learning. For instance, learners’ goals and views of intelligence predict their persistence and 

seeking out of challenges. Specifically, Dweck et al. (1986) demonstrated that learners who viewed 

intelligence as fixed often had performance goals of gaining positive judgements and avoiding 

negative ones. Some of these learners, who had relatively high confidence, had a “mastery-

oriented” behavior pattern whereby they would seek challenge and persist for longer. But, if 

confidence in their present ability was low, they exhibited learned helplessness, avoided challenge, 

and gave up easily.  

By contrast, if learners instead viewed intelligence as malleable, they had learning goals 

about increasing their competence. With this view of intelligence, high and low confidence 

individuals would seek challenges that foster learning and persist for longer. Unlike for learners 

with a fixed view of intelligence, learners with a malleable view of intelligence showed positive 

learning behaviors regardless of their level of self-confidence.  

1.3 Subjective Task Value 

While the theory reviewed above focuses on general beliefs about intelligence, there is 

another related learning theory that emphasizes the learner’s beliefs about one’s self and the task 

at hand: expectancy-value theory (Atkinson, 1957; Eccles et al., 1983; Wigfield, 1994; Wigfield 

& Eccles, 1992). Expectancy-value theorists argue that “individuals’ choice, persistence, and 
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performance can be explained by their beliefs about how well they will do on the activity and the 

extent to which they value the activity” (Wigfield & Eccles, 2000, p. 68). 

How well an individual believes they will do on a given activity, or self-efficacy, has been 

demonstrated to positively influence several outcomes. For example, it has been shown to predict 

performance, course enrollment, and occupational aspirations (Bandura, 1997). Furthermore, even 

when previous performance is controlled for, children’s beliefs about their ability and expectancies 

for success predict subsequent grades in math even stronger than either previous grades or 

achievement values (Wigfield & Eccles, 2000).   

The extent to which an individual values a given activity, or subjective task value (STV), 

has also been shown to have significant effects on certain outcomes. Children’s subjective task 

values are the strongest predictors of their intentions to keep taking math and actual decisions to 

do so (Wigfield & Eccles, 2000). Similar effects have also been demonstrated in other settings. 

For instance, in one aviator training program, self-efficacy and task value were positively 

correlated with learner satisfaction with the program (Artino, 2007). In an online computer 

programming course, task-value of learners and self-efficacy were significantly correlated with 

achievement scores (Yukselturk & Bulut, 2007). Another study found that task value was a 

significant predictor of learner satisfaction, achievement, and persistence among 897 learners 

enrolled in an online university (Ju Joo et al., 2013). 

1.4 Current Study 

Because of the demonstrated influence that subjective task value has on several different 

important learning and performance outcomes, this project was designed to investigate any bi-
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directional influence between STV and the educational intervention being administered. The 

benefits of STV reviewed above suggest that, if the intervention were to increase STV, then it 

would positively influence students’ intention to keep learning about digital literacy, as well as 

improve future performance and satisfaction in prospective digital literacy tasks. On the other 

hand, if the intervention does not increase STV in digital literacy and related skills, then I will have 

identified a specific area where the intervention can be improved. 

Additionally, if subjective task value prior to the intervention is shown to mediate the 

positive effects of the intervention, then this project will provide evidence that initially establishing 

STV enhances learning and success from interventions of this nature. Or, if the pre-test 

measurement of STV does not mediate the intervention’s effect, this project will demonstrate that 

future interventions need not waste time establishing this aspect of the expectancy-value construct.  

To summarize, the goals of the study are to identify if the intervention changes levels of 

STV, test if these levels mediate the effects of the intervention, and discuss the implications these 

findings have. Specifically, students completed pre and post assessments measuring one specific 

aspect of STV called utility task value—a facet of STV focusing on the usefulness and importance 

of a given skill. This facet was chosen because increasing utility task value appears to be much 

easier than increasing other facets of STV, such as intrinsic value. For example, two studies have 

already shown that it is possible for specific interventions to increase task value and motivation 

among participants (Harackiewicz et al., 2012; Hulleman, 2010). Based on this and the numerous 

studies discussed previously, I hypothesized that (a) the intervention would increase utility task 

value and that (b) higher utility task value scores during the pre-test would positively mediate the 

intervention’s intended effects.  
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2.0 Method 

2.1 Participants 

Students were recruited from Riverview High School in Oakmont, PA. According to the 

most recent public data, Riverview is approximately 89% White, 6% Black, 3% Hispanic, and 2% 

Asian or multiple race. The school is socioeconomically diverse, with approximately 43% of 

students eligible for free or reduced-price lunch. Participants were from grades 9-12. 

