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Abstract 

Anthony, Rosemary, Effective reading strategies of 6th grade English learners (Doctor of 

Education in Executive Educational Leadership), May 2019.  Houston Baptist 

University, Houston, Texas. 

The demographics of American schools are rapidly changing to resemble diverse 

neighborhoods and communities.  This shift is causing educators to reconsider instruction 

in reading classes designed to support English learners and improve reading levels.  

English learners are a unique group of students with reading difficulties that effect their 

achievement.  English learners who read below grade level will have trouble in content 

curriculum and understanding grade level lessons and objectives.  It is vital reading 

teachers understand the value of the explicit approach to teaching reading strategies to 6th 

grade English learners.  This action research case study explored the frequency of 

effective strategies in reading for 6th grade ELs in Texas; and discovered the frequency of 

effective strategies in reading to help ELs enrolled in the 6th grade and who currently read 

below grade level as identified in 5th grade by the State of Texas Assessments of 

Academic Readiness (STAAR) test and Lexile scores.  This study determined which 

reading strategy improved reading levels for identified students.  Students completed a 

reading survey at the end of the school year to determine the most effective reading 

strategy used during reading class used to increase the reading levels as determined by 

STAAR.  A Likert scale survey was used to identify the most effective reading strategy to 

confirm reading achievement from identified students.  While research continues to 

advance, continued modifications to reading teaching practices to English learners in 6th 
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grade and how to address academic reading gaps will improve reading levels.  

Implications and thoughts for future studies are addressed.      

Keywords: effective practices, English learners, English as a Second Language, 

reading, teaching strategies 
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CHAPTER I 

A shift has taken place in the world of education for English Learners (ELs) 

across America and in 2008, Houston Baptist University adopted Ten Pillars to respond 

to the change for ELs by focusing on global connections and outreach.  As a 

distinguished member of the first Cohort in the Doctor of Education in Executive 

Educational Leadership degree, it is my pleasure to add action research to the global 

focus of teaching and learning to support specific thrusts to improve the international 

focus of education.  The Ninth Pillar: Cultivate a Strong Global Focus, explains the value 

of encouraging students to lead and reach outside of America to create change.  

According to Schofer and Meyer, establishing clear goals, enabling school leaders to be 

role models, providing specific professional development and empowering teaching and 

learning are successful methods to improve the global focus of educational institutions 

(2005).  The current study addresses the teaching profession and strategies to improve 

reading levels for ELs which will support the global outcome of education.   

Klingner, Boardman, and Schonewise (2012) stated ELs are the fastest growing 

population in U.S. schools.  In recent months, the Texas Administrative Code Chapter 89 

Subchapter BB, Commissioner’s Rules Concerning State Plan for Educating English 

Learners adopted the term English learners to refer to English language learners.  

Throughout this study, the updated term will be used, even in previously published 

research (TAC, 2018).  The need to update the terminology to be current and inclusive is 

evident to the rapid growth of ELs in American schools.  The EL population in Texas is 

following the same national trend of rapid growth.  The EL population in Texas public 

schools has rapidly grown in the past few years.  According to the Texas Education 
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Agency (TEA), the percentage of students receiving bilingual and English as a second 

language instructional services increased from 14.4% in 2004-2005 to 17.8% in 2014-

2015, and the percentage of students identified as English language learners grew from 

15.5% to 18.1% (2016).  ELs bring new and challenging perspectives to effective 

teaching practices for reading.  With the increase in EL population, newly arrived ELs or 

first year ELs struggle to reach grade level (Bolos, 2012).  Francis states because of this 

fact, the majority of ELs are scoring below basic levels of academic proficiency (2012).   

Between 1979 and 2003, the overall number of school-age children aged -17 

increased by 19%.  During this same time period, the number of children who spoke a 

language other than English at home and who spoke English with difficulty (i.e., those 

who spoke English less than “very well,” and who are considered ELs) grew by 124% 

(National Center for Educational Statistics, 2011).  Projections suggest ELs will comprise 

over 40% of elementary and secondary students by 2030 (Thomas and Collier, 1997).   

In secondary schools, ELs are expected to perform using the same standards as 

their non-EL peers.  When ELs leave the elementary school and enter the 6th grade on a 

junior high campus, the task of reading becomes more complex (Klingner et al., 2012).  

With first year ELs or newly arrived ELs to Texas, the encounter of reading in content-

classrooms can become overwhelming.  Many 6th grade ELs do not have enough English 

language to comprehend and learn from grade-level resources and struggle in content-

area classrooms for several reasons:  English language ability, lack of knowledge of 

Texas schools and classroom norms, and the amount of literacy instruction they received 

prior to enrolling in Texas schools (Klingner et al., 2012).    There is a need to use 
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effective reading teaching practices to boost the language and reading development of 6th 

grade ELs in Texas.   

For 6th grade ELs, the problem with reading stems from comprehending academic 

English texts.  This is a key struggle in acquiring success in content area classes and on 

high-stakes exams (Kandel-Cisco & Padron, 2012). Kandel-Cisco & Padron continue the 

argument by stating, the number of adolescent ELs who comprehend English texts at a 

limited literal level is alarming and without the ability to comprehend complex and 

cognitively challenging English texts, ELs are not likely to be successful in middle school 

(2012).  Why not stop the downward trend at 6th grade by empowering students with 

effective reading strategies? 

This study was organized in to five chapters.  Chapter I includes introduction, 

background of the study, statement of the problem, statement of the purpose and 

significance, research questions, definitions of terms, theoretical framework, limitations, 

delimitations, assumptions, and organization of the study. 

Background of the Study 

The EL population in Texas schools has grown since the 2013-2014 school year.  

According to the TEA, EL enrollment was at 900,476.  One year later, during the 2014-

2015 school year, the number increased to 949,074 EL students enrolled in Texas public 

schools (TEA, 2016).   Texas State Policy states:  every student in the state who has a 

home language other than English and who is identified as an EL shall be provided a full 

opportunity to participate in a bilingual education or English as a second language 

program as required in the Texas Education Code (TEC), Chapter 29, Subchapter B 

(Chapter 89, 2016).   
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The State of Texas recognizes the need for ELs to have focused programs in order 

to reach high academic achievement by passing the State of Texas Assessment of 

Academic Readiness (STAAR) Reading test and acquiring language skills comparable to 

their non-EL peers (Seidlitz, 2016).   

Specifically, the rapid growth of the EL population has brought challenges to the 

public school reading classroom.  Since the EL population is growing throughout Texas, 

ELs are gaining more visibility in Texas school districts as it relates to learning and 

achievement gaps.  Due to these gaps, ELs tend to exhibit lower reading achievement 

than their non-EL peers (Francis, 2006).  It is difficult to teach reading to ELs when the 

English language is a barrier.  When English is the second language, there is a level of 

difficulty with determining the best reading strategy when outside and uncontrollable 

factors are in place (Bolos, 2012).   

To understand the background of this study, the diverse cultural backgrounds of 

EL reading classrooms must be considered.  In today’s American classroom, students 

come from many different backgrounds, races, languages, experiences, ethnicities and 

social groups.  These students adjust to learning in a different context from which they 

are accustomed (Gutierrez, 2002).  According to the Department of Education, Spanish 

was the home language of 307 million EL students in 2014-2015, representing 77.1% of 

all EL students and 7.6% of all public Kindergarten-12th grade students.  Arabic, Chinese, 

and Vietnamese were the next common languages (2016).  English was the fifth most 

commonly reported home language for EL students, which may represent students who 

live in multilingual households or students adopted from other countries who had been 

raised speaking another language buy currently live in households where English is 
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spoken.  Hmong, Somali, Russian, Haitian, Tagalog, and Korean were the next most 

commonly reported home languages of ELs students in 2014-2015 (U.S. Department of 

Education, 2016).  The 30 most commonly reported home languages in American 

schools, also include several languages whose prevalence has rapidly increased in recent 

years. This data proves there is even more diversity among our EL population.  

In 2014-2015, there were about 3.7 million Hispanic EL students and Hispanic 

students made up over three-quarters of EL student enrollment.  Asian students were the 

next largest racial/ethnic group among ELs (U.S. Department of Education, 2016).  Texas 

schools follow the national trend on the diverse enrollment of EL students.  The 

percentages of Asian, Hispanic and multiracial students increased between 2012-2013 

and 2014-2015 in Texas public schools.  On the other hand, during the same period, the 

percentage of enrollment by African American and White students decreased in Texas 

public schools.  In 2014-2015, Hispanic students had the largest total enrollment (53.0%), 

followed by White (29.0%), African American (12.6%), Asian (3.9%), and multiracial 

(2.0%) students.  Another statistic to consider in breaking down the ethnicity/race of 

Texas public schools is in the 2014-2015 school year, by race, the largest percentage of 

Hispanic students in 2014-2015.  Diversity among the EL population creates an even 

larger divide with classroom and educational needs.  More specifically in the reading 

classroom, those various ethnic backgrounds can create gaps within the educational 

backgrounds of students in the same EL classroom.   

There are other reasons ELs have low academic success and reading ability.  ELs 

often have difficulty socializing and fitting into the culture of the mainstream student.  

This could be due to the fact ELs are dealing with pre-established social networks and 



5 
 

 
 

norms or cliques, especially in secondary schools. This may make it difficult for ELs to 

form friendships (Hunt, 2011).   

According to Sparks, policy makers and researcher have to focus on improving 

students’ transition to middle school (2011).  The study Sparks conducted found students 

moving from fifth grade into middle school show a sharp drop in math and language arts 

achievement in the transition year (Sparks, 2011).  We must work within our schools to 

stop this downward trend.  If we combine the stress of adjusting to middle school and 

learning a language, we understand the reality for our sixth grade ELs.  When students 

transition from elementary schools (fifth grade) to a junior high (sixth grade) there is a 

period of uncertainty for ELs.  There are solutions schools can implement to support the 

positive transitions from elementary schools to middle schools.  Even language support 

for ELs can be offered to ease the adjustment period.  Each student can be provided with 

a personal adult advocate (Sparks, 2011).  This advocate would help with language 

development.  This mentor would also help the student understand academic 

requirements, language acquisition and social dynamics (Sparks, 2011).  Talking with 

students before they arrive at middle school can also help relieve the added stress during 

the transition.  Creating on-campus and community support systems can also help the EL 

students in addition to his or her family. 

Statement of the Problem 

ELs with limited educational backgrounds and limited English proficiency are 

expected to perform at the same level on state testing as their native English-speaking 

peers.  Unfortunately, lower level ELs are taught in a language they have not yet 

mastered.  Reading is fundamental to the development of content-area knowledge and 



6 
 

 
 

academic success.  ELs often lack the academic language necessary for comprehending 

and analyzing text which causes problems in a reading classroom with ELs.  The majority 

of ELs experiencing reading difficulty, struggle with skills related to fluency, vocabulary 

and comprehension.  These areas are interdependent and should be addressed with 

reading instruction models (Francis, 2006).  ELs need early, explicit and intensive 

instruction in phonological awareness in phonics in order to build decoding skills 

(Francis, 2006).   

While certain factors – inspiration, determination and quantitative skills – play 

important roles in the learning process for ELs, the role of language development holds a 

crucial part in shaping students’ success with academic content (Garcia & De Figueiredo, 

2012).  When students are enrolled in 6th grade, the academic deficits are often 

overlooked and unaddressed due to lack of identity, lack of teacher resources which 

results in an academic achievement downward spiral.   

According to Robb (2000), students enter middle school with diverse levels of 

reading.  A class of 25 6th graders can have a reading range from below third grade to 

eighth grade and higher.  Meeting the reading needs of such a diverse population is the 

primary challenge of every middle school teacher and ESL program.  ELs bring their own 

set of various learning needs to the reading classroom and very little research has been 

conducted on how to effectively teach reading using valuable teaching practices to 

improve reading levels of 6th grade ELs.   

In Texas, ELs are underperforming when compared to their monolingual peers, 

the Texas Academic Performance Report (TAPR), reported in 2012-2013, 89% of all 

white students met the phase-in standard in reading, but only 52% of ELs met the basic 
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phase-in standard (Texas Education Agency, 2013). There is a despairing gap between 

this data.   

To further explain the problem, ELs were the lowest performing sub-group in 

reading in 2012-2013 (Texas Education Agency, 2013).  The gap between ELs was 30% 

points lower than non-EL students in reading, as measured by the State of Texas 

Assessment of Academic Readiness (Texas Education Agency, 2013).  Ethically, the 

oversized gap between the different sub-groups revealed a requirement to initiate local 

research to determine future instructional decisions to promote higher learning outcomes 

and higher reading levels for ELs.  Consequently, Lindholm-Leary and Hernandez (2011) 

reported ELs are at the highest risk of dropping out of school.  This report is alarming, 

and educators must work quickly to close reading gaps for ELs. The downward 

educational spiral widening the reading gap for ELs must stop.     

Statement of the Purpose and Significance 

The purpose of this action research and case study were to explore the frequency 

of effective strategies in reading for 6th grade ELs in Texas.  This case study discovered 

the frequency of effective strategies in reading to help ELs enrolled in the 6th grade and 

who currently read below grade level as identified in 5th grade by the State of Texas 

Assessments of Academic Readiness (STAAR) test and Lexile scores.  The case study 

and action research determined which reading strategy improved reading levels for 

identified students.  Students completed a reading survey at the end of the school year to 

determine the most effective reading strategy used to increase the reading levels of 

identified 6th grade ELs as determined by STAAR.  A Likert scale survey was used to 

identify the most effective reading strategy to confirm reading success from students.   
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Historically and nationally, secondary ELs have struggled in U.S. Schools.  74% 

of eighth-grade ELs scored below basic on reading achievement tests compared to only 

about a quarter of their non-ELs peers (National Center for Educational Statistics, 2009). 

United States schools seem to be making little progress in improving reading scores and 

closing the achievement gap for ELs in secondary schools.  For example, when 

comparing 2009 eighth-grade National Assessment of Educational Progress reading 

scores with those from 1998, the eighth-grade reading gap between Hispanic and other 

students did not change significantly in any state (Hemphill, Vanneman, & Rahman, 

2011). This data proves the achievement numbers and reading scores are low.  Since 

language and reading share many of the same basic competencies and the development of 

both are interrelated (August & Shanahan, 2006), it is not surprising that ELs are 

generally less successful at meeting standards for basic proficiency in the skills they are 

in the process of developing. 

Educators who are highly experienced with ELs often focus on how their teaching 

impacts ELs.  They measure their success of their students by how effective they are 

moving ELs to higher levels of English reading; tracking student progress over time; 

graduation and dropout rate for ELs they have taught; program effectiveness; serving as a 

positive voice for ELs in various committees and professional learning groups; and 

sharing effective practices with colleagues (Seidlitz, 2016).   The present-day 

understanding of how to increase the reading level of ELs is growing, but the issue has 

room for further investigation to identify best practices to impact reading and how well 

ELs are prepared for the next class or the next level.   
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Based on a study performed by Calderon, Slavin, and Sanchez (2011), the quality 

of instruction is what matters most in educating ELs.  This study determined the most 

effective teaching practice to improve 6th grade EL reading levels measured by STAAR 

reading levels.  6th graders ELs need a loving, collaborative, and literate environment to 

improve their learning in the reading classroom (Lacina, Levine & Sowa, 2011).  What 

effective instruction can 6th grade Texas teachers implement to promote rapid reading 

growth to close the reading achievement gap for ELs?  The study determined the most 

effective practice in reading for teachers and ELs to use in Texas to improve EL reading 

success as determined by the STAAR.    

The EL population rate is significantly growing in the state of Texas.  Schools 

must equip themselves with tools, strategies, and best practices to bridge the learning gap 

for ELs.  There has been a lack of educational opportunities offered to EL students 

resulting in low educational achievement (Kandel-Cisco, 2009).  Additionally, ELs in 6th 

grade are particularly underserved by schools.  The lack of reading achievement and 

improvement is pronounced in 6th grade (Kandel-Cisco, 2009) due to curriculum and 

achievement standards.  It is in the middle grades, that students are expected to read well 

in order to have adequate access to content area materials (Chall, 1987).  Texas schools 

must implement effective teaching practices to first year 6th grade ELs in order to close 

the achievement gap in comparison to non-EL 6th graders.  

Definition of Terms 

The terms are related to ESL instruction in Texas and the definitions are used in Texas 

public schools. 

ELs – English Learners 
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ELLs – English Language Learners  

ESL – English as a Second Language  

TEA – Texas Education Agency 

LEP – Limited English Proficiency 

ESL Teacher Certification – Teacher supplemental license in addition to a state issued 

teacher certification to teach English as a Second Language  

Effective Teaching Practice – an instructional strategy or technique used by a teacher 

designed to increase the reading level of ELs by one grade-level determined by STAAR 

and Lexile scores.  

Effective Reading Strategy – a strategy used by readers to support comprehension and 

interaction with written text  

6th grade – The first year in junior high or middle school. 

Junior High – grades 6th – 8th  

First Year EL – an EL enrolled in United States schools less than 12 months 

STAAR - “The STAAR program includes annual assessments for grades 3–8 in reading 

and mathematics; assessments in writing at grades 4 and 7; in science at grades 5 and 8; 

and in social studies at grade 8; and end of course assessments for English I, English II, 

Algebra I, biology and U.S. History” (Texas Education Agency, 2012). 

Lexile Score/Framework for Reading – a scientific approach to measuring both reading 

ability and text complexity of reading materials on the same developmental scale. 

(Stenner, 1996).   Lexile founders, Jackson Stenner and Malbert Smith researched 

reading and psychometric theory which culminated the Lexile Framework for Reading to 

demonstrate common scales could be built for academic skills (MetraMetrics Inc, 2018).     
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Theoretical Framework 

This case study was based on an instructional approach designed from a theory 

that meets three criteria: (a) grounded in research; (b) explains what is learned as well as 

how it is learned; and (c) provides guidance for instruction (Chamot & O’Malley, 1986).  

The theory used to support the current study specifies how academic content is learned, 

as well as, how language is learned and why the use of learning strategies results in 

improved learning.  The Cognitive Academic Language Learning Approach (CALLA) 

was developed to meet the academic needs of students learning English as a second 

language in American schools designed by Anna Uhl Chamot and J. Michael O’Malley.  

The idea of CALLA grew from research conducted by Chamot & O’Malley in the early 

and mid-1980s and prior experiences with instructional programs and staff development 

in ESL and other second language programs, including bilingual education (Chamot & 

O’Malley, 1986). CALLA integrates instruction from the content curriculum, 

development of the language skills needed for learning in school, and explicit instruction 

in using learning strategies for academic tasks.  The CALLA model enables students to 

become more proficient so they are able to participate in content directed instructions in 

their classrooms.  The cognitive model of learning is used to help students comprehend 

and retain language skills and concepts of the content being taught in schools (Chamot & 

O’Malley, 1986).   

The main objective and goal of the CALLA model is to be more effective in the 

learning process.  Chamot & O’Malley’s work focuses on students being more effective 

in the learning process (1986).  CALLA emphasizes:  (1) value on what the students 

previously know as well as the experiences of their culture, and uses this knowledge in 
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their academic learning of a new language; (2) the development of an awareness for the 

language students are learning; (3) learning the content and skill necessary to be 

successful in students’ future academic pursuits; (4) choosing an appropriate strategy of 

learning that also can enhance students’ study skills and academic knowledge; (5) 

motivation for academic studies and the confidence to complete a successful academic 

program; (6) doing a self-evaluation of student learning and making plans on how to 

become more efficient; (7) students are capable of independent learning (Chamot & 

O’Malley, 1986).   

Originally, CALLA was developed to meet academic needs of three types of ESL 

students (Chamot & O’Malley, 1986):   

1. Students who have developed social communicative skills through beginning 

level ESL classes or through exposure to an English-speaking environment, 

but have not yet developed academic language skills appropriate to their grade 

level;  

2. Students who have acquired academic language skills in their native language 

and initial proficiency in English, but who need assistance in transferring 

concepts and skills learned in the first language to English; and 

3. Bilingual English-dominant students who have not yet developed academic 

language skills in either language.   

According to Chamot & O’Malley (1986), the theoretical framework for CALLA 

explains: 

1. learning is an active and dynamic process.  
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2. three types of knowledge:  declarative (knowledge of facts), procedural 

(knowledge of “how to” do things), metacognitive (relate current learning 

tasks to past knowledge and learning procedures). 

3. declarative and procedural knowledge are learned in different ways and 

retrieved from memory in different ways.  

4.  teachers should learn to recognize declarative and procedural knowledge in 

content material, identify strategies used by students, and influence strategy 

use.  

5. students can take control over their learning and develop independent learning 

skills.    

Overall, CALLA seeks to infuse language teaching and learning in addition to 

focusing on the student’s mind.   The integration of language development, content area 

instruction and explicit instruction in learning strategies is evident throughout the 

CALLA model which targets ELs at the advanced, beginning, and intermediate levels of 

English language proficiency.  CALLA is designed to assist ESL students to succeed in 

school by providing transitional instruction from either standard ESL programs or 

bilingual programs to grade-level classrooms (Chamot & O’Malley, 1986).  

ELs and Reading Instruction 

Meeting the educational needs of a diverse student population is one of the major 

concerns of American schools (U.S. Department of Education, 2010).  Although, various 

and uncontrollable aspects prevent ELs from improving their reading levels, according to 

Brown, Hunter, Dunahoo, Russo, and Osborne (2012), “Teachers are trained to teach in 

ways that fit White, middle-class students and are told these are best practices—which 
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has marginalized culturally diverse students” (p. 22).  Several reading practices are being 

implemented in EL classrooms with first year students that have negative impacts on 

ELs’ reading levels:  English-only immersion reading programs, reading ability-grouping 

classrooms, and low-level instructional reading practices.    

First, instructional practices that isolate ELs and ban their culture, experiences, 

and first language do not align with research in the second-language acquisition field.  

English-only programs have not proven any improvements on reading levels (Bolos, 

2012).  In 2012, Garcia, Lawton, and De Figueiredo analyzed highly restrictive reading 

instructional policies and found that Arizona’s highly restrictive approach to equal 

education for ELs did not produce significant gains with reading levels (p. 16).  Could 

Texas school curricula have the same effect as Arizona’s on ELs?   

A second practice that affects students’ reading levels is ability grouping 

(Braddock & Slavin, 1992). Ability grouping is the “practice of creating small groups of 

students within a classroom based on measured ability and performance determined by 

achievement tests or various assessments” (Brown, Hunter, Donahoo, Russo & Osborne, 

2012). According to Brown et al., some of the ability-grouping classrooms are gifted and 

talented, EL, and even special education. Braddock and Slavin (1992) present arguments 

to emphasize the need to stop using ability grouping as a best practice in reading to teach 

students in schools. Their study compares tracked students based on ability proficiency 

and untracked students. Their findings show low-track students who did not perform as 

well, were more likely to end up in non-college preparatory programs and had lower self-

esteem than the students in the untracked classrooms. Braddock and Slavin advocate the 

view that low track performing students are exposed to less material, a lower quality of 
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instruction, more low-level basic skills, far less content, and a lower level of content. 

Brown et al. indicate that low-ability classes “engage in lower levels of thinking with 

very little problem-solving and repetitive drills” (p. 19). 

Third, there has been extensive research focused on low-level instructional 

reading practices.  Most research has been conducted with younger students and it 

supports the valuable effects of reading comprehension instruction (Klingner, 1999).  The 

category and degree to which 6th grade ELs receive reading comprehension instruction is 

unclear (Vaughn & Klingner, 2004).  There are several reasons why 6th grade ELs may 

not receive adequate reading instruction.  6th grade reading teachers may perceive 

teaching reading is not part of their job and even teachers who attempt to teach reading 

comprehension instruction may not be adequately trained to do so (Kandel-Cisco, 2009).   

Although ESL teacher preparation programs are designed to offer low-level 

reading instruction for teachers and require literacy or reading courses for secondary 

content area teachers, these ESL courses typically only provide descriptions and 

procedures for specific strategies for teaching reading.  These courses fail to help teachers 

appreciate how ELs process text and do not immerse teachers in the complexities and 

practicalities of teaching reading comprehension (Kandel-Cisco, 2009).  ELs are left 

behind in the idea of reading improvement when measured by Lexile scores and STAAR 

results.   

Conley (2008), for example, explains secondary teachers often use cognitive 

strategies, such as graphic organizers, as a means to teach content, but rarely are teachers 

able to delve into the more complex task of explicitly teaching students how to 

independently utilize cognitive strategies to facilitate text comprehension and content 



16 
 

 
 

learning for ELs.   This example confirms teacher preparation programs are inadequately 

preparing secondary teachers to meet the linguistic and academic needs of ELs in a 6th 

grade reading classroom.  Teachers are not able to use lessons, tools, strategies and 

techniques designed to provide ELs with the ability to reading if students enter the 

reading classroom not knowing how to read.   

The growing population of students entering secondary public schools in Texas 

has caused education policy makers and teachers to question teacher-preparedness to 

teach ELs in secondary schools.  In order to utilize effective reading practices in a more 

culturally responsive learning environment that enhance ELs’ reading levels, teachers 

need to gain knowledge on the learning needs and preferences of their culturally diverse 

classrooms. This study presented strategies supported by research on the most effective 

reading strategies for first Texas ELs in 6th grade by analyzing data from reliable and 

valid assessments and a survey.  This study recognized the best strategies implemented 

by seven 6th grade students and determined the most effective reading strategies that 

effect 6th grade ELs’ academic achievement and reading growth by offering 

recommendations to better serve this population. 

Research Questions 

 This case study and action research examined the frequency of effective strategies 

in reading designed to support EL reading instruction in the 6th grade ESL classroom in 

Texas. The most effective reading strategies in 6th grade ESL classrooms with ELs were 

identified from the research in this study.  The research developed answers to understand 

the implementation of best strategies in reading for one school year in a 6th grade EL 

reading classroom.  The action researched revealed answers to the following questions:  
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1. What is the one-year growth of reading outcomes for 6th grade ELs as determined 

by STAAR? 

2. What is the one-year growth of reading outcomes for 6th grade ELs as determined 

by Lexile scores? 

3. What reading strategies do EL students identify as the most effective in reading 

success? 

 Answers to these questions are valuable to researchers, educators, and policy 

makers in reading instruction.  The answers helped offer the solutions to gaps in our 

reading levels of ELs in 6th grade.  Solutions must support, enrich, and challenge reading 

practices designed to build fluency, comprehension, and word recognition (Klingner, 

2012).   

 The answers offered opportunities to reflect on different types of reading 

strategies in relationship to their success with 6th grade ELs in Texas as viewed by 

students.  The results have implications for educators and professionals in the field of 

reading to develop, modify and adjust curriculum to support student growth and 

development with 6th grade ELs in Texas.    

Limitations 

 Texas school districts are limited in their implementation and effectiveness of 

teaching reading to ELs in 6th grade.  Researchers in the field of ELs and reading 

instruction understand how reading works and agree how main skills should be taught 

and learned.  It has been discovered authentic reading is the act of decoding and 

comprehending (Rosengarten, 2002).  Also, reading typically has a high ranking in regard 

to basic academics.  This includes the ability to be a fluent, skillful, critical and 
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independent reader; which are keys that unlock much of the acquired knowledge ELs 

must have to remove their LEP status (Rosengarten, 2001).  Using effective practices in 

teaching reading with ELs, not only teaches reading in a proficient manner, it can also 

create an excitement for reading so students become life-long readers.  Overall, this is 

attained by the students’ and teachers’ total and authentic engagement to implementing 

the most effective practices.    

 The terms effective strategies and practices can be ambiguous and a limitation.  

School districts offer daily challenges for teachers to teach every child (District Mission 

Statement, 2016) and implement effective practices.  These effective practices should be 

incorporated into daily lesson plans for ELs to build reading skills.  Effective strategies 

and practices are determined and listed from several respected associations and 

institutions, such as the National Institute of Education, International Reading 

Association, and the National Council of Teacher of English.  The EL literacy guidelines 

gathered from these organizations, studies, and research result in much more than 

improving reading scores for ELs.  The various studies incorporate writing, speaking 

listening, use non-print media and technology, and use higher order thinking skills, 

although the most effective reading teaching practices are centered around skills (Bolos, 

2012).   

 This case study focused on one school district, one classroom, and one ESL 

reading teacher in Texas.  Broadening this research to more districts with similar EL 

populations may profit better results.  Another limitation of this study is the grade level 

focus.  This study only concentrated on the reading improvements of first year EL 6th 

graders.  Expanding the study to more grade levels may offer another perspective on the 
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findings and implementations of effective practices.  The time frame of this study is 

another limitation.  A longer study may lend itself to deeper EL classroom observations 

and more intense teacher and student interviews.   

 The number of students at each English proficiency level was also a limitation to 

this study, therefore the small sample size of the classroom determined different results 

from the study.   

Delimitations 

 This study was conducted in one suburban school district, one school and 

classroom in Texas focused on the 6th grade.  The decision to focus research on the 6th 

grade stems from the importance of child development at a pre-teen and adolescent age 

group.  Developmental years are shifting and rapidly changing during those times and 

more research and studies are needed about the topic.  The researcher was the ESL 

teacher of record for each participant in the case study.   

Assumptions 

This study assumed the student participants were learning and applying reading 

strategies throughout the school year and accurately self-reported.  Teacher preparation 

and implementation of effective strategies were designed to meet the needs of diverse 

ELs within one classroom.  Class size, language proficiency levels and student 

engagement were consistent throughout the study.  Using a quantitative survey, and 

quantitative data from STAAR, and Lexile reading levels were the best ways to conduct 

this action research and were three additional assumptions made by the researcher.     
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Summary and Organization of the Study 

 This study was organized in to five chapters.  Chapter I includes introduction, 

background of the study, statement of the problem, statement of the purpose and 

significance, research questions, definitions of terms, theoretical framework, limitations, 

delimitations, assumptions, and organization of the study.  In Chapter II, the researcher 

will provide a review of the literature including:  (a) introduction; (b) theoretical history 

of bilingual and ESL education; (c) legal requirements for bilingual and ESL education; 

(d) federal and state funding for ELs in public schools; (e) reading pedagogy and its 

connection with ELs in junior high; (f) academic and reading divides for ELs; (g) the 

history of reading strategies for ELs; (h) the development of reading strategies for ELs; 

(i) state policy, (j) teacher perceptions and the implementation of reading strategies for 

ELs; (k) school leaders responsibilities for ELs; (l) the sixth grade ESL reading 

classroom in Texas; (m) teaching and preparing the sixth grade EL for the future; and (n) 

a summary.  In Chapter III, the researcher describes the methodology used in the study, 

which includes research design, participants, context and setting, instrumentation, data 

collection and data analysis.  In Chapter IV, the researcher provides findings of the study.   

In Chapter V, conveys the researcher’s summary, discussion, and conclusions. 
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CHAPTER II 

REVIEW OF THE LITERATURE 

The purpose of this action research case study was to explore the frequency of 

effective strategies in reading for 6th grade ELs in Texas.  This study discovered the 

frequency of effective strategies in reading to help ELs who are enrolled in the 6th grade 

and currently read below grade level as identified by the State of Texas Assessments of 

Academic Readiness (STAAR) test.  The study determined which reading strategy 

improved reading levels for 6th grade ELs in Texas by comparing STAAR reading levels 

and Lexile scores from 5th grade to 6th grade.  Students were surveyed at the end of 6th 

grade to determine a relationship between STAAR scaled and Lexile scores.  A Likert 

scale reading strategy survey was used to identify the most effective reading strategies to 

confirm student reading success and improvement.  In Chapter II, the researcher will 

provide a review of the literature including:  (a) introduction; (b) theoretical history of 

bilingual and ESL education; (c) legal requirements for bilingual and ESL education; (d) 

federal and state funding for ELs in public schools; (e) reading pedagogy and its 

connection with ELs in junior high; (f) academic and reading divides for ELs; (g) the 

history of reading strategies for ELs; (h) the development of reading strategies for ELs; 

(i) state policy, (j) teacher perceptions and the implementation of reading strategies for 

ELs; (k) school leaders responsibilities for ELs; (l) the sixth grade ESL reading 

classroom in Texas; (m) teaching and preparing the sixth grade EL for the future; and (n) 

a summary. 
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History of Bilingual Education and English as a Second Language in Texas 

 The history of bilingual education dates back to Texas Governor Dolph Briscoe in 

1973.  He signed the Bilingual Education and Training Act 212 (SB 121).  This event 

marked the historical turning point for Mexican Americans in the state of Texas to be 

equally educated.  All Texas elementary schools enrolling over 20 students or more with 

limited English ability must be given the opportunity to be educated in a bilingual setting.  

This law set into place the ability for teachers to use other languages to instruct.  This act 

abolished the English-only era imposed by state laws dating back as early as 1918 (Cruz, 

1995). 

At this time in history, it was acknowledged the no-Spanish rule was segregating 

and isolating students.  For decades Texas educators used this English-only law to punish 

Mexican Americans who did not follow the English only rule.  Schools used extreme 

measures to penalize students who broke the English only rule.  Harsh punishment 

created educational divides and learning gaps for non-English speaking students.    

Academic gaps ignited racial tension between Mexican and English-speaking students.  

Educators insisted schools must disconnect non-English speaking students from their 

English-speaking peers, which launched a divide in Texas schools (Ruiz, 2000).   

The classroom language split was designed to provide specialized instruction for 

Spanish speaking students that was separate from the education received by their English-

speaking peers. Educators thought this type of education was beneficial for all students, 

according to Peregoy & Boyle (2001).  Schools were mandated by law to meet the needs 

of non-English speaking students in public Texas schools.  Contrary to the early era of 

bilingual education where students were punished for speaking Spanish on school 
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grounds, this idea was implemented to train teachers to teach students using Spanish 

only.  Students English language needs were not being met in schools at this time (Cruz, 

1995).  There was low achievement and Mexican American students were falling behind 

their native English-speaking peers (Collier, 1995).  The isolation and racial divides 

continued to create academic gaps and needed English remediation for Spanish speaking 

students (Crawford, 1992).  Corcoran explains, teacher trainings and school development 

were nonexistent and students did not receive an equal education (1995). Students were 

labeled as disabled and mentally challenged if English was not acquired at a certain rate 

in public schools (Corcoran, 1005).  The intention of early bilingual education was a 

springboard for our current educational system for non-English speaking students to 

bridge the gap for learners to learn on their level and receive formalized support from 

their teachers.   