Of 269 eligible students, three opted out and several other students could not complete both 

pre and post-test assessments. Data was analyzed from the 247 students who completed all 

measures.  

2.2 Materials 

Students completed several self-report measures. In addition to typical demographic 

information, three digital literacy measures were administered about metacognitive strategy use, 

epistemic justification, and metacognitive monitoring respectively. For metacognitive strategy use, 

students completed a pre and post measurement that had 16 Likert-scale questions about locating 

sources, comprehension, evaluation, and monitoring. Similarly, epistemic justification was 

measured with the Internet-Specific Justification Inventory (Bråten et al., n.d.). This assessment 

included 12 Likert scale items that measured how students justify their knowledge from personal 

experience, authority, and multiple sources. Lastly, students answered content-knowledge 
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questions about a topic that was later used in a post-test online inquiry task and rated the confidence 

in their answers. The alignment of their confidence with correct answers formed our metacognitive 

monitoring measure (Nelson & Dunloski, 1991). The post-test online inquiry task that is outlined 

in the procedure below was scored with a three-point scale for each of the following three 

dimensions: relevance, validity, and significance.  

For this project, I added an additional measure assessing subjective task value. Using the 

expectancy-value literature as a guide, these measures were designed by a collaborative team of 

faculty, graduate, and undergraduate students. Specifically, to measure utility task value, students 

responded to the following statements using a five-point Likert scale:  

1. “I believe that locating and evaluating internet sources is an essential skill.”  

2. “I believe that it is valuable to be able to integrate multiple internet sources.”  

3. “I believe that internet skills are not important to career success.”  

The third question was reverse-scored in order for us to rule out any students who were 

blindly agreeing to all the statements.  

2.3 Procedure 

Prior to the specific intervention, principal investigators traveled to Riverview High School 

to introduce themselves and administer the pre-test measures outlined above. Students’ GPA was 

also obtained from school records. 

After completing these measures, students received a metacognitive knowledge 

intervention in five 45-minute sessions. These sessions were delivered by the students’ current 

classroom teachers. Prior to implementation, teachers received professional development from the 
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investigators over three days of introduction to the unit, review of materials, and collaborative 

revision. Content was also integrated into existing classroom curriculum as much as possible. 

English language arts classes were targeted to avoid disrupting students’ existing learning 

opportunities since similar reading, source evaluation, and relevant skills would be taught during 

these periods anyway.  

Students were randomly assigned at the classroom level to one of the four conditions 

discussed previously. Those in the control group instead learned about plagiarism and spent time 

interacting with web sources without learning specific digital literacy skills over the same five-day 

span detailed below. In the three intervention conditions, during the first day of the intervention, 

teachers promoted interest in the topic by showing the pros and cons of internet sources and giving 

an overview of what it means to ask a critical question for discussion. On the second day, teachers 

introduced condition-specific strategies and allowed students to practice them in class. 

Specifically, in the declarative condition, students evaluated their use of 16 strategies within the 

following superordinate categories: information location, intertextual comprehension, source 

evaluation, and self-monitoring. In doing so, they were presented with a list of core strategies for 

digital literacy tasks. In the procedural condition, four 5-minute video clips were used based on 

previous studies by Dr. Cho. These videos were of a skilled high-school reader using the same 

strategies from the other conditions in an Internet reading task that the students later completed 

(with a different topic). Students watched the videos and summarize the strategies used via verbal 

discussion. Unlike the declarative condition, students were not offered an explicit representation 

of strategies. The conditional group watched the videos and assessed strategy use with the help of 

the declarative checklist.  
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On the third day, teachers reinforced the learned strategies by modeling them on a smart 

board and using relevant articles. The fourth day then built on this modeling technique by allowing 

students to practice their condition-specific skills on laptop computers. During the last 

implementation session, all students not in the control group practiced developing a critical 

question to mirror the online inquiry task that would take place during the post-test period (see 

below). Within the next few days, the same pre-test topic knowledge, judgment of learning, and 

epistemic justification measures were again administered via Qualtrics Survey Software.  

Over the following weeks after the completion of these intervention sessions, researchers 

then met with all participants to complete a 30-minute online inquiry task in sessions of up to five 

participants at a time. This activity was designed to elicit a variety of digital literacy skills (Cho et 

al., 2017). Specifically, students were asked to construct a critical question about a topic—in this 

case, mountaintop coal mining—that could guide classroom discussion. Examples were provided, 

and students could conduct online searches to gather information in real time. Student’s strategies 

were recorded and evaluated on a 40-point rubric developed by Cho et al. (2017). 
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3.0 Results 

3.1 Reliability of Subjective Task Value Measure 

The three subjective task value questions had an overall Cronbach’s alpha of .61. This 

alpha is somewhat lower than conventional standards, which may reflect the fact that the third 

question likely captured a different aspect of student motivation. The first two questions were skill-

specific, heavily reliant on the definition of digital literacy, and quite similar. By contrast, the third 

question asked about a facet of digital literacy we assumed would vary heavily among student’s 

beliefs – its importance for respective future careers.  This interpretation is supported by the item-

by-scale correlations, which were .81 for the first question about locating sources, .77 for the 

second question about integrating sources, but -.27 for the question about career importance. The 

third question received a negative correlation due to its reverse scoring but is still substantially low 

in magnitude.  

Given these findings, future interventions may need to split this scale into two 

questionnaires that could be bolstered with further questions: one set about the importance of 

digital literacy skills and another set about its importance in future careers. For this study, we 

focused mainly on the overall average since the alpha value is still moderately high. But, we also 

considered separating the questions in complementary analyses.  

3.2 Pre-Post Increase 

Overall STV was calculated by averaging scores of the three STV questionnaire items. 

The overall average was found to significantly increase from pre to post-test when analyzed 
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using a paired-sample t-test, t(246) = -3.872, p = .0001. In addition, significant increases were 

found when looking at an average of the first two questions about digital literacy skills, t(246) = -

4.406, p < .0001, but not when looking at the change in ratings on the STV question about career 

importance; t(246) =-0.499, p = 0.618 (see figure 1). This indicates that the intervention 

significantly increased the perceived importance of key digital literacy skills but did not affect 

students’ perceptions on the importance of digital literacy in future careers. Given that the 

intervention was designed to focus on improving digital literacy skills but included little to no 

mention of career importance, this finding is not surprising.  

 

 

Figure 1 Subjective Task Value Ratings at Pre and Post Test Sorted by Question. Error bars indicate 

standard error. 

Next, we examined the influence of each experimental condition, as depicted in Figure 2.  

Post-test averages were not found to significantly differ across conditions in a one-way analysis of 

variance (ANOVA), F(3,243) = 1.249, p = .293. A second ANOVA was conducted to compare 

the change in these averages from pre to post-test. This allowed us to examine how much students 
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increased in STV across condition regardless of how high their STV ratings were initially. Again, 

the differences across condition were not significant, F(3,243) = 0.471, p = .703.1  

 
Figure 2 Subjective Task Value ratings at Pre and Post-Test. Error bars indicate standard error.  