Elementary schools were on board at the time to educate non-English speaking 

schools, what about the other level of students in school?  In the 1970s, there was no 

mandate for secondary schools to provide programs and classes to support the English 

language needs for students.  Laws gave requirements to elementary schools and in later 

years, secondary schools were bound by the same legal guidelines.  The paradigm shift 

began as soon as students made their way into America’s workforce as productive 

citizens in America’s economy (Flores, 2012).  Public schools realized the education for 

bilingual Americans must be adequate enough to send Americans into the world to 

cooperate and work well with others.  Education is the foundation for how America 

implements and supports students in schools and beyond their educational needs.  It takes 

more than a small room with limited English-speaking students to add positivity to 
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America (Kandel-Cisco, 2009).  Adding positivity to America can fall into the laps of 

students as they work towards higher academic achievement.  Valuing the individuality 

of each student within the classroom can offer richness and in-depth instruction as 

teachers build their craft of teaching and link the outcome to high student achievement 

(Kandel-Cisco, 2009).   

Knowing the background of the students in this study adds value and merit to the 

study because it gives a glimpse of the students on an individual basis.  Each student was 

different and their educational background cast a different light for the researcher to 

analyze, dissect and prescribe solutions to improve reading levels.  The students in this 

study were second language learners, 6th graders enrolled in an ESL classroom.  The 

students’ voice, thoughts, and opinions matter when it comes to self-reporting their use of 

certain reading strategies when reading academic text.  Understanding and noticing the 

diverse backgrounds of individual students can improve the academic outcome of 

learners to provide individual instruction to meet the learning styles of students.  

Legal Requirements 

By the time America was booming with immigrants in the 1900s, Texas public 

schools were not prepared to receive non-Spanish speaking students (Cruz, 1995).  The 

United States began to realize there was a need for a greater interest in bilingual students.  

Government and educators understood the need for adequate training, curriculum and 

instruction for students (Fix, 1994).  Schools were still under the English-only policies in 

schools and students struggled with learning outcomes (Fix, 1994).  When ESL became a 

guiding force in schools, education was on a changing trend for all students (Adger, 
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1994).  Teachers were prepared to better instruct non-English students, but the trends 

were moving slow for limited English-speaking students.   

In the 1950s through the 1980s, educators put effort into researching language 

learning for students and how schools can develop English through academic instruction.  

According to Ruiz-de-Velasco, this initiative produced a variety of teaching practices 

used today in ESL classrooms across the state of Texas (2000).  Support began to trickle 

down from the state level to impact programming, teaching and learning for students in 

bilingual and ESL classrooms.  Prior to this support, school suppressed the use of 

students’ native languages to support English acquisition.  Mexican Americans suffered 

greatly from severe English reading difficulties (Cruz, 1995).   

 In 1968, laws were amended to provide Title VII funding for students who were 

underachieving because of language barriers.  From the amendments, the Bilingual 

Education Act was passed and specifically offered support for LEP students.  The new 

legislation created a focused prominence on students who were limited in their English 

proficiency.   Also, regulations were in place to emphasize the responsibility given to 

states to provide services to achieve the desired learning outcomes for ELs (Cole, 2015).   

Texas was a problematic state in implementing bilingual and ESL education.  

TEA was accused of creating specialized schools for other ethnicities throughout the 

state, but failed to provide equal educational opportunity without regard to race 

(Crawford, 1992).  TEA was ordered to create a comprehensive plan and change its 

policies in educating limited English students. In 1972, The League of United Latin 

American Citizens (LULAC) along with TEA worked to implement a plan to provide 

limited English proficient students with bilingual and compensatory programs to 
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overcome the effects of the inadequate curriculum and instruction in Texas history.  At 

this time, according to Cruz, there was no funding available for the implementation of 

specialized programming (1995).   

Federal and State Funding for ELs in Public Schools 

The passage of the Bilingual Education Act was an amendment to the Title VII of 

the Elementary and Secondary Education Act (ESEA) (Blanton, 2005).  There was a need 

for financial support for schools to educate limited English-speaking students with the 

new legal requirements.  State and federal budgeting exposed a need for more 

programming and developing for limited English proficient students and the professionals 

who work with them each day.   

The Supreme Court decision of Lau vs. Nichols, in 1974, provided an equal 

education to students (Blanton, 2005).  In 1991, the Office of Civil Rights, worked with 

Texas school districts to denounce the idea where the inability to speak and understand 

the English language excludes national origin minority group children from effective 

participation in the educational programs offered by a school district.  The district must 

take affirmative steps to rectify the language deficiency in order to open its instructional 

program to these students (Crawford, 1992).   

Policies and procedures to support these new regulations had to be funded.  The 

continued interest in the need to provide a quality education, caused federal and local 

government to provide financial support for education.  To strengthen programs, develop 

teacher training and adequate education, Title III was created to provide federal funding 

(Tanenbaum, 2010).  Local departments of education were required to pay attention to 

the performance of ELs and generate activities to comply with new standards.  This 
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includes the English Language Proficiency Standards (ELPS), assessments and 

accountability measures for monitoring progress for ELs.  At the early stages of Title III 

funding, the ELPS were tracked through specific targets.   

With the help of Title III funding, school districts in Texas were able to provide 

adequate programming for ELs to meet state standards, to provide highly qualified 

teachers in core subject classrooms and to allow parents to be notified of their children’s 

progress in a language understood by the parents.  

Language Acquisition with BICS and CALP 

 Jim Cummins differentiated between social and academic language in 2008.  

Basic Interpersonal Communication Skills (BICS) are language skills needed in social 

situations.  It is the day-to-day language needed to interact socially with other people.  

For example, ELs use BIC skills when they are in the lunchroom, on the school bus, at a 

party, playing sports, and talking on the telephone, etc.  Social interactions are usually 

context embedded and they occur in a meaningful social context.  BIC skills are not 

cognitively demanding.  The language required is not specialized and these language 

skills usually develop within 6 months to 2 years after arrival in the U.S. (Cummins, 

2008).    

 CALP (Cognitive Academic Language Proficiency) refers to formal academic 

learning.  This includes listening, speaking, reading, and writing about subject area 

content material.  This level of language learning is essential for students to succeed in 

school.  Students need time and support to become proficient in academic areas.  This 

usually takes from five to seven years.  Research (Collier, 1995) has shown if a child has 
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no prior school or has no support in native language development, it may take seven to 

ten years for ELs to catch up to their peers.   

 Cummins continues to prove language acquisition is not just the understanding of 

content area vocabulary (2008).  It includes skills such as comparing, classifying, 

synthesizing, evaluating, and inferring.  Academic language tasks are context reduced.  

Information is read from a textbook or presented by the teacher.  As a student gets older 

the context of academic tasks becomes more and more reduced (Haynes, 2009).  The 

language also becomes more cognitively demanding.  New ideas, concepts and language 

are presented to the students at the same time (Cummins, 2008).   

 The relevance of the BICS/CALP distinction for bilingual students’ academic 

development was reinforced by two research studies conducted by Cummins in 1980 and 

1981 (Haynes, 2009).  He showed educators and policy-makers frequently confuse 

conversational and academic dimensions of English language proficiency and this 

confusion contributes significantly to the creation of academic difficulties for ELs.   

According to Bolos, (2012), students who sound fluent have strong social 

language skills (BICS) because these skills typically develop in the first three years of 

learning a new language.   In social situations, such as the bus ride to and from school, 

ELs might have lengthy conversations in English about the weekend.  It is important the 

reading teacher remember these language distinctions when developing lessons and 

connecting ELs to reading instruction (2012).  Content-specific vocabulary and 

specialized vocabulary for academic conversations has a greater linguistic complexity 

and require more complicated language structures (Bolos, 2012).  With this level of 

language difficulty, it takes ELs significantly more time to learn the new vocabulary, to 
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talk about the vocabulary, to practice it, and to make it part of their knowledge base 

(Bolos, 2012).  On the other hand, in the middle grades, when students have knowledge 

of reading in their native language, that knowledge can facilitate the acquisition of 

English by giving students a knowledge and skill base from which they can build new 

English skills (Bolos, 2012).  Reading instruction must bridge the gap between BICS, 

CALP and address the domains of phonemic awareness, phonics, fluency, vocabulary and 

comprehension.   

Reading Pedagogy and its Connection with ELs in Junior High 

  In addition to mentioning, the role of vocabulary in reading comprehension for 

native English speakers, the National Reading Panel, emphasized the prominence of 

reading strategy use and instruction.  Reading strategies, persistent activities or 

procedures to support comprehending and reading text, include practices such as 

clarifying reading purposes, determining meaning, constant monitoring of 

comprehension, questioning, summarizing, using mental imagery, and making inferences 

based on text and life experiences (Chall, 1987).  Research supports strong readers 

actively and automatically operate a vast collection of the comprehension strategies while 

reading (Francis, 2006).  

 Research centered around the role of using strategies in reading comprehension 

for ELs points to the constructive influence of reading strategies improving reading 

comprehension outcomes (Pressley, 2001).  The depth of research surrounding strategy 

instruction for ELs first focused on instruction of individual reading strategies such as 

identifying story elements, story-mapping, imagery and question generation (Beck, 

Omanson, & McKeown, 1982; Gambrell & Bales, 1986; Gambrell & Jawitz, 1993).  
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These experimental studies, by reading researchers were carried out mostly with ELs and 

English-only secondary students.  Researchers found various forms of strategy instruction 

did have a positive effect on students’ reading comprehension and level.  Later studies 

demonstrated through teacher modeling and student guided and independent practices, 

instruction that encouraged the coinciding use of multiple strategies in understanding text 

was also effective in improving EL comprehension (Pressley, 2004). 

 The use of a strong reading pedagogy is also an important component in the 

comprehension process for ELs (August & Shanahan, 2006).  In contrast to the giant 

body of studies focusing on non-ELs students, the rareness of research examining ELs 

and reading strategies is especially pronounced when searching for studies focused on 

ELs in 6th grade.  (Garcia, 2000 & 2003; Genesee & Riches, 2006; Short & Fitzsimmons, 

2007; Sweet & Snow, 2003).  The limited number of studies focused on the issue of 

reading and language development for ELs, has addressed reading strategy use, cross-

linguistic strategy transfer, response to strategy instruction, and differences in strategy 

use by reading ability and text genre.  In general, studies conducted with middle grade 

ELs suggest the use of various reading strategies positively influence general reading 

success, and improved overall reading achievement, and confidently enhances reading 

comprehension in English (Rea, 2006).   

Academic and Reading Divides for ELs 

 Today’s classrooms are diverse in terms of linguistics, culture, race, ethnic, and 

socioeconomics (Cummins, 2000).  These differences cause a great gap between ELs and 

their native English-speaking peers.  Historically, teachers feel unprepared for the 

complications embedded in teaching students who are learning English (Cruz, 1995).  As 
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the field of education evolved through time, the academic content became more abstract, 

compelling students to depend on their oral and written communication skills in English.  

Achievement gaps have been identified between native English speakers and ELs.  In 

2011, the achievement gaps between EL and non-EL students in the NAEP reading 

assessment were 36 points at the 4th – grade level and 44 points at the 8th – grade level 

(2011).   

 Overall, ELs have been clumped into the same ESL classroom with one teacher 

addressing the needs of students with various and drastic proficiency, reading and writing 

skills.  In secondary schools, there are pull out and small group settings to support EL 

instruction, usually with unprepared teachers.  With the lack of preparation, materials and 

authentic learning environments, the achievement gap widens for ELs (Klingner, 2012).   

 Controversy among policy makers, researchers, and educator centers around how 

to guarantee the language, reading, and academic success of ELs (Wright, 2010).  

Researcher, Batalova has determined, there is a divide between ELs reading levels and 

their native English-speaking peers (2007).  Are our teaching practices offering the best 

instruction and outcome for our ELs in secondary reading classrooms?  According to 

Vang, when ELs enter public schools, they usually lack academic background, English 

skills, and appropriate learning styles needed for school success (2005).   

 Texas schools face a multitude of problems with ELs because proper program 

placement, teacher training and school readiness are not always in place to meet the 

overall academic needs of students (Brown, 2012).  The lack of language is a handicap 

and the lack of language acquisition skills leads to slow academic achievement, low test 

scores, and low graduation rates (Yang, 2005).  ELs face challenges in the classroom 
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because they speak one language at home and learn a new language in school (Cummins, 

2000).   

 Researchers have connected low achievement to the lack of academic language 

(Kuehn, 1996; Wright 2010).  Students who are not familiar with or fail to develop could 

become academically at-risk.  In most cases, second language learners have difficulty 

with academic language (Hemphill, 2011). Hemphill observed, acquisition of academic 

language is vital at school and in academic settings regardless of the student’s native 

language or cultural background (2011).  There is an identifiable disconnect for students 

who enter Texas public schools in the 6th grade who do not have a solid educational 

foundation in their first language.  Educators and school programs must address these 

needs and provide secure and researched-based instructional practices to bring students 

past the gap of academics (Snow, 2007).   

History of Reading Strategies for ELs 

 Since the 1970s, educational statistics have demonstrated students will ELs 

backgrounds have exhibited levels of academic achievement significantly lower than 

white students in reading, writing and mathematics (Espinoza & Ochoa, 1986).  

Historically, according to authors, Proctor, Carlo, & Snow (2005), ELs are less likely 

than White students to score advanced levels of reading proficiency.  The difference 

between the reading performance of ELs and white students is particularly large in the 

area of reading.  Only about 1 in 6 ELs (18%) score at an advanced level of reading 

proficiency compared to whites who read below basic proficiency standards on the 

National Assessment of Educational Progress test (NCES, 1999).   
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 The reading achievement of ELs are the lowest in relationship to the student 

population.  Students of limited English proficient backgrounds who reported they 

“usually spoke Spanish at home” were one and a half times as likely to read below basic 

proficiency levels than students who “usually spoke English at home.”  Similarly, 

students who usually spoke English at home were three times more likely to score at the 

advanced level of reading (22.4%) compared to students who usually spoke Spanish at 

home (7.3%) (De La Rosa & Maw, 1990).   There has significantly been a need for 

reading strategies to positively impact ELs reading levels and language proficiency.  

However, comprehension difficulties have been reported to be much more prevalent for 

ELs in secondary schools with limited educational backgrounds.  Furthermore, when ELs 

encounter problems comprehending, the difficulty is reported to be much more severe 

than for their native English-speaking peers (Anderson & Roit, 2006).   

 In general, it is recognized that ELs have more difficulties and challenges with 

reading comprehension than students who only speak English (McLaughlin, 2007). 

Anderson and Roit (2006) demonstrate in any group of learners, some EL students also 

have decoding difficulties.  Reading in a second language is very different from reading 

in the native language.  For those who are EL, historically, the process of reading a text 

and comprehending the text takes more time than for those who are native English 

speakers.  There have been many previous studies about factors that influence ELs 

reading comprehension.  Reading comprehension, according to McCardle et al. (2008), 

refers to “the ability to understand written language at several levels:  words in print, the 

relationships of those words in sentences…” and “comprehension includes the ability to 

build understanding across large pieces of text, such as entire articles, chapters, and 
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books” (p. 141).  Over time, research has shown, the cognitive process in reading is 

intricate and involves the interaction among “the reader who is doing the comprehending, 

the text that is to be comprehended, and the activity in which the comprehension is a 

part” (Snow, 2002, p. 11).  This is difficulty for ELs in the 6th grade.  

 Reading is a multifaceted and cognitive process (Akamatsu, 1999) that involves 

equipping the EL with linguistic competence, semantic and syntactic knowledge of the 

words, such as word recognition, which includes understanding the breadth and depth of 

the word meaning.  According to Alderson (1984), if the problem in reading English is 

due to a “language problem”, then it has to deal with “semantic and discourse processing, 

and…[is] related to problems of conceptualization and word meaning” (p. 20). In other 

words, if the reader is having a language problem in reading English, he or she has to 

deal with word recognition and identification, conceptual and textual structures, and more 

linguistic aspects of competence in English (Adams, 2010; Alderson, 1984; Fukkink et 

al., 2005; Lin, 2002).  

Developments of Reading Strategies for Secondary ELs 

 Reading researchers investigated ELs’ word recognition skills and reading 

patterns and noted skilled readers seemed to perform word recognition tasks 

automatically and with less effort than their native speaking peers (Chall, 1987).  

Decades ago, word recognition and vocabulary development were identified and 

investigated by Akamatsu (1999).  It was determined, skilled EL readers “are better at 

comprehending text because automatized word-recognition processing, which is fast and 

does not need resources, allows skilled ELs more ‘cognitive space’ for comprehensions 

in reading processes” (p. 382). In other words, skilled EL readers have achieved the 
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automaticity in word recognition that makes them better in comprehending the text in 

contrast to poor non-EL readers.  The automatized word recognition process is critical to 

ELs reading comprehension and strategies used to teach reading.  As Lin (2002) wrote, 

“ELs may be able to recognize English words without knowing what they mean” and 

“need to build their vocabulary and learn to automate the link between word recognition 

and word meaning” (p. 173).  Accordingly, word recognition and its automatic 

connection to word meaning is what ELs need to work on in order to improve reading 

comprehension.   

 In the past, researchers have considered vocabulary or word recognition as the 

foundation of learning to read in a second language and believe it plays a crucial role in 

second language reading.  Consequently, word recognition is important and influential to 

the process of reading in English for ELs.  Lin wrote, “like the first langue reading 

comprehension, second language reading comprehension starts with word recognition” 

(2002).  August et al. (2006) also states ELs “who experience slow vocabulary 

development are less able to comprehend text at grade level than their English-only peers, 

and they may be at risk of being diagnosed as learning disabled” (p. 50) because of the 

lack of sufficient vocabulary knowledge and poor reading comprehension.  EL advocates, 

administrators and teachers must work to alleviate this mishap for students.   