One concern we needed to address when analyzing these change scores was the possibility 

that the intervention would only have significant effects on the already high-achieving students 

(i.e., the Matthew Effect; Merton, 1968). For example, if the intervention was too advanced for 

some underperforming students, then its benefits would be limited to a smaller subset of the target 

population and changes would be needed to improve the scope and efficiency of the lessons. In 

order to confirm that the benefits of the intervention applied more broadly, we also conducted an 

ANCOVA on the change scores controlling for GPA. Although GPA did marginally predict 

                                                 

1 We also found no significant effect when focusing on an average of the first two questions or on the third 

question alone for post-test means and change scores in ANOVA analyses.  
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change in STV, p = .054, we still found no significant effect of the intervention, F(3,225) = 0.484, 

p = .693. Further ANCOVA analyses controlling for grade level showed that students’ grade level 

had no significant effect on change scores, F(1,245) = 2.011, p = .158. It is also unlikely that 

differences among teachers had a significant influence on outcomes given that the same teachers 

taught multiple different classes and conditions.  

 
 

3.3 Influence of Pre-Test 

Lastly, we considered whether students who viewed digital literacy as important may have 

paid attention more and learned more from the intervention than those who did not. To determine 

whether this was the case, we tested the correlation of pre-test STV averages with critical question 

(CQ) scores on the post-test assessment. Overall STV averages were found to significantly 

correlate with CQ scores, r = .164, p = .009. Furthermore, there was as significant correlation 

between an average of the first two skill focused questions and CQ scores, r = .172, p = .007, but 

not between CQ scores and the STV question about career importance, r = .069, p = .282. In 

accordance with similar results about the career importance measurement above, it seems that 

students’ beliefs about the importance of digital literacy in their future careers does not have a 

strong influence on the overall effects of the intervention.  

To further examine the significant relationship between overall average STV ratings and 

CQ scores, we analyzed whether the intervention conditions moderated this effect. Contrary to our 

initial hypotheses, the intervention did not moderate the effect of pre-test STV ratings on post-test 

CQ scores, F(3, 237) = 0.865, p = .46. Although there was a general relationship between pre-test 

STV and critical question quality, there was no evidence that this relationship was stronger in the 
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intervention conditions. One possible explanation for this finding is that the students with higher 

pre-test ratings of STV were more motivated students in general and as a result tried harder on the 

post-test than their peers. On the other hand, it is still possible that students with higher subjective 

task value at pre-test were more motivated to learn and pay attention like our initial hypothesis 

suggested. If this were the case, the reason the moderation was not significant could have been 

because what they were learning was general enough to benefit even the control group.  
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4.0 Discussion 

The current project provided evidence in support of the first hypothesis that a five-day unit 

on digital literacy would increase students’ perceptions about the importance of these skills. 

Additionally, students’ initial beliefs about digital literacy correlated with their post-test critical 

question score and supported the hypothesis that students who viewed digital literacy as more 

important were also more likely to get higher scores on the post-test assessment. However, 

moderation analyses showed that higher pre-test ratings of digital literacy importance did not 

significantly enhance learning of the intervention curriculum. If they had, the intervention 

conditions should have moderated the effect of pre-test subjective task value ratings on post-test 

critical question scores. Instead, we saw that higher ratings of subjective task value at pre-test 

correlated with likely better learning in all of the conditions, including the control. One possible 

explanation for this finding is that the relationship between pre-test ratings of importance and post-

test assessments is being driven by a confound of general motivation (rather than learning from 

the classroom unit). Alternatively, it is also possible that students who perceived digital literacy as 

more important learned more from all of the conditions, including the plagiarism lessons in the 

control group, in a way that may have positively influenced their post-test scores. 

In addition, we found that the correlation between pre-test ratings of digital literacy 

importance and post-test assessment scores was significant for the first two questions, which were 

about the importance of digital literacy skills, but insignificant when considering just the third 

question, which was about career importance of digital literacy. One possible explanation for this 

insignificance is that high school students may not be as aware or interested in the career 

importance of digital literacy skills due to their age. Nevertheless, since higher pre-test subjective 

value scores of the first two questions did correlate with higher post-test assessment scores, this 

project provides some evidence that initial perceptions of digital literacy do affect outcomes in this 
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setting. This project did not identify the mediating factor between pre-test STV and achievement 

scores, but it did substantiate previous findings of the initial relationship (Yukselturk & Bulut, 

2007). Therefore, this project provides further evidence that establishing the importance of digital 

literacy skills among more of the target population may be beneficial even in these shortened 

interventions. 