 McCardle et al. (2008), wrote “vocabulary development related to reading can 

encompass several areas:  oral vocabulary, sign word, concept development, and the use 

of context clues.  Overtime and as they develop with their ability to read, ELs must learn 

oral vocabulary such as walk, play, and food, for communication with others.  They also 

have to understand sight word vocabulary, including the function words (e.g. in, on, for) 
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and words they frequently encounter while reading which are necessary to contribute to 

reading fluency (McCardle, 2008). In addition, ELs should know word meaning.  

Knowing a word means knowing not only the simple meaning but also the depth of the 

word; however, traditionally, ELs usually show insufficient depth of word knowledge 

comparing to English native speakers (August et al, 2006).  This word knowledge can 

transfer to other content areas and other perspectives within the ELs daily interactions.  

Having a deep understanding of word meanings can open doors of opportunities for ELs.   

 Generally, researchers have emphasized the importance of language and 

vocabulary knowledge in learning English.  Laufer (1992), stressed the importance of 

developing reading and vocabulary by stating, “even ELs of average ability can improve 

considerably in their English reading ability once they have raised their language 

development” (p. 101).  In other words, if ELs have too many unknown words in a 

sentence or passage, their comprehension might be disrupted and the reading will not be 

effective.  It is also noted by August et al, (2005) that vocabulary and language 

development play a fundamental role in reading because of “its influence on earlier 

reading and reading-related skills including phonological, consonant recognition and 

sound development processes” (p. 50).  Language and vocabulary development have 

always had an important part in the history of reading-related skills.   

Texas State Policy 

 The objective of Texas schools is to provide quality education for all students.  

School districts and educators must know the different programs required in public 

school and implement and evaluate programs so ELs receive the same education as their 

English native speaking peers.   There are policies and instructional models required by 
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law in the state of Texas under Texas Administrative Code (TAC) Chapter 89, 

Adaptation for Special Population Subchapter BB, Commissioner’s Rules Concerning 

State Plan for Educating English Language Learners.  The provisions of Subchapter BB 

receive authority under Texas Education Code (TEC), Chapter 29, Subchapter B.   

§ 89.1201. Policy 

There are four components to the Policy section of Chapter 89. 

a) It is the policy of the state that every student in the state who has 

a home language other than English and who is identified as an 

English Language Learner shall be provided a full opportunity to 

participate in a bilingual education or English as a second language 

(ESL) program, as required in the TEC, Chapter 29, Subchapter B. 

(p. 1) b) The goal of bilingual education programs shall be to 

enable ELs to become competent in listening, speaking, reading, 

and writing in the English language through the development of 

literacy and academic skills in the primary language and English. 

Such programs shall emphasize the mastery of English language 

skills, as well as mathematics, science, and social studies…to 

enable ELs to participate equitably in school. (p. 1)  

c) The goal of the ESL programs shall be to enable ELs to become 

competent in listening, speaking, reading, and writing in the 

English language through the integrated use of second language 

methods. The ESL program shall emphasize the mastery of English 

language skills, as well as mathematics, science, and social 

studies…to enable ELs to participate equitably in school. (p. 1) d) 
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Bilingual education and ESL programs shall be integral parts of the 

total school program. Such programs shall use instructional 

approaches designed to meet the special needs of ELs. The basic 

curriculum content of the programs shall be based on the essential 

knowledge and skills required by the state [of Texas]. (pp. 1–2). 

§ 89.1210. Program Content and Design 

Chapter 89 provides Texas school districts four different types of 

bilingual programs from which to choose. Districts that are 

required to offer the programs shall allow all ELs the opportunity 

to participate in the full–time program, at their grade level, and 

their proficiency level. The program offered shall be an integral 

part of the total school program and shall address the affective, 

linguistic, and cognitive needs of ELs. 

Affective needs refer to the ELs’ confidence and self–esteem. 

Linguistic needs refer to appropriate instruction in listening, 

speaking, reading, and writing skills in both the home language 

and in English. To address the cognitive needs of ELs, district 

must provide instruction in all content areas. 

English as a second language (ESL) programs. English as a second language 

programs are intensive programs of instruction for ELs to develop proficiency in 

listening, speaking, reading and writing. In prekindergarten through eighth grade, 

instruction in an ESL program can vary from time spent in a general education English 

language arts classroom to a full–time setting using intense and purposeful reading 

strategies.  At the high school level, the language proficiency assessment committee 
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(LPAC) may recommend the following services: content course with sheltered 

instruction, an ESL class, additional state elective English courses, and special assistance 

provided through locally determined programs (TAC, Chapter 89). Sheltered instruction 

is provided in the general education classroom with an English-speaking teacher who has 

participated in training over effective reading strategies.  

ESL programs are designed to develop competence in English; prepare students to 

be successful in all academic subjects.  There is a strong emphasis for ESL programs to 

master English language skills, as well as mathematics, science, and social studies, using 

research-based methodologies appropriate for second language acquisition.   

Teachers’ Perceptions of Reading Strategies for ELs 

Clark et al. (2013) indicated approximately half the teachers in the United States 

are inexperienced and lack expertise in teaching the major reading components 

distinguished by the National Reading Panel (2000).  Additionally, teachers need to 

identify students’ learning styles and preferences and have the ability to differentiate 

reading lessons in order to address what students need to achieve academic growth 

(Benson, 2014; Reis et al. 2011).  Consequently, the shortage of teaching talents and 

knowledge signifies difficulty for teachers of ELs.  These teachers require ongoing 

professional development specific to ELs (Jackson, 2016).    

Teaching reading to ELs is a multi-layered pedagogical issue.  Reading 

instruction must include differentiation and culturally relevant pedagogy (Cummins, 

2012; Garza & Garza 2010; Leos & Saavedra, 2010; Reis et al., 2010; Valenzuela, 1999).  

Literacy is essential to all learning, and reading comprehension is crucial (Block et al., 

2009) for bilingual and monolingual students (Cummins, 2012).  Sheng, Sheng and 
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Anderson (2011) reported the teacher who does not acknowledge or is ignorant about the 

importance of cultural differences can impede student achievement.  Teachers who are 

aware of cultural differences are likely to control their biases and support and promote 

tolerance and equity in teaching ELs (Meyers, Willse, & Villalba, 2011).   

Teachers are more inclined to accommodate effectively for ELs by changing 

pedagogical practices when they are mindful of the ELs’ cultural differences.  Sheng et 

al. also indicated, teachers can implement instructional adjustments to address the needs 

of ELs by building a positive student-teacher relationship when particular information 

about an EL and the potential challenges to the student.  Teachers who understand 

students’ ability to comprehend material and who seek to promote students’ reading 

achievement (Block et al., 2009) can give students a resilient educational foundation to 

shape successful lives.  ELs with confident and positive self-esteem, which can come 

from being well-read and well-educated, will have a greater opportunity to be productive 

contributors to a global society (Peterson, Woessmann, Hanushek & Lastra-Anadon, 

2011).  

 Hammond (2008) wrote “teaching academic reading and language is hard…and 

teachers need the knowledge of how to incorporate teaching of these aspects into their 

teaching of curriculum content” (p. 152).  Without quality professional development and 

training in reading development, reading teachers will not have the knowledge needed to 

adequately support ELs.  Without proper classroom support for ELs, the academic 

achievement of ELs will suffer (Dixon, 2015).  

 Teacher education programs are not thoroughly preparing educators to teach ELs.  

According to Dixon, if universities could change the way they are training and preparing 
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future secondary teachers in language acquisition within their content, less funding and 

work would be needed at the district and campus level to train teacher to teach ELs 

(2015).  Dixon continues and states, until changes are made at the teacher training stages 

in colleges and universities, it is vital for districts and campuses to designate funds to 

train current teachers and offer support, knowledge, and confidence needed to teach ELs 

(Shang et al., 2011).  Even after changes are made at the college level, some funding will 

still be needed at the local level to sustain and extend teacher learning, knowledge, and 

collaboration, which fosters shared vision and responsibility among teachers on a campus 

(Hammond, 2008; Newman, Samimy, & Romstedt, 2010).    

 Newman, Samimy, and Romstedt conducted a 2010 study focused on 

“Developing a Training for Secondary Teachers of English Language Learners in Ohio”.  

In their research, Newman et al. (2010) conducted a literature review of professional 

development models for teacher learning and conducted a needs assessment survey to 

identify teachers’ authentic needs.  The web-based, 30-item needs assessment survey was 

created “to investigate such topics as:  numbers of ELs in teachers’ classes; status of 

services and existing infrastructure; opportunities for professional development; 

collaboration between content area and ESL personnel; and [teacher] interest in 

participating in professional development” (Newman, Samimy, & Romstedt, 2010).  The 

survey was conducted at six public school districts in Ohio.  The six districts were 

comprised of urban, suburban, and rural districts had some of the highest EL enrollment 

in the state.  Of the 1,672 surveys sent out, 144, or 9% were completed and returned.   

 Only 26% of the teachers had taken an ESL course in college and only 41% had 

ever had professional development related to ELs even though they reported having had 
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high numbers of ELs in their core-content classrooms.  According to the researchers, 

these finding show a substantial hole between teacher knowledge and the district’s ability 

to provide adequate professional development for their teachers (Newman et al., 2010).  

 It can be concluded from their study, Newman et al. (2010), in order for 

professional development to be effective it must be “sustained and continuous…and 

promote learning communities and collaboration” (p. 154).  Specifically addressing the 

instruction of EL students in reading classrooms, professional development must include 

basics of second language acquisition, methods of teaching English as a second language, 

best practices and collaboration with colleagues and culture.  

 Teachers of ELs must carefully think about language and change their 

instructional practices accordingly to accommodate their EL students (Flynn and Hill, 

2005).    Educators must not only do so out of their desire to teach all students, but also 

because districts and schools face a federal mandate to properly meet the educational 

needs of ELs.  Under Title I of the No Child Left Behind Act (NCLB), ELs are a 

designated subgroup.  Schools must consider their academic progress when determining 

whether they have met their annual yearly progress goals (Flynn & Hill, 2005).  Flynn & 

Hills also state, Title III of NCLB requires schools to use research-based language 

instruction curricula and establish annual achievement objectives for ELs (2005). “Are 

teachers equipped for this new challenge” is a question raised by Flynn and Hill in 2005. 

Flynn and Hill answer the question by reporting, there is growing evidence teachers are 

not prepared for the changing demographics of their classrooms:  the majority of teachers 

from urban/large towns (67%), central cities (58%), and rural locales (82%) report they 
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have never participated in professional development for addressing the needs of ELs 

students (Lewis, Parsad, Carey, Bartfai, Smerdon, & Green, 1999).    

  With this lack of training, it is imperative for teachers to be trained with adequate 

skills and knowledge to reach ELs at their specified English language proficiency level.  

We are offering a disservice when teachers are not fully equipped to meet the educational 

and linguistic needs of the diverse EL population.  Teachers who are effectively trained 

will be able to provide a solid execution of the curricula in order for all ELs to 

understand, flourish, and grow at exceptional speeds (Cummins, 2000).   

 In 2005, Proctor conducted a research study on “Intellectual Challenge and EL 

Students:  Implication of Quality Teaching Initiatives.”  The study consisted of a 

questionnaire and case studies of seven high schools and 12 junior highs in Texas.  Two 

hundred and twenty-eight teachers from Texas public schools completed the 

questionnaire.  Case studies were conducted in four of the schools.  The four sections of 

the questionnaire were school and students, implementation of the quality of teaching 

reading, intellectual perceptions and challenges and ELs, and teacher’s professional 

background details.   

 The results of the case studies revealed teachers “lacked confidence in their 

abilities to incorporate reading strategies and academic language in their classrooms” 

(Proctor, 2005).  To conquer the lack of confidence, “teachers need considerable 

knowledge of language…and a knowledge of how to incorporate reading techniques into 

lessons.” (Proctor, 2005).  In order for teachers to gain the knowledge and confidence 

needed to teach reading to ELs, they must have access to high quality professional 
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development that recognizes the complex nature of reading and language acquisition 

(Proctor, 2005).   

School Leaders Responsibilities for ELs 

 Students defined as EL are immigrating to the United States and enrolling in our 

schools.  In 2005, Marzano, Waters, and McNulty, published their findings from a meta-

analysis in their book, School Leadership that Works:  From Research to Results et al. 

(2005) conducted a meta-analysis of 69 research students that met the following five 

criteria:   

 The study involved K-12 students. 

 The study involved schools in the United States or situations that closely mirrored 

the culture of U.S. schools.  

 The study directly or indirectly examined the relationship between the leadership 

of the building principal and student academic achievement.   

 Academic achievement was measured by a standardized achievement test or a 

state test, or a composite index based on one or both of these.  

 Effect sizes in correlation form were reported or could be computed (pp. 28-29).  

Marzano et al. (2005) defined a meta-analysis as a type of research study that “allows 

researchers to form statistically based generalizations regarding the research within a 

given field” (p.7).  

 The 69 studies in the analysis covered 23 years from 1978 to 2001.  The studies 

used in the analysis involved 2,802 schools, an estimated 14,000 teachers and 1,400,000 

students.  The types of schools, included were elementary, middle or junior high schools, 

high schools, K-8, K-12 schools.  Questionnaires were used to determine teacher 
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perception of different principal leadership behaviors at the individual schools.  The 

average scores of teachers’ perceptions were then correlated with the average of students 

within that school (Marzano, Waters, & McNulty, 2005).   

 The study conducted by Marzano et al. (2005) “indicated principals can have a 

profound effect on the achievement of students in their schools.  The researcher used 21 

categories of behavior or responsibilities of a principal.  Although all 21 responsibilities 

were valuable, seven were directly connected to the success of ELs.  Those seven were: 

communication; culture; discipline; knowledge of curriculum, instruction, and 

assessment; monitoring and evaluating; outreach; and resources.   

 Educational leaders must learn how to meet the educational needs of ELs so 

students will have their rightful access to life as successful learners and citizens.  Lucido, 

Leo, and Boatright (2012) tell us “the knowledge of instruction that secondary principals 

have in regard to ELs will contribute to the success of the students’ academic 

preparation.”  

 School leaders must know how to provide structures and supports for improved 

reading teaching and learning of ELs in public schools in Texas.  Calderon, Slavin, and 

Sanchez (2011) list leadership as one of four elements needed to ensure effective 

practices for ELs.  The researchers reviewed programs and practices designed to improve 

academic outcomes for ELs.  The research in their study met the following four criteria:   

 1. It primarily involved ELs.  

 2. It compared outcomes of students taught with one program versus students   

             taught with an alternative program.     

 3. Measures of outcomes are in English.  
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 4. The research used long-terms studies where available and excluded studies of 

less than 12 weeks (Calderon, Slavin, & Sanchez, 2011).   

 From the review of these research students, Calderon et al. (2011) list four 

organizational elements essential to the academic and reading success of ELs.  The fourth 

element is “leadership focused on building a ‘high-reliability organization’ that shares 

information widely, monitors the quality of teaching and learning carefully, and holds all 

staff responsible for progress towards shared goals.” The first three elements were 

constant collection of data, professional development, and standards of behavior for 

reading classroom practices.  All three depend on the fourth element.  With the lack of 

and without proper implementation and knowledgeable leadership, the other three 

elements do not transpire at the levels necessary to close the achievement gap for ELs.   

 Cervone (2010) surveyed 356 teachers who work with ELs in mainstream 

classrooms and 100 administrators and instructional support personnel across four 

districts in Connecticut.  The survey results indicated 72% of the teachers did not feel 

adequately prepared to work with ELs, 64% had not received any special training, and 

81% wanted to increase their knowledge and skills to work with ELs.  Most importantly, 

in reference to the administrators and instructional support personnel, results showed 

73% did not feel prepared for their responsibility to support ELs and their teachers, 82% 

received fewer than five hours of professional development designed to construct their 

ability to support teachers of ELs and 85% wanted to increase their knowledge and skills 

in the area of educating ELs.  Administrators and school leaders must execute their role 

in addressing the flood of ELs in public schools.    
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 According to the Educational Leadership Constituent Council (ELCC) supported 

by the National Policy Board for Educational Administration, Standards 1 and 2, 

effective leaders have the knowledge and ability to promote the success of all students 

through vision (2002).  A great part of this vision includes anticipating the needs of the 

EL population.  Successful schools are led by visionaries who uphold and promote 

positive school culture, provide an effective instructional program, apply best practice to 

student learning, and prepare for the authentic task of working with diversity of each 

student (Ford, 2011).   

6th Grade ESL Reading Classrooms in Texas 

Reading comprehension is reflected as one of the most solemn matters for ELs 

who are commonly performing below grade level as they are still obtaining a new 

language (Brown & Broemmel, 2011).  On the other hand, through examination, ELs 

who are identified through Texas school system’s series of assessment or evaluations 

(Klingner, Boardman, Eppolito, & Schonewise, 2012) take time in the classroom to 

supplement their language, reading and academic skills (Guccione, 2011).  Furthermore, 

struggling EL readers in this state tackle other challenges (Klingner et., 2012).  These 

students are also accountable to learn and comprehend in other content areas like math, 

science, and social studies, in which they are stereotypically challenged due to the 

reading comprehension issue they have (Brown & Broemmel, 2011).   

Although reading accuracy, improved reading levels, and higher assessment 

scores, have some benefit to gain, practice and repetition have been shown to 

considerably improve fluency and provide higher advantages for the EL’s reading ability 

(Zweirs, 2008).  In focusing on the meaning in a reading and language task and in facing 
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a linguistic problem, working in pairs can benefit 6th grade ELs (Storch & Aldosari, 

2013).  6th grade ELs can express their discussions by working, learning and reading 

collaboratively to address their linguistic problem and by combining their linguistic 

knowledge in order to increase their understanding of language use and building new 

understanding of or about the English language they are reading.  Deciding how to best 

pair a linguistically diverse group of ELs in a 6th grade classroom depends on the goal of 

the reading activity and the level of the text to be read.   