It is important to note that increases in subjective task value were not found to significantly 

differ across condition. Since the changes in STV within each condition were not significantly 

greater than the changes in the control group, we can infer that the intervention groups offered no 

enhanced education on the importance of digital literacy. This finding is not surprising when 

considering the conditions differed in the way they sought to increase digital literacy skills rather 

than stress their importance. However, it was not expected that the conditions would not 

significantly increase STV ratings more than the control group. It is likely that the presence of the 

intervention, researchers, and other related changes made student’s view digital literacy as more 

important than they previously did. But, since the control group showed similar effects, these 

changes were not necessarily related to the condition-specific lessons. One possible explanation 

for this finding is that the control group’s curriculum was quite similar to that of the intervention 

conditions. In this group, students learned about plagiarism and citation of web sources—skills 

that are very closely related to those stressed in the digital literacy conditions. Given their 

similarity, it would not be surprising if several classes dedicated to plagiarism increased perceived 

importance in similar digital literacy skills just as effectively as the conditions themselves. In a 

future study, we could test this hypothesis by having a control group continue with their scheduled 

high school curriculum while the other classrooms received the intervention lessons.  
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4.1 Limitations and Future Directions 

For the intervention, I designed a novel set of questions measuring a specific facet of 

subjective task value. To test the validity of these measurements, I completed analyses using 

Cronbach’s alpha and found that the alpha was only moderately strong when looking at all three 

questions. However, this problem was mitigated almost entirely by focusing on an average of the 

first two questions or the third question alone. In spite of this, the intervention could be improved 

by further developing these measures. Specifically, given the low magnitude of the third question’s 

item-by-scale correlation, it may be beneficial to split the measurements and focus on the 

importance of digital literacy skills and career importance separately. To do so, a pool of questions 

could be created and normed in order to analyze item to scale correlations. From this norming 

process, questions shown to be measuring the intended construct in multiple forms could be added 

to the pre-test measurements.  

Additional questions could measure specific examples where these skills might be 

important, such as avoiding bias and opinionated news, gathering information for your career / 

academic assignments, or evaluating scientific findings. Furthermore, assessing student’s 

perceived importance of other classes could provide context for how they view digital literacy in 

comparison. The relatively high initial ratings of importance for digital literacy in this study 

suggest that students also already view digital literacy skills as quite important and thus would not 

gain that much in perceived importance from the intervention. With comparisons, this idea could 

be tested and possibly substantiated. Because of the positive outcomes related to subjective task 

value in this project and previous literature, it may also be beneficial to replicate and possibly 

improve upon the current findings after improving the intervention. 

Finally, it is also possible that confounding variables could have affected the correlational 

measures. However, by controlling and separating multiple factors such as grade, GPA, and 

condition in our data analyses, we are confident that this problem has been well addressed. 
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Nevertheless, there were several additional influences that could be considered. For example, the 

teachers were noticeably excited to teach about plagiarism and this may have been one of reasons 

the control group increased similarly to the condition groups in multiple measurements. In 

addition, lesson overlap may have occurred in some instances given that the same teachers taught 

multiple conditions. 



 20 

5.0 Conclusion 

Drawing on prior research in education and cognition, an educational intervention was 

designed and administered to over 200 high school students in order to enhance digital literacy 

(e.g. the ability to locate, evaluate, and integrate online sources). I conducted this supplementary 

project to examine the bi-directional relationship between student’s perceived importance of 

digital literacy and the intervention. Higher ratings of perceived importance at pre-test were 

correlated with higher post-test assessment scores, but this effect was not moderated by the 

intervention; either students who perceived digital literacy as more important learned more from 

all the conditions, even the control plagiarism lessons, or this reflects a confound with general 

motivation. We also found that the intervention increased perceived importance (subjective task 

value) of digital literacy across all conditions. Given the positive benefits of subjective task value 

in previous studies, this project demonstrated an additional benefit of the intervention (increasing 

subjective task value among participants) as well as areas where it could be improved (enhanced 

curriculum on the career importance of digital literacy and further development of the STV 

measurements).  
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