To transfer meaning, body language can be developed as an advantageous 

strategy, (Duff, 2005), while learning through visuals can effectively assist the ELs in 

comprehending grade level reading passages (Sam D. & Rajan, 2013).  In addition, ELs 

in 6th grade should apply their individual cultural and linguistic knowledge to increase 

their vocabulary perceptions.  6th grade ELs should constantly make connections to the 

target vocabulary and reading through the application of their background knowledge, the 

text, and their peers (Echevarria, 1995).  With potentially challenging reading material 

and vocabulary in the 6th grade reading classroom, teachers examine the text materials or 

resources in order to provide strategic instruction for ELs (Montelongo, Hernandez, 

Herter, & Cuello, 2011). 

Teaching and Preparing 6th Grade ELs for the Future 

Fountas and Pinell (2006) state, “If you are working with ELs, you are fortunate.  

You are teaching the future of North-America – probably the world.  We have much to 

teach these children, but they also have much to teach us” (p. 514).  Fountas and Pinnell 

continued:   
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In teaching English language learners effectively, you are stretching 

yourself as a professional; you are creating flexibility in your teaching to 

accommodate a wide range of learners.  Many children, even if they are not 

English language learners, need this kind of flexibility and explicit reading 

instruction.  The skills you employ in teaching these students will extend to all 

learners (p. 514). 

In terms of using strategies created to increase the academic achievement of 6th 

grade ELs, Rea and Mercuri (2006) stated traditional out-dated teaching methods – rows 

of desks and isolated students finishing worksheets and responding to textbook questions 

– are no longer satisfactory.  ELs arrive with unpredictable backgrounds, experiences, 

morals, standards and information unique to their cultural ethnicities.  6th grade reading 

classrooms are occupied by ELs with fluctuating stages of English language acquisition, 

which involve instructional swings to achieve academic success with ELs and research 

and training for postsecondary learning (Rea & Mercuri, 2006).   

 Goldenberg (2013) wrote even though there are more than millions of ELs in our 

nation’s schools, there is a lack of adequate research for the instructional reading 

strategies most effective for 6th grade ELs.  Are we preparing ELs for postsecondary 

learning experiences in our secondary reading classrooms?   

 Achievement gaps exist for ELs as a barrier to postsecondary education since ELs 

often do not meet the minimum eligibility requirements for most colleges and 

universities, which can be tracked all the way back to the child’s reading and academic 

progress in the 6th grade (Resnick, 2004).  These ELs are systematically held back from 

pipelines to success.  For example, in 2016, there were roughly 15.2 million 
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undergraduates enrolled in American postsecondary institutions.  On the other hand, 

enrollment rates continue to be lower for under-represented EL groups as compared to 

non-EL students.   

For example, only 55% of Blacks and 57.9% of Hispanics who completed high 

school in 2016 enrolled in college in the fall semester immediately following graduation 

from high school as compared to 68.5% to Whites (U.S. Department of Education, 

NCES, 2015).  And of those who did enroll, EL students appear to be unequally enrolled 

in 2-year institutions.  For example, over half (51%) of the EL college-going population 

is enrolled in 2-year institutions as compared to only a third (33%) of the White college-

going population (U.S. Department of Education, NCES, 2015), and according to data 

from Texas’s Community College Chancellor’s Office, for the 2014-2015 cohort year, 

only 4% of ELs enrolled in community college actually transferred to a four-year 

institution at the end of two years (Texas Community Colleges, 2014-2015).  These 

enrollment divides and statistics stem from ELs in middle school and can be corrected 

with proper reading instruction and support from the classroom.  Texas lawmakers and 

other education stakeholders should pause, especially given the current immigration and 

population trends in Texas.  Our schools should be launching pads for our ELs to soar in 

postsecondary endeavors as we prepare each one for the future and to be life-long 

learners.  

Summary and Organization of the Study 

 This chapter reviewed the literature related to this action research case study.  The 

history of bilingual education launched the legal requirements of ESL in public schools.  

The legal requirements mandated federal and state funding specifically designated to 
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finance bilingual and ESL programs.  Funding bilingual and ESL programs forces school 

districts to combine language acquisition with the development of BICS and CALP.  This 

combination supports reading pedagogy and its connection with ELs in junior high.  This 

blend will improve the academic and reading divides for ELs (Conley, 2008; August & 

Shanahan, 2006).    

The history of reading strategies links to the current development of reading 

strategies which provides guidelines within the Texas State Policy.   Texas State Policy 

covers the program content design, staffing, training and funding regulations for school 

districts.  When policy and pedagogy merge, education stakeholders can design effective 

curricula to meet the individual needs of ELs to prepare for the implementation of 

research-based reading strategies (Rea & Mercuri, 2006; Francis, 2006).  School leaders 

also play a vital role in the responsibility of educating ELs and preparing learners for life-

long social and academic interactions (Marzano, et al., 2005; Lucido, Leo, & Boatright, 

2012).      

In Chapter II, the researcher provided a review of the literature including:  (a) 

introduction; (b) theoretical history of bilingual and ESL education; (c) legal 

requirements for bilingual and ESL education; (d) federal and state funding for ELs in 

public schools; (e) reading pedagogy and its connection with ELs in junior high; (f) 

academic and reading divides for ELs; (g) the history of reading strategies for ELs; (h) 

the development of reading strategies for ELs; (i) state policy, (j) teacher perceptions and 

the implementation of reading strategies for ELs; (k) school leaders responsibilities for 

ELs; (l) the sixth grade ESL reading classroom in Texas; (m) teaching and preparing the 

sixth grade EL for the future; and (n) a summary.  In Chapter III, the researcher describes 
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the methodology used in the study, which includes research design, participants, context 

and setting, instrumentation, data collection and data analysis.  In Chapter IV, the 

researcher provides findings of the study.   In Chapter V, conveys the researcher’s 

summary, discussion, and conclusions. 
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CHAPTER III 

METHODOLOGY 

The purpose of this action research case study was to explore the frequency of 

effective strategies in reading for 6th grade ELs in Texas.  This case study discovered the 

frequency of effective strategies in reading to help ELs enrolled in the 6th grade and who 

currently read below grade level as identified in 5th grade by the State of Texas 

Assessments of Academic Readiness (STAAR) test and Lexile scores.  The case study 

and action research determined which reading strategy improved reading levels for 

identified students.  Students completed a reading survey at the end of the school year to 

determine the most effective reading strategy used during reading class which they used 

to increase the reading levels as determined by STAAR.  A Likert scale survey was used 

to identify the most effective reading strategy to confirm reading success from identified 

students.  In Chapter III, the researcher describes the methodology used in the study, 

which includes research design, participants, context and setting, instrumentation, data 

collection and data analysis. 

Research Design 

The quantitative action research case study design revealed the most effective 

reading strategies in reading success for 6th grade ELs in Texas.  The quantitative data 

demonstrated the growth or decline of reading levels from the STAAR scaled and Lexile 

scores and the total average of implemented reading strategies as determined by a Likert 

scale survey.  A quantitative survey using the Likert Scale was given to students to 

identify the most effective reading strategies used in reading class with 6th grade ELs in 

Texas.   
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Originally, action research was conceptualized by Kurt Lewin (1946) and is 

conducted by professionals to improve their practice (Fitzpatrick, Sanders, & Worthen, 

2011).  This design is for professionals using research methods and means of thinking to 

develop their practice.  Elliot states, “action research always has a developmental aim” 

(2005).  Calhoun continues with, “action research in the context of education gives 

examples of teachers working to conceptualize their focus; to collect, analyze, and 

interpret data on an issue, and to make decisions about how to improve their practice as 

teachers (2002).   

The study analyzed STAAR scaled scores, Lexile reading levels and perceptions 

of students’ usage of reading strategies.  Reading strategies were implemented with a 

teacher and a group of 6th grade EL students from a suburban school district in Texas.  

The growth of the ELs reading levels was determined at the end of the study by STAAR 

scale scores and Lexile scores.   

The quantitative component of the research method is best suited for this case 

study for reliability and to assess relationships between variables and establish cause and 

effect in a controlled circumstance (Creswell, 2003).  A quantitative survey was used to 

gather data regarding students’ perceptions of reading strategies used in the classroom of 

6th grade EL students using a Likert scale.  The case study expanded the scope and 

improved the analytic power of this study.  Quantitative research was used to study 6th 

grade ELs and their usage of reading strategies.  The term “case study” refers to an 

exploration of individuals, but also an investigation on groups, cohorts, cultures, 

organizations, communities, or programs.  (Creswell, 2003).  This study validated 

findings using quantitative and qualitative data to explain participant outcomes.  
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Qualitative data was used to explore quantitative findings.  This involved collecting both 

types of data to assess information and test scores using parallel theories for both types of 

data (Lunenburg and Irby, 2008).   

Using action research and a case study allowed the researcher to explore and 

compare qualitative and quantitative data, reflect on participants’ point of view, foster 

scholarly interaction between the researcher, participants and the district, and collect rich, 

comprehensive data to add authenticity to the study results (Creswell, 2011). The case 

study can employ quantitative data when an interpretivist approach is used to describe a 

case in depth (Fitzpatrick, Sanders, & Worthen, 2011).  The focus of a case study is on 

the case itself, according to Stake (1995).  Stake also, identifies the case study approach 

appropriate in an evaluation when there is a need to provide in-depth information about 

the case at hand (1995).  A case study can uncover unique attributes; the real “business” 

of a case study is particularization, not generalization (Stake, 1995).   

Quantitative research methods were used to develop descriptive case studies for 

the seven students in the study.  Yin (1989) states, “case studies are the preferred strategy 

when ‘how’ and ‘why’ questions are being posed, when the researcher has little control 

over events, and when the focus is on a contemporary phenomenon within some real-life 

context.    

Since an important aspect of the research involved the students’ perceptions of the 

reading strategies related to literacy and comprehension, the development of the case 

study in which the voices of the students emerged was the most appropriate research 

method.  Data collection methods consisted of participant answers to a survey about 

reading strategies designed by Mokharti and Sheorey (2002).    
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Context and Setting 

The district is located in the southwest region of Texas.   In 1954, the city was 

formally incorporated.  Since the beginning, this town has been a traditional family style 

community.  The town also played a significant role as a rail hub, rice farming and 

agricultural center and contained one of the largest gas fields in east Texas.  As of 

October 2016, this town covers 14.6 square miles.  Its eastern boundaries stretch the 

larger city’s energy corridor approximately 16 miles west of the larger area’s downtown.  

The district extends along both sides of Interstate 10 to a few miles west of the city.   

 The district reported itself as a flourishing suburban area encompassing 181 

squares mile.  According to the district’s website, in the 2015 PEIMS, Highest Growth 

Districts, this district was named #2 in the state of Texas based on numeric gain in 

students.  In 2015-2016, the district enrolled 72,952 students.  The ethnic distribution of 

students in the district was 49% African American; 14.91% Asian; 34.71% Hispanic; 

0.35% Native American; 0.12% Pacific Islander; 2.86% Two or More Races; and 36.55% 

Caucasian.  As of 2016, the district held a 93.50% graduation rate with a 0.90% drop out 

rate.  The At-Risk population totaled 42.20% of the student population.  Economically 

disadvantaged students totaled 32.90% of the district’s population.  LEP students were 

17.30% of the district’s population.  Students enrolled in Bilingual and ESL programs 

totaled 15.58% of the district’s population.  The percent of students enrolled in Career 

and Technology programs was 20.08% of the district’s population.  Title I compensatory 

programs had an enrollment of 19.09% of the overall student population in the district.  

The Gifted and Talented program accounted for 6.97% of the students, and 8.70% were 

enrolled in special education.   
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 The district employed 4,803 teachers during the 2015-2016 school year.  76.40% 

of teachers in the 2015-2016 school year were Caucasian; 13.60% Hispanic; 6% African 

American and 3.7% were identified as other (Texas Education Agency, 2017).   

 The district was identified as a major suburban district and an average wealth 

district by TEA in 2016 (Texas Education Agency, 2017). This description means the 

district has less than $345,053 of wealth per student.  The district’s total operating 

expenditure per student was $8,907 for the 2015-2016 school year.  In addition, the 

instructional expenditure per student was $5,627 per student (Texas Education Agency, 

2017). The median household income on the north side of Interstate 10 in the town was 

$56,170 and the average house value was $98,620.  On the other hand, on the south side 

of Interstate 10 in the town, the median household income was $203,733.  Statistics 

showed the working population of the town was 34.2% managerial and professional and 

38.5% technical, sales and administrative support staff.    

 In the 2014-2015 school district, the district achieved a performance of 90% for 

the state Student Achievement Index, compared to the state average of 77%. According 

to the 2016 Accountability Summary, the district met standards on student achievement, 

student progress, closing performance gaps and postsecondary readiness.  The district did 

not receive a distinction designation for the same reporting year.  According to the 

district, for grades 3-8 tested in 2016, 90% met standard in Reading, 85% met standard in 

Writing, 89% met standard in Math.  In the state of Texas for overall STAAR scoring, 

TEA reported 77% of the state met standard and 90% met standard from the district.   

 In 2015, according to the District Improvement Plan, the district’s EL population 

scored 71% at Phase-in 1 Level II or above and 14% scored at Level III Advanced in 
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comparison to non-EL students who scored 88% at Phase-in 1 Level II or above and 31% 

at Level III Advanced.  These scores represent the gap between non-EL and EL students 

in the breakdown of statistical data.   

 The gap with the district ELs on state testing, demonstrates the need for a study to 

take place in eight junior high schools in the district with ESL programs designed to meet 

the linguistic needs of 6th grade students.   

Participants 

School 

 The study included data from one junior high within the previously described 

district. The researcher for this study was the certified ESL reading teacher and students 

in the ESL 6th grade reading classroom. The junior high school was purposefully selected 

to include enrollments of 6th grade ELs identified as Level 1 and 2 LEP students 

according to the district approved oral proficiency test administered to each LEP student 

upon their initial enrollment in Texas schools.   

Teacher 

 The teacher from the junior high in the district was selected to be the focal teacher 

in this case study.  The teacher is highly qualified with state ESL, Secondary English 

Language Arts 6-12 and Principal grades EC-12 certifications.  Before the study, the 

teacher received professional development from the Texas division of Teachers of 

English to Students of Other Languages, the state’s education service center, and the 

district’s Office of Other Language to review reading strategies and the student 

implementation process for teaching reading to 6th grade ELs.  
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Students 

 This study included 7 6th grade EL students who received parental approval to 

participate.  Student participation in this study was voluntary.  All students had a Home 

Language Survey indicating a language other than English as the home language and 

classified as limited-English proficient according to criteria specified in Chapter 89, 

Subchapter BB of the Texas Administrative Code (1996).   

Students’ Educational Histories 

 Educational records indicated all 7 students as ELs, LEP and enrolled in the 6th 

grade.  All students were enrolled in an ESL 6th grade reading classroom designed for 

ELs. Student 1 came to the United States with her family at the end of her 5th grade year 

from Venezuela.  She attended a traditional school in her home country and could speak 

very little English.  At the beginning of her 6th grade year, she tested as a Level A Non-

English Speaker.  She did not have enough English vocabulary to complete the Stanford 

10 assessment.  Student 2 is Korean and was forced to leave school during his 3rd grade 

year because he became an orphan.  His education was interrupted, but he enrolled in a 

Korean school and was able to enter a learning environment and flourish along with his 

peers.  He entered school in the United States at age 8, and had developmental and 

intellectual concerns.  He worked closely with language and learning specialists to fill his 

learning gaps before he was enrolled in the 6th grade at Level B as a Limited English 

Speaker.  Student 3 moved to the United States from Spain at 10 years old. She attended 

all Spanish speaking schools with 90 minutes of English instruction in school. Her 

development progressed as close to research and textbook perfect as possible.  At the 

beginning of her 6th grade year, she tested as a Level B Limited English Speaker.  

Students 4 and 5 are twins, speak Urdu and are from Pakistan.  They attended a 
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traditional Islamic school until they were 10 years old with no English instruction.  They 

struggled academically once enrolled in U.S. schools at age 11 as Level B Limited 

English-Speaking students.  Student 6 came to the United States from Norway where he 

attended an International School and had all instruction in English.  He enrolled as a 

Level B Limited English-Speaking student.  Student 7 entered the United States from 

Colombia as a Level A Non-English-Speaking student.  He was educated at home the 

first 5 years of his life and enrolled in rural one school classroom before he enrolled in 

American schools.   

 All students were enrolled in a 45 minute EL sheltered reading class with an ESL 

certified teacher.  Students were taught the same curriculum as their non-EL peers.  The 

students were exposed to rigor and depth curriculum with student centered reading 

activities designed to increase language, vocabulary and reading improvement.  Students 

were also enrolled in the traditional content courses:  math, science, social studies, 

English, physical education and an elective (either art, music, or drama).   

Instrumentation 

 The researcher used a self-reporting instrument, Survey of Reading Strategies 

(SORS) developed to measure adolescent and adult ESL students’ by Mokhtari and 

Sheorey in 2002 as seen in totality in Appendix D.   

SORS was derived from the Metacognitive Awareness of Reading Strategies 

Inventory (MARSI), which was originally designed to assess native English speaking, 6th 

through 12th grade students’ metacognitive awareness and perceived use of reading 

strategies while reading academic or school-related materials developed by Mokhtari and 

Reichard (2002).  SORS specifically measures ESL students’ metacognitive awareness 
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and perceived use of reading strategies, which is broadly defined as mental plans, 

techniques, and actions taken while reading academic or school-related materials 

(Mokhtari and Reichard, 2002).  The development of SORS was an attempt to assist 

developmental educational teachers in helping their ESL students increase metacognitive 

awareness and become thoughtful, constructively responsive, and strategic readers while 

reading academic materials (Mokhtari and Sheorey, 2002).   

This instrument has three strategy subscales factors:  Global Reading Strategies, 

Problem-Solving Strategies, and Support Reading Strategies.   The original instrument, 

MARSI, had a major purpose to permit one to assess the degree to which a student is or is 

not aware of the various processes involved in reading and to make it possible to learn 

about the goals and intentions the student holds when coping with academic reading 

tasks.  This information can increase students’ awareness of their own comprehension 

processes.  As well, it can help teachers better understand the needs of their ESL students 

(Mokhtari and Reichard, 2002). 

 The SORS consists of 30 items, each of which uses a five-point Likert Scale 

ranging from one: “I never or almost never do this” to five: “I always or almost always 

do this”.  A short background questionnaire, which can be administered along with the 

SORS statements, include items requesting information about the students age, gender, 

and self-rated ability in reading English; students are also asked to self-rate their 

proficiency in English as well as to estimate the overall score they might have obtained 

on a standardized test like the Texas English Language Proficiency Assessment System 

(TELPAS).   
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The SORS is based on three broad categories or subscales based on MARSI’s 

factor analysis and theoretical considerations (Mokhtari and Sheorey, 2002).  The first 

category (Global Reading Strategies) contains 13 items and represents a set of reading 

strategies oriented toward a global analysis of text.  These are intentional, carefully 

planned techniques by which learners monitor or manage their reading, such as having a 

purpose in mind, previewing the text as its length and organization, or using 

typographical aids, tables and figures (Mokhtari and Sheorey, 2002).  Examples include 

“I decide what to read closely and what to ignore;” “I think about what I know to help me 

understand what I read;” and “I have a purpose in mind when I read.”  These strategies 

can be thought of as generalized, intentional reading strategies aimed at setting the slate 

for the act of reading (Mokhtari and Sheorey, 2002).    

 The second category (Problem-Solving Strategies) contains eight items that are 

oriented around strategies for solving problems when text becomes difficult to read.  

These are the actions and procedures readers use while working directly with the text.  

Examples of these strategies include “When the test becomes difficult, I reread to 

increase my understanding;” and “I adjust my reading speed according to what I read.”  

Examples also include adjusting one’s speed of reading when the material becomes 

difficult or easy, guessing the meaning of unknown words, and rereading the text to 

improve comprehension (Mokhtari and Sheorey, 2002).  These strategies provide readers 

with action plans that allow them to navigate through text skillfully.  In addition, these 

strategies are focused on problem-solving used when problems develop in understanding 

contextual information (Mokhtari and Sheorey, 2002).   
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 The third category (Support Reading Strategies) contains nine items and involves 

the use of outside reference materials, taking notes, and other practical strategies that 

might be described as functional or support strategies.  Examples include “I take notes 

while reading;” “I underline or circle information in the text to help me remember it;” 

and “I summarize what I read to reflect on important information in the text.”  Strategies 

such as these serve a useful function for some of the students who seem to invoke them 

as needed.  These strategies provide the support mechanisms intended to sustain 

responses to reading.  These are basic supports purposed to aid the reader in 

comprehending the text using dictionaries, underlining, or highlighting textual 

information (Mokhatari and Sheorey, 2002).   

These three types of strategies (Global, Problem-Solving, and Support Strategies) 

interact with each other and have a valuable influence on text comprehension.  The 

information gathered from the survey serves as a catalogue of strategies students report 

using while reading academic or school-related materials such as textbooks, library 

materials, and magazine articles (Mokhtari and Sheorey, 2002).  

 Mokhtari and Sheorey further explain the details of the survey and how to 

administer it to students (2002).  The SORS was administered in a group setting on 

individual laptops provided by the district.  The average administration time was between 

10 and 12 minutes, depending on the students’ grade level and overall reading ability.  

After explaining the purpose of the survey, the researcher directed students to read each 

statement and rate how often they report using the strategy described in the statement 

using a five-point Likert-type scale ranging from one (I never do this) to five (I always do 

this).  It was critical to remind students their responses were to refer only to the strategies 
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they use when reading school-related materials, not leisure materials such as newspaper 

or magazines.  Students were encouraged to respond honestly to each statement in the 

survey and to ask questions about any aspect of the survey they did not understand.  The 

following outline explains the steps the researcher took when administering SORS 

(Mokhtari and Reichard, 2002).  

1. Electronically distribute copies of the survey to each student.  

2. Ask students to provide identifying information (e.g., grade level) in the spaces 

provided.  

3. Read the directions aloud and work through the example provided with the 

students.  

4. Discuss the response options and make sure the students understand the rating 

scale.   

5. Ask if anyone has questions about any aspect of the survey.  

6. Instruct the students to read each statement carefully and circle the appropriate 

responses.  

7. Encourage students to work at their own pace. 

SORS Scoring 

Mokhtari and Sheorey report scoring the SORS is easy and can be done by the 

student (2002).  To be consistent with reliability and validity the researcher scored the 

survey.  The researcher transferred student scores obtained for each strategy to the 

scoring sheet, which accompanies the instrument (Appendix E).  After the individual 

scores were recorded, they were added up in each column to obtain a total score for the 

entire instrument as well as for each strategy subscale (i.e., Global, Problem Solving, and 
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Support Strategies).  These scores were interpreted using the interpretation key provided 

(Appendix E).  Three levels of reading strategy usage are identified in accordance with 

Oxford and Burry-Stock (1995) for general learning strategy usage:  High (mean of 3.5 or 

higher), moderate (mean of 2.5 to 3.4), and low (mean of 2.4 or lower).  These usage 

levels provide a convenient standard that can be used for interpreting the score average 

obtained by students.  The scores obtained were interpreted using the high, moderate, and 

low usage designations included on the scoring sheet (Appendix E).   (Mokhtari and 

Sheorey, 2002).   

The overall score average indicates how often students believe they use the 

strategies in the instrument when reading academic materials.  The averages for each 

subscale in the survey show the mean frequency with which students use a given category 

of strategies when reading academic materials.  This score served as a useful means of 

raising teacher and learner awareness of reading processes when reading.  For instance, a 

very low score on any of these strategy groups or subscales indicates there may be some 

strategies in these categories they might want to learn about and consider using when 

reading to improve their overall reading level (Mokhtari and Sheorey, 2002).  

STAAR 

STAAR tests are designed to measure what students are learning in each grade 

whether or not they are ready for the next grade.  The goal is to ensure all students 

receive what they need to be academically successful.  Meeting these individual student 

needs depends greatly on schools, parents and community members working together.  

The STAAR was used to determine a relationship between reading levels and the survey.  

This standardized test is used to assess students’ achievements and knowledge learned in 
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a grade level.  For the purpose of this study, STAAR was used as a benchmark to 

determine the participants’ reading levels.   
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Lexile 

Lexile scores were used to measure reading ability of individual readers and the 

text complexity of reading materials on the same developmental scale. A Lexile is a 

measure of both reading level and text complexity, on the same scale.  The Lexile 

components consist of:  assessment to measure reader ability and connect the scale with a 

variety of assessments; text measurement/leveling to measure text complexity and 

evaluate the complexity of English language books and articles.  For the purpose of this 

study, Lexile scores were used as a benchmark to determine the participants’ reading 

levels.   

Reliability and Validity 

SORS 

 The reliability and validity for SORS is based on the reliability and validity of the 

MARSI.  The MARSI was validated using a large scale by Mokhtari and Sheorey (2001).  

Overall, the psychometric data demonstrates the instrument is a reliable and valid 

measure for assessing students’ metacognitive awareness and perceived use of reading 

strategies while reading for academic purposes.  Once revisions were made to the MARSI 

to accommodate the SORS, Mokhtari and Sheorey field-tested the revised SORS 

instrument on a population of ESL students studying at two universities in the United 

States and found consistent results relative to the instrument’s reliability  which was 

internal reliability = .89 or better, indicating a reasonable degree of consistency in 

measuring awareness and perceived use of reading strategies among non-native students 

of English (Sheorey and Mokhtari, 2001).  With permission from Dr. Mokhtari, the 

researcher adapted the SORS, in an insignificant way, for 6th grade students.   
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STAAR 

 An independent evaluation of the reliability and validity of the STAAR was 

administered before the assessment was given in 2016 and 2017.  The evaluation 

provided empirical evidence of both the validity of the STAAR scores and for the 

projected reliability of the assessment.  Validity and reliability are built into an 

assessment by ensuring the quality of all of the processes employed to produce student 

test scores.  The evaluation finds support for the validity and reliability of the 2016 and 

2017 STAAR scores (Human Resources Research Organization, 2017).     

Lexile 

 Lexile is a developmental scale that uses a common scale using semantic and 

syntactic features (Stenner et. al, 1998).  Independent psychometric studies of the Lexile 

scale (Mesmer, 2007; White & Clement, 2001) indicate it is a reliable and valid measure 

of reader ability and text complexity.  The Lexile score is based on sentence length and 

word frequency in the general language, applied to people, is a measure of reading 

ability, which is taken to mean the capability to make meaning from words and sentences.  

Lexile, as applied to text, is a measure of how difficult it is to make meaning from that 

text.  The metric reflects increasing ability to read, in the narrow sense, increasingly 

complex text.  More than sixty-five reading assessments and products, including twenty-

five state assessments, report student reading ability as a Lexile measure (MetaMetrics 

Inc., 2006).  As ELs advance through reading and language arts curriculum, they should 

progress up the Lexile scale.  Effective, reliable and valid standards-based instruction and 

assessment should cause ELs to progress on the Lexile scale (Mead, 2017).   

 The Lexile Framework for Reading works by anchoring reading item difficulties 

to a Rasch scale via theory instead of the common practice of finding item difficulties of 
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the common practice of finding item difficulties empirically, as explained by 

MetaMetrics Inc. (2006).  The prediction with which Lexile developers predict these item 

difficulties in one index demonstrates the difference between a reader measure and a text 

measure (MetaMetrics Inc., 2006).  Lexile creators further explain the Lexile Framework 

matches readers with text that gives them the right level of challenge (MetaMetrics Inc., 

2006).  Students receive Lexile reader measures through their school’s preferred 

assessment or reading program or state assessment.  A Lexile reader measure is a 

measure of a student’s reading ability (MetaMetrics Inc., 2006).   

Data Collection 

6th grade EL students provided data for this study.  Approval to conduct this study 

was granted with the IRB at HBU and the district prior to data collection.  The researcher 

completed the Human Subjects Form and submitted it to Houston Baptist University.   

 Ethical attention for this study included concealing the identities of the 

participants.  The consent, assent and permission forms included in the survey so each 

participant understood the expectations before responding to the questions.  Consent 

forms were provided in English and in the other home languages of the student 

participants, so parents gave consent in the language in which they were believed to be 

most proficient.  The teacher gave consent to participate in the study.  The researcher did 

not communicate with the participants while completing the survey unless there was a 

question.  The participants were told their responses will be kept for 3 years after the 

completion of the research study, and then they will be destroyed.   

 Participants were notified by the researcher by email and hard copy letter to 

participate in the case study and action research.  The participants were instructed to 
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complete the survey on Google using Google Forms.  Data was collected through student 

self-reporting on a survey completed individually in a quiet location in the 6th grade 

reading classroom.   The researcher delivered Google link QR codes to the participants to 

access the survey.  The survey contained demographic questions and a Likert-scale 

assessment to determine themes and patterns about participants’ perspectives and 

frequency of use regarding reading strategies.    

Researcher Bias 

 The researcher is an employee of the district and alleviated bias in surveys by 

removing herself from the study as an ESL Lead Teacher at a junior high.  This was 

accomplished by the researcher playing a dual role as the researcher and the main focus 

in this case study.  Participants trusted the researcher as a professional working for the 

best interest of the participant, which gave them a sense of security and validity in the 

researcher.   The researcher is the teacher of record for each participant and did not 

purposely show any bias while collecting data.  All research data collection, survey 

completion and data analysis occurred outside of the school day to prevent researcher 

bias.  The researcher used professional integrity to avoid researcher bias.   

Data Analysis 

The researcher used statistical data, coding and labels to present tables, graphs 

and figures to demonstrate participant responses to the survey.  The integration of the 

researcher observations and quantitative data provided the researcher an effective 

analysis and a comprehensive conclusion from the case study (Creswell, 2003).  This 

case study conducted action research to review the use of reading strategies in an ESL 

reading classroom with 6th grade ELs.    
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Data was also collected from 5th and 6th grade STAAR and Lexile reading scores 

as well as answers to the SORS inventory.  The data collected from the 7 students were 

computed and analyzed using Excel.  Individual scores from the questionnaire were 

grouped together according to their sub-scale category:  Global Reading Strategies 

(GLOB), Problem-Solving Strategies (PROB), and Support Strategies (SUP) were 

recorded and added up to obtain the total score for the entire instrument.  The statistical 

procedures used in this study were the descriptive statistics – mean and mode scores and 

also frequency and percentage.  The overall means for each sub-scale are categorized as 

follows:  High – mean of 3.5 or higher; Moderate - mean of 2.5 or 3.4; Low – mean of 

2.4 or lower. 

Summary of Organization of the Study 

In Chapter III, the researcher described the methodology used in the study, which 

included research design, participants, context and setting, instrumentation, data 

collection and data analysis.  In Chapter IV, the researcher provides findings of the study.   

In Chapter V, conveys the researcher’s summary, discussion, and conclusions. 
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CHAPTER IV 

FINDINGS 

 This case study was designed to explore and focus on effective reading strategies 

used by 6th grade ELs to provide action research to benefit the understanding of teaching 

and the field of education.  To do this, the researcher compared a cohort of 6th grade ELs’ 

5th grade STAAR and Lexile scores to the same EL cohorts’ 6th grade STAAR and Lexile 

scores to determine data about the relationship between the scores and the usage of 

global, problem-solving and support reading strategies.  In addition to the STAAR and 

Lexile scores, a survey of reading strategies was taken by 6th grade ELs in a 6th grade 

ESL reading classroom.  Trends and commonalities were determined using data from the 

Likert scale survey.  Participant responses were recorded and analyzed.  The researcher 

attempted to find explanations that fit the case study and action research to provide 

insight to student use of the sub-scale reading strategies designated in SORS.  This study 

attempted to make a connection between the perspective of the participants and their use 

of reading strategies to their STAAR and Lexile scores.  The analysis focused on reading 

strategy usage, participants’ perspectives, and reading outcomes as determined by 

STAAR and Lexile scores.  The researcher used findings as an analytical window 

through which to improve the art and craft of teaching reading to 6th grade ESL students.  

This chapter explains the results of the survey and how those results answered the three 

research questions.  In Chapter IV, the researcher provides findings of the study. 

Research Question One 

Question 1: What is the one-year growth of reading outcomes for 6th grade ELs as 

determined by STAAR scores?  To answer this question, the researcher compared the 

participants 5th grade STAAR reading scores to their 6th grade STAAR reading scores.  
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These scores determined the scale score and passing outcome for all participants.  Figure 

4.1 shows the participants STAAR results side-by-side to compare the 5th grade score to 

the 6th grade score. 

 

Summary of Findings for Research Question One 

Figure 4.1. demonstrates STAAR reading mastery levels for 5th and 6th grade for 

each participant.  STAAR Performance Standards are categorized as a 1, 2, 3, or 4.  Level 

1 indicates the student participant did not meet grade Level and did not pass STAAR 

reading.  Level 2 designates the student participant approaches grade level; passed 

STAAR reading and is likely to succeed in the next grade level with targeted academic 

intervention.  Level 3 specifies the student participant meets grade level and passed 

STAAR reading.  Level 4 shows the student participant masters grade level and passed 

STAAR reading.   

Participant 1 did not meet grade level standards in 5th grade STAAR reading, but 

met the minimum standard scale score for 6th grade STAAR reading.   Participant 1 met 
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the assessment requirements for the purposes of Student Success Initiative (SSI) grade 

promotion.  According to the 6th grade STAAR reading scale score, Participant 1 is likely 

to succeed in the next grade with targeted academic intervention.   

Participant 2 also met minimum standard scale score and the assessment 

requirements for the purposes of SSI grade promotion in 5th grade STAAR reading.  

Based on the 6th grade STAAR reading scale score, Participant 2 met the postsecondary 

readiness standard scale score.  Participant 2 has a high likelihood of success in the next 

grade but may still need short-term, targeted academic intervention according to the 6th 

grade STAAR reading scale score.   

Participant 3 met minimum standard scale score, met assessment requirements for 

the purpose of SSI grade promotion, and met the postsecondary readiness standard scale 

score for 5th grade STAAR reading.  Unfortunately, Participant 3, did not meet standard 

scale score for the 6th grade STAAR reading.  Participant 3 is unlikely to succeed in the 

next grade without significant, on-going academic intervention.    

Participants 4 and 5 did not meet grade level and did not pass the 5th and 6th grade 

STAAR reading assessments and are unlikely to succeed in the next grade without 

significant, on-going academic intervention.   

Participant 6 met minimum standard scale score, met the assessment requirements 

for the purposes of SSI grade promotion, and met the postsecondary readiness standard 

scale score for 5th grade STAAR reading.  Participant 6 has a high likelihood of success 

in the next grade but may still need short-term, targeted academic intervention according 

to the 6th grade STAAR reading scale score.   



75 
 

 
 

Participant 7 met the minimum standard scale score, met the assessment 

requirements for the purposes of SSI grade promotion, and met the least minimum 

passing standard for 5th grade STAAR reading.  According to the 6th grade STAAR 

reading scale score, Participant 7 did not meet standard scale score and is unlikely to 

succeed in the next grade without significant, on-going academic intervention.     

Research Question Two 

Question 2: What is the one-year growth of reading outcomes for 6th grade ELs as 

determined by Lexile scores?  To answer this question, the researcher had to analyze the 

5th and 6th grade Lexile scores.  Identifying the relationship between the participants 5th 

grade and 6th grade Lexile scores illustrates the significance of the increased or decreased 

Lexile score. 

 

Summary of Findings for Research Question Two 

 Figure 4.2. shows the participants Lexile levels in 2016-2017 school year as  
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reported by the State of Texas measured using STAAR reading levels in comparison with 

the Lexile Framework for Reading.  The Lexile range shows the measurement of the 

reading ability of each grade for each participant.  The average range for a 5th grade 

student’s Lexile score is 770L – 1080L.  Participant 1 scored 575L, which is below the 

average range.  Participant 2 scored 865L which is within the average range.  Participant 

3 scored 960L which is within the average range.   Participant 4 scored 575L which is 

below the average range.  Participant 5 scored 700L which is below the average range.  

Participant 6 scored 940L which is within the average range.  Participant 7 scored 825L 

which is within the average range. 

 

Figure 4.3. shows the participants Lexile levels in 2017-2018 school year as 

reported by the State of Texas measured using STAAR reading levels in comparison with 

the Lexile Framework for Reading.  The Lexile range shows the measurement of the 

reading ability of each grade for each participant.  The average range for a 6th grade 

student’s Lexile score is 855L – 1165L.  Participant 1 scored 820L which is below the 
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average range.  Participant 2 scored 1065L which is within the range.  Participant 3 

scored 780L which is below the average range. Participant 4 scored 780L which is also 

below the average range.  Participant 5 scored 800L which is below the average range. 

Participant 6 scored 945L which is within the average range.  Participant 7 scored 685L 

which is below the average range. 

 Figures 4.2. and 4.3. demonstrate the reading ability measure for each participant.  

When comparing the measurements of the 5th and 6th grade Lexile scores, the relationship 

can be determined if Lexile scores improved or decreased.  As shown in Table 4.1, 

Participants 1, 2, 4, 5, and 6, showed growth and increased Lexile level.  Participants 3 

and 7 decreased their overall Lexile measurement between the 5th and 6th grade.  The 

researcher can conclude from the increased Lexile scores, explicit and direct effective 

reading strategies as identified by the students using the SORS survey, played a 

significant role in improving reading measurement scores for the participants.  

 



78 
 

 
 

Research Question Three 

Question 3:  What reading strategies do students identify as the most effective in 

reading success?  To answer this question, a reading strategy survey of 30 questions was 

given to each participant via Google forms.  Questions posed were organized by reading 

strategies:  Global, Problem-Solving, and Support Reading strategies.  For example:  The 

first category, Global Reading strategies, contains 13 items and represents a set of 

reading strategies oriented toward a global analysis of text.  These are intentional, 

carefully planned techniques by which learners monitor or manage their reading, such as 

having a purpose in mind, previewing the text as its length and organization, or using 

typographical aids, tables and figures (Mokhtari and Sheorey, 2002).  Examples include 

“I decide what to read closely and what to ignore;” “I think about what I know to help me 

understand what I read;” and “I have a purpose in mind when I read.”  These strategies 

can be thought of as generalized, intentional reading strategies aimed at setting the slate 

for the act of reading (Mokhtari and Sheorey, 2002).  Examples from the Problem-

Solving sub-scale showcases participant’s knowledge of using context clues to help 

understand difficulty text.  Support Strategies showcase participant’s use of notetaking 

and using reference materials, such as dictionaries and thesauri.    

The researcher analyzed participants answers to the 30-item survey.  Data show 

the participants identified high use of the Global Strategies rather than the Problem-

Solving or Support strategies.  The participants were able to identify which strategy 

helped them the most within the survey.  According to the SORS survey, the students 

reported the most frequent use of Global strategies when reading academic texts.    
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Summary of Findings for Research Question Three 

Answers to the questions surprised the researcher’s expectations of what is taught 

and how students perceived their learning and reading strategy used.  The data show the 

relationship between Global, Problem-Solving and Support strategies while reading 

academic texts.   

Global Strategies 

 Table 2 shows the mean and standard deviation for Global strategies for seven 

participants in the research.  Participants scored the highest average for the statement – “I 

take an overall view of the text to see what it is about before reading it”.  This suggests 

that participants use this strategy most frequently when reading academic texts.  

Participants answered the lowest mean for two statements – “When reading, I decide 

what to read closely and what to ignore” and “I use context clues to help me better 

understand what I am reading.”  This suggests that participants do not frequently decide 

what to read closely and what to ignore.  These data also reveal that participants do not 

frequently use context clues to help them better understand academic texts. 
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Problem-Solving Strategies 

Table 3 represents the mean and standard deviation for Problem-Solving 

strategies for the seven participants in the research.  Participants scored the highest 

average for the statement – “I read slowly and carefully to make sure I understand what I 

am reading.”  This suggests the participants use this strategy most frequently when 

reading academic texts.  Participants answered the lowest mean for the statements – 

“When text becomes difficult, I pay closer attention to what I am reading” and “When I 

read, I guess the meaning of unknown words or phrases.”  Thus, participants do not 

frequently pay closer attention when reading texts and do not guess the meaning of 

unknown words or phrases.   
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Support Strategies 

Table 4 displays the mean and standard deviation for Support strategies for the 

seven participants in the research.  Participants scored the highest average for the 

statement – “I underline or circle information in the text to help me remember it.”  This 

suggests that participants use this strategy most frequently when reading academic texts.  

Participants answered the lowest mean for the statement – “I ask myself questions I 

would like to have answered in the text.”  Therefore, students do not frequently ask 

questions of themselves they would like to have answered while reading academic texts.   
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Overall Subscale Averages 

 

 Figure 4.4. highlights the overall subscale averages of the participants use of the 

Global, Support and Problem-Solving strategies.  The figure reveals the Global strategies 

were used most frequently; 39.71% of the time.  Participants reported using Support 

strategies 29% of the time and lastly, students self-reported using Problem-Solving 

strategies 26.7% of the time. Figure 4.4. demonstrates participants’ usage of each 

subscale identified in the SORS.     
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Overall Data Comparison 

 The collected data revealed the relationship between 5th and 6th grade students’ 

STAAR scores, Lexile scores, and SORS survey responses from a cohort of seven 

students.  Figure 4.5. contains the plot illustrating the relationship between STAAR and 

Lexile scores of each participant’s 5th grade results.  Figure 4.6. similarly contains the 

plot illustrating the relationship between SORS survey responses, STAAR and Lexile 

scores of the participants’ 6th grade results. The 6th grade plot demonstrates the 

relationship between STAAR and Lexile scores with additional data from each student’s 

SORS survey results.  The 6th grade plot reveals anomalies of each participant’s decrease 

or increase of STAAR and Lexile scores in relation to the frequent use of SORS 

identified reading strategies while reading academic texts.  The 6th grade plot reveals a 

wealth of information for several students.  After implementing the SORS reading 

strategies, Students 1, 2 and 6 showed increase in STAAR and Lexile scores.  On the 

other hand, Students 3, 4, 5 and 7 did not meet minimum standards for STAAR reading 

in the 6th grade. The outcome results clearly show that the students that identified more 

frequent use of varied effective reading strategies across SORS also had higher scores on 

the STAAR and Lexile. Whereas, the students that identified less frequent use of varied 

effective reading strategies across SORS also had lower scores on the STAAR and 

Lexile. Therefore, stronger reading outcome scores coincided with frequent usage of 

effective reading strategies. 
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Summary and Organization of the Study 

In this chapter, findings for the three research questions were explained along 

with an overall analysis of the relationship between STAAR scale scores, Lexile scores 

and SORS results per students.  Through a survey taken by seven 6th grade ELs the 
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knowledge and implementation of the SORS reading strategies were determined.  The 

survey revealed seven 6th grade ELs use the Global Reading strategies most often when 

reading academic text.  Support strategies is the next most used reading strategies.  

Lastly, students use the Problem-Solving strategies the least while reading academic 

texts.  Students regularly use strategies and are able to self-report how they implement 

the Global, Problem-Solving and Support strategies independently.  Trends and common 

themes of high and low usage of certain reading strategies were determined from the data 

and responses to the Likert scale survey.  Participants mainly used Problem-Solving 

strategies and it can be concluded there is a tendency for the participants to be involved in 

actions and procedures which allow them to work directly with the academic text they 

read.  Being active readers and thinkers as determined by this study is demonstrated in 

their level of awareness of the reading skills necessary to better comprehension of 

academic texts.  In Chapter IV, the researcher provided findings of the study.   In Chapter 

V, conveys the researcher’s summary, discussion, and conclusions. 
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CHAPTER V 

SUMMARY, DISCUSSION, AND CONCLUSIONS 

Knowing what reading strategies affect the growth of reading outcomes for 6th 

grade ELs in Texas as determined by STAAR and Lexile scores supports the need to 

improve student knowledge and teacher preparation to build cognitive and 

comprehension reading skills in ELs in 6th grade.  The reported results confirm the 

theoretical framework of CALLA because it is based on cognitive theory and research.  

CALLA integrates instruction in priority topics from the content curriculum, 

development of the language skills needed for learning in school and explicit instruction 

in using learning strategies or academic tasks (Chamot & O’Malley, 1986).  

Understanding and assessing how ELs engage and connect to reading while they use 

certain reading strategies is valuable to the field of education and the art of teaching and 

learning.  Educators and practitioners must remember ELs have background in more than 

one language and have to be taught and assessed using different measurements (Mokhtari 

& Reichard, 2002).   

The research questions and answers focused on effective strategy use and the 

perceptions of 6th grade students to improve reading pedagogy and the practice of 

teaching reading.    Reading pedagogy for ELs, concentrated BICS and CALP will 

support language acquisition and reading outcomes for ELs (Bolos, 2012; August & 

Shanahan, 2006).  This case study and action research provides insight into the disparity 

of the reading divide for ELs.  According to Klinger, the achievement and academic gaps 

exist due to the lack of reading programs and individualized instruction to support ELs 

with reading comprehension and growth (2012).   
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The State of Texas is leading in enrollment of ELs in schools and improved 

reading strategies (Hedgcock & Ferris, 2013).  There is a growing need for ELs to have 

equal access and success with reading outcomes as determined by STAAR and Lexile 

scores (McLaughlin, 2007).  The obligation of ensuring ELs have adequate language 

acquisition while improving their reading ability rests on teacher education programs, 

proper teacher training with ESL emphasis and continuous collaboration among reading 

and content teachers (Newman et. al, 2010).     

 The researcher used this study to take gain a statistical perspective focused on the 

art and craft of teaching English to 6th grade English learners in a suburban school 

district.  The study’s data revealed numerical explanations for student’s increasing or 

decreasing STAAR scale scores, Lexile scores and the frequent use of SORS while 

reading academic texts.  At the end of this study, the researcher no longer identified the 

data with participants.  The face of each participant rose to the surface as the SORS 

revealed their lack of using reading strategies directly taught for one complete school 

year during their 6th grade ESL reading classroom.  This fact raises several questions 

about reading achievement for 6th grade ELs.  Are our research-based reading strategies 

for secondary students working to improve STAAR and Lexile scores?  Are the STAAR 

and Lexile scores to most accurate assessment to measure growth for 1st year ELs?  Why 

are we directly teaching reading strategies when students report not using those strategies 

while reading academic texts?  The researcher sees the potential for life-long learners and 

readers and can question the authenticity of avenues education uses to measure reading 

achievement for ELs.  Are the practices used in 6th grade reading classrooms specifically 

designed to meet the academic needs of ELs while they are simultaneously learning to 
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read, write, speak, listen and think in English?  Is directly teaching reading 

comprehension and test-taking strategies beneficial for all students? What did the use of 

lack of use reveal about what is embedded in our reading curriculum for 6th grade ELs?  

In Chapter V, conveys the researcher’s summary, discussion, and conclusions. 

Implications 

 This action research revealed implications for educators and policy makers to 

consider the individual learning styles and reading strategies students use daily when 

dissecting and learning with academic texts.  The researcher can associate the findings 

with research designed to meet individual needs of ELs in reading and content 

classrooms.  Authors Carlo, et al., reference closing the academic gap for ELs falls in the 

hands of the teacher to address vocabulary needs of English-language learners in 

bilingual and mainstream classrooms (2009).  This claim is supported by several 

researchers regarding how effective vocabulary and explicit reading instruction will 

improve reading levels of 6th graders (August & Shanahan, 2017; Urquhart & Weir, 

2014; Shanahan & Shanahan, 2008; Schmitt, 2008).  

When teachers analyze and design action research, it can be determined we have 

to work harder to design lessons to meet the needs of students and offer strategies to 

improve their reading and comprehension.  The cognitive development and language 

acquisition for ELs has to be fostered through effective reading strategies.  Explicitly 

teaching global, problem-solving, and support strategies to ELs will provide tools for 

learners in all subjects.  Reading takes place in math, science, social studies, even in 

physical education.  With stronger reading strategies, our ELs, will be more informed 

readers and our school systems will graduate better prepared leaders for the future.  
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The researcher was able to take this data, and reassess, tweak and change the way 

reading has been taught in the reading classroom for 6th grade ELs.  The knowledge to 

explain the increase and decrease of STAAR scale scores and Lexile scores in relation to 

SORS results is eye-opening for the day-to-day practices of teaching reading to 6th grade 

ELs.  What has been directly taught in the reading classroom may not be exactly what 

ELs need when they are beginning to develop their interaction with the English language.  

There is a need for more direct professional development designed to build educator 

capacity to bridge gaps of rigor and relevance for 6th grade ELs.  Classroom leaders have 

to dig beyond the surface of state curriculum by adding depth and breadth to what is 

taught in secondary reading classrooms for ELs.  Educators must begin teaching on 

students’ academic reading levels and raise reading achievement along with the ability to 

read grade level academic texts.  Most importantly, reading teachers are challenged with 

supporting and improving the number of ELs who meet standards on state assessments 

and show improvement with reading levels.      

School districts may consider using this data to guide reading instruction and 

teacher practices in reading classes designed for lower-level ELs.   Designing courses to 

support teacher instruction and student outcome is a concrete way to improve reading 

levels for all students.  When teachers are confident in their instruction and teaching 

practice, all students can grow.  Districts can provide on-going training and activities to 

support and build teacher efficacy in 6th grade ESL reading classrooms.  Combining 

opportunities for teachers and students to practice reaching high expectations from 

district leaders will bridge gaps for data and high reading achievement.   



90 
 

 
 

School leaders have a responsibility to be visible with welcoming responses to 

ELs and their families as they tackle language, culture and academics at the same time.  

School leaders must model the affective support to promote social and emotional learning 

to build well-rounded students.  Teachers need the capacity and assurance to take risks 

with teaching and recognize struggling readers before state tests are administered.  

School leaders would also benefit from increased awareness of reading instruction 

designed to support 6th grade ELs.  Understanding reading development for 6th graders 

and how it affects their educational outcome is vital for school leaders to take their 

position to help with classroom instruction.    

This current study provides implications for students and their knowledge of 

reading strategies and the reading improvement when certain strategies are used to 

benefit reading levels.  6th grade students are able to self-report and reflect on their 

perceptions of individual strategy usage.  When students know how to use reading 

strategies created to assist with reading improvement, schools are able to graduate 

individuals who are career and college ready.  Taking time to prepare ELs for the future 

will only close reading gaps created to expand and highlight differences among LEP and 

non-LEP students.        

Recommendations for Future Research 

 In the future, educators and curriculum designers should work to support the use 

of reading strategies by embedding reading practice in all content to allow ELs to have 

ample opportunities to practice their reading and comprehension throughout the entire 

school day.  With these strategies, students will become life-long learners and use their 

reading strategies beyond the K-12 educational environment.  Curriculum developers and 
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ESL reading teachers have to merge learning opportunities for ELs in an environment 

designed to affirm students individual and social identity and use instructional techniques 

to build students’ strengths and recognize their instructional needs (Duke & Del Nero 

2011).  Early intervention at the secondary level will help build on ELs development of 

phonological awareness and phonics knowledge, which are two foundational components 

for learning to read in English.  Bridging reading gaps with effective teaching practice 

will only introduce a plan to make a difference in reading levels for 6th grade ELs.  As we 

move forward, those plans must transition into concrete research-based steps to improve 

reading comprehension among secondary ELs.   

To increase the effect of this case study, a longitudinal study can be completed to 

track the reading levels and survey responses of the identified students as they continue 

through their educational careers.  Monitoring and analyzing the students STAAR scaled 

and Lexile scores before they graduate from high school would benefit teaching practices 

and help design professional development to empower teachers to explicitly teach 

reading strategies in the ESL reading classroom.   The researcher is considering following 

this action research to identify reading outcomes after the students have enrolled in post-

secondary institutions and begin their chosen careers.   

Analyzing reading levels of young students (ages ten and below) at the beginning 

of their school career and tracking their reading progress through the 12th grade will 

create patterns and trends researchers can use to develop reading curriculum for ELs at 

elementary and secondary levels.  This research could dissect reading needs at a young 

age and offer prescriptions to meet the individual and collective needs of ELs.  Research 
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results could also establish predictors to boost reading skills in secondary schools and 

increase post-secondary outcomes and achievement.   

Expanding on this research, specific to reading instruction for secondary ELs, will 

add a depth of knowledge to the challenges of reading instruction for secondary students.  

Using scaled scores on pre and post assessments can provide the researcher with 

significant data on the best reading strategies used by students in secondary reading 

classrooms.  This data would determine the relationship between assessment results and 

reading teaching strategies.   

The reading teacher plays an important role in reading levels for ELs and 

contribute to students’ growth and reading ability.  In the future, the researcher will 

survey 6th grade ESL reading teachers to gather, analyze and explain teacher response to 

survey-items designed to understand their perceptions about their style of teaching 

reading.  The self-reporting SORS survey will be for teachers to complete and the 

researcher will determine the relationship between the students SORS responses and their 

assigned reading teachers’ responses.  ESL reading teachers will be interviewed and a 

focus-group will be developed to determine if teacher perception and data provide insight 

regarding the implementation of teaching reading in secondary schools to 6th grade ELs.  

This future research will support the significance of the teacher component and include 

teacher education programs to begin to provide intense and specific training before 

teachers enter the 6th grade ESL reading classroom.  This future training will provide 

linguistic, academic, and affective modules to offer a full spectrum of what teaching 

strategies are needed to close reading gaps for ELs in American schools.  When teachers 

are empowered with the tools to deliver reading instruction for 6th graders, the trajectory 
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of improving reading STAAR scaled and Lexile scores will rise with ample practice and 

quality implementation in reading classrooms.   

In the future, the researcher could examine reading curriculum, teacher practices, 

student engagement and growth of reading levels to determine if professional 

development is needed to boost the combination of the fore mentioned aspects to improve 

reading outcomes.  Comparison studies will show relationships between teacher 

instruction and student learning to increase reading levels as determined by STAAR 

scaled and Lexile scores.     

Parents also play a valuable role in improving student reading levels.  As the first 

teacher in a child’s life, parents need tools to help students increase reading levels.  There 

is a significant partnership we must cultivate with schools and parents to bring closure to 

academic gaps for ELs.   One such way is for the researcher to examine parent 

partnerships that include professional develop techniques, such as understanding and 

defining the effective reading strategies as measured with SORS. When parents 

understand the context and content of these strategies, future research can be conducted 

to determine best practices for bridging EL parents’ homes to the schools. 

This study could be replicated with a larger sample and in a different part of 

Texas or different state with other grade levels or even in a post-secondary institution.   

Studying ELs across content areas will provide valuable information to the future of best 

practices for the classroom teacher to implement proven effective reading strategies.  

Also, proven effective reading strategies for these EL students may impact teaching and 

learning for all learners, both ELs and non-ELs.  
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Conclusions 

This case study revealed the EL student in American public schools, specifically 

in Texas, must be offered an equitable education to meet linguistic and academic needs 

no matter the grade level, socio-economic status, educational background, or academic 

ability.  Reading is the fundamental and common component of academic content areas 

offered in today’s curriculum.  School leadership, curriculum, assessments, lesson 

development, and instruction delivery must work simultaneously to improve reading 

levels of ELs in 6th grade.  This action research highlighted the need for educational 

stakeholders to work towards creating effective strategies to engage and connect 6th grade 

ELs with limited English the opportunity to expand reading levels and results on reading 

assessments.   

It is imperative education stakeholders remember the linguistic, affective, and 

academic needs of ELs when planning and attempting to close achievement and reading 

gaps for ELs.  Most importantly, the ESL reading 6th grade teacher needs tools and 

strategies to implement in order to stimulate and encourage ELs to launch into higher 

goals; beyond secondary schools and into the future of their college and career plans.  

Reading strategies must be explicitly taught to 6th grade ELs in order to improve reading 

levels in math, science, social studies, physical education, fine arts and career and 

technology courses.  Teaching reading strategies to 6th grade ELs will provide effective 

responses for students to use when challenged with academic and non-academic texts.   

The researcher analyzed, explored and evaluated reading outcomes of a group of 

6th grade ELs identified as LEP students according to their oral language and academic 

proficiency in English.  A survey of reading strategies was given to each participant 
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designed to improve reading levels of 6th grade ELs.  The researcher compared reading 

results and identified which reading strategy the participants determined to be the most 

frequently used while reading academic texts.   The results of the survey will be used to 

design instruction and curriculum to empower ELs and their reading teachers to increase 

reading levels.   Knowing how to seamlessly embed reading practice in all content areas 

is a step in the right direction to bridge reading achievement gaps for 6th grade ELs.  

Intense individual teacher training, on-going professional development and practicing the 

skill of teaching reading to 6th grade ELs is the combination needed to improve reading 

levels and overall comprehension for students who read below grade level.  This action 

research determined there are several avenues school leaders can take to teach 6th grade 

ELs through their reading ESL classrooms:  district and campus leader training, teacher 

training, parental training, student leadership with strategy usage and a plan to create 

curriculum to meet the academic reading needs of 6th grade ELs who read below grade 

level.    

Although the current study was from a small reading classroom, concern has been 

expressed regarding the capability of reading teachers to effectively teach 6th grade ELs.  

Schools are likely to encounter more and more ELs in junior high who read below grade 

level and who do not have strong English literacy backgrounds.  Unless policies, 

procedures and teaching practices change, ELs may inadvertently end up maintaining 

reading gaps as they approach high school graduation. 
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APPENDIX A 

Participant Consent Form 

Effective Reading Strategies of 6th Grade English Learners 

I ___________________ voluntarily agree to participate in this research study.  I 

understand even if I agree to participate now, I can withdraw at any time or refuse to 

answer any questions without any consequences of any kind.  I understand I can 

withdraw permission to use data from my inventory within two weeks after completing 

the inventory, in which case my inventory will be deleted. I have had the purpose and 

nature of the study explain to me in writing and I have had the opportunity to ask 

questions about the study. I understand participation involves answering questions about 

reading support and my perceptions.  I understand all information I provide for this study 

will be treated confidentially.  I understand in any report on the results of this research 

my identity will remain anonymous.  This will be done by changing my name and 

disguising any details of my inventory.  I understand if I inform the researcher that 

myself or someone else is at risk of harm they may have to report this to the relevant 

authorities – they will discuss this with me first but may be required to report with or 

without my permission. I understand that signed consent forms will be retained in the 

home office of Rosemary Anthony in a locked file cabinet for three years after the signed 

date on this form.  I understand an electronic copy of my inventory which all identifying 

information has been removed will be retained for three years after the signed date on this 

form.  I understand under freedom of information legalization, I am entitled to access the 

information I have provided at any time  

while it is in storage as specified above.  I understand I am free to contact any of the 

people involved in the research to seek clarification and information.   

Angelia Durand, EdD, Houston Baptist University, College of Education and Behavioral 

Sciences, Department of Curriculum and Instruction,  

Adurand@hbu.edu  

 

Rosemary L. Anthony, Houston Baptist University, Doctoral Student College of 

Education and Behavioral Sciences 

AnthonyRL@hbu.edu  

Signature of Research Participant   

___________________________________________               

__________________________ 

Signature of Participant        Date 

 

Signature of Researcher  

I believe the participant is giving informed consent to participate in this study.  

___________________________________________   

_________________________________________ 

Signature of Researcher                                                Date 

 

 

mailto:Adurand@hbu.edu
mailto:AnthonyRL@hbu.edu
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Houston Baptist University 

 

Parental Permission Form for Child’s Research Participation 

Study Title: Effective Reading Strategies of 6th grade English Learners 

 Student Researcher:  Rosemary L. Anthony 

Your child is being asked to take part in a research study.  This form has important 

information about the reason for doing this study, what I will ask your child to do, and 

the way I would like to use information about your child if you choose to allow your 

child to be in the study. 

If you would like to view the student survey questions prior to consenting, arrangements 

can be made to view the survey. Please contact Rosemary L. Anthony for details by 

Monday May 21, 2018. 

 

Why are you doing this study? 

Your child is being asked to participate in a research study about reading strategies used 

in reading classrooms for 6th graders in Texas.  The purpose of this study will be to 

explore effective instructional practices in reading for first year English Language 

Learners (ELLs).  This study will discover effective practices in reading to help first year 

ELLs enrolled in the 6th grade and who currently read below grade level as identified by 

the State of Texas Assessments of Academic Readiness (STAAR) test.   

 

What will my child be asked to do if my child is in this study? 

Your child will be asked to complete a reading inventory to about various techniques 

your child uses when he or she reads.  Your child will answer inventory questions about 

their learning experience.  Participation should take up to 10-12 minutes.  

 

What are the possible risks or discomforts to my child?  

There are no foreseeable risks or discomforts to your child.  Your child’s participation in 

this study does not involve any physical or emotional risk to your child beyond that of a 

regular reading lesson.  

 

What are the possible benefits for my child or others?  

Your child will be able to identify reading supports to improve their current reading 

levels.  Your child will be able to determine the most effective reading strategies used to 

improve their reading skills. 

 

How will you protect the information you collect about my child and how will that 

information be shared?  

Results of this study will be used in a dissertation, publications and presentations.  

Results will be in a locked file cabinet at the home office of Rosemary L. Anthony.   

If I think your child intends to harm him/herself or others, I will notify the appropriate 

people or agencies with this information.  We will not ask your child about child abuse or 
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neglect, but if your child tells us about child abuse or neglect, we will report that 

information to the appropriate authorities.   

Financial Information 

Participation in this study will involve no cost to you or your child.  Your child will not 

be paid for participating in this study.   

 

What are my child’s rights as a research participant?  

Participation in this study is voluntary.  Your child may withdraw from this study at any 

time – you and your child will not be penalized in any way or lose any sort of benefits for 

deciding to stop participation.  If you and your child decide not to be in this study, this 

will not affect the relationship you and your child have with your child’s school in any 

way.  Your child’s grades will not be affected if you choose not to let your child be in this 

study.   

If your child decides to withdraw from this study, the researcher will ask if the 

information already collected from your child can be used.   

 

Who can I contact if I have questions or concerns about this research study? 

If you or your child have any questions or concerns about this research, you may contact 

Angelia Durand, EdD, Adurand@hbu.edu, Houston Baptist University, College of 

Education and Behavioral Sciences, Department of Curriculum and Instruction or the 

researcher (Rosemary L. Anthony) at AnthonyRL@hbu.edu  

If you have any questions about your child’s rights as a participant in this research, you 

can contact the following office at Houston Baptist University:  College of Education and 

Behavioral Sciences 7502 Fondren Road Houston, TX 77074 CoEBS@HBU.edu  

 

Parental Permission for Child’s Participation in Research 

I have read this form and the research study has been explained to me.  I have been given 

the opportunity to ask questions and my questions have been answered.  If I have 

additional questions I have been told whom to contact.  I give permission for my child to 

participate in the research study described above and will receive a copy of this Parental 

Permission form after I sign it.   

______________________________________________________ 

Parent/Legal Guardian’s Name (printed)                 Date 

______________________________________________________ 

Parent/Legal Guardian’s Name (signature)           Date 

______________________________________________________ 

Name of Person Obtaining Parental Permission      Date 

 

Parents, please be aware under the Protection of Pupils Right Act (20 U.S.C. Section 

1232(c)(1)(A), you have the right to review a copy of the questions asked of or materials 

that will be sued with students.  If you would like to do so, you should contact Rosemary 

L. Anthony to obtain a copy of the questions or materials.  

  

mailto:Adurand@hbu.edu
mailto:AnthonyRL@hbu.edu
mailto:CoEBS@HBU.edu


119 
 

 
 

              

 

APPENDIX B 

KATY INDEPENDENT SCHOOL DISTRICT  

APPLICATION FOR APPROVAL OF EXTERNAL RESEARCH PROPOSAL 

 

The Katy Independent School District in interested in participating in research efforts that 

will produce data or information that will serve to benefit all students; particular Katy 

ISD students.  The Executive Director of Research, Assessment, and Accountability shall 

be responsible for investigating the advisability of school district participation in research 

projects initiated or sponsored by individuals and agencies outside the District, or in 

research projects undertaken by District employees who wish to conduct programs or 

research to meet requirements of college or university courses, or for other purposes.  

Research requests are formally approved or denied by a district-level committee.  

Requests will be acted upon as quickly as possible and a written response will be 

provided to the requestor.  

 

Date:  11/17/17      Katy ISD Employee:  X Yes       No    Worksite:  Beck Jr. High 

School  

 

Person Conducting Research:  Rosemary L. Anthony  

 

Address:  7103 Spring Orchard Lane Richmond, TX 77407 

 

Home Phone:  281-748-2232   Work Number:  281-237-3358   Email:  

AnthonyRL@hbu.edu 

 

Title of Research Project:  Reading Strategies for Teaching Reading to 6th Grade ELLs in 

Texas 

 

University or Affiliated Organization and Program (e.g. Masters, Doctoral): 

Houston Baptist University and Doctor of Education (EdD) in Executive Educational 

Leadership 

 

Name of Research Advisory/Supervisor: 

Angelia Durand, EdD, Houston Baptist University, College of Education and Behavioral 

Sciences, Department of Curriculum and Instruction,  

Adurand@hbu.edu  

281-649-3036 

 

Schools and Grades Involved:   

All Katy ISD Junior High Schools and 6th grade English Language Learners  

Beck Junior High, Beckendorff Junior High, Cardiff Junior High, Cinco Ranch Junior 

High, Katy Junior High, Mayde Creek Junior High, McMeans Junior High, Memorial 

Parkway Junior High, McDonald Junior High, Morton Ranch Junior High, Seven Lakes 

Junior High, Stockdick Junior High, Tays Junior High, West Memorial Junior High, and 

WoodCreek Junior High 

mailto:AnthonyRL@hbu.edu
mailto:Adurand@hbu.edu
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Number of Students/Staff Participants:   Length of Study/Amount of Time 

Required: 175 students     January – May/5 months 

15 ESL certified 6th grade reading teachers    

 

Involvement of Katy ISD Personnel:  

6th grade ESL state certified reading teachers will distribute research envelopes, including 

consent and permission forms to eligible 6th grade students through their reading classes.  

Katy ISD teachers will collect signed completed forms in sealed envelopes and return to 

my home by U.S. mail.   

 

What data would be needed from district records?   Are you flexible with this data?   

From Katy ISD records, the researcher will need archival State of Texas Assessments of 

Academic Readiness (STAAR) reading scores for the cohort.  I will need 5th grade 

STAAR reading scores from 2016-2017 and 2017-2018 6th grade STAAR reading scores 

for the same cohort.  Yes, I am flexible with this data.    

 

Brief summary of the research project including description of methodology:  

The research project will explore current reading strategies for 6th grade ELLs.  It will 

discover the frequency of effective strategies in reading to help ELLs who currently read 

below level as identified by the STAAR reading test taken during their 5th grade 

academic year.  The project will determine which reading strategy will improve reading 

levels for 6th grade students.  Students and teachers will complete a reading inventory 

based on a Likert scale to determine which reading strategy increased reading levels 

determined by STAAR.  A mixed methodology will reveal the most effective reading 

strategy.  Data used to describe participants’ perspectives will reveal quantitative results 

and the inventory will reveal qualitative frequencies and percentages.   

 

Describe below the methods that will be employed to maintain confidentiality:   

Information given to teachers and students will be used in a numerical system to identify 

students and teachers from each campus.  No names will be used in the results of this 

project.  The results will be in a locked file cabinet at my home office.  All information 

given will remain anonymous.  This will be done by removing participants’ name and 

using a numerical system to organize participants’ responses and paperwork.   

 

 

Describe the potential benefits of your project to Katy ISD:   

Katy ISD will gain a wealth of knowledge and support designed for our growing 

population of ELLs and their teachers.  This data will reveal reading strategies created to 

improve reading scores for our most valuable customers.  The project results will open 

professional development opportunities for teachers to focus on effective teaching 

strategies that have statistical significance to increase reading levels identified by 

STAAR.  Students will know which reading strategies improve their reading and will be 

able to apply their cognitive discoveries to unparalleled learning experiences in all 

content areas.  Students will be equipped with reading strategies developed to prepare and 

inspire ELLs to live honorable fulfilling lives and create the future with effective reading 

strategies.  
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By submitting the Application for Approval of External Research Proposal I agree to 

abide by all guidelines for conducting external research in the Katy Independent School 

District.  

 

_________________________________________________

 ________________________ 

Signature of Researcher                  Date  
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APPENDIX C 

February 16, 2018 

Dear Ms. Anthony, 

The Katy Independent School District review committee has met to consider your 

application for research in our district entitled "Reading Strategies for Teaching Reading 

to 6th Grade ELLs in Texas. " 

I am happy to inform you that the committee has chosen to conditionally approve 

participation in your study. However, if any changes are made to your study, please 

notify our office immediately. 

Conditions of the approval include the following: 

 At the beginning of the parent consent, add a statement such as If a parent/legal 

guardian would like to view the student survey questions prior to consenting, 

arrangements can be made to view the survey. Please contact <researcher 's name 

> at < > for details by <insert date prior to beginning of the survey>. 

 Researcher is approved to conduct research at Beck JH only. Researcher must limit 

using teacher time on this study. 

 Researcher cannot utilize professional time to complete the research study. 

 The planning for and implementation of the research must be collaborative 

between the researcher and staff. 

 The researcher cannot utilize instructional time to complete student surveys, and 

the researcher will need to work with the principal on appropriate times or the 

students will complete surveys at home. 

We appreciate your interest and consideration of our district and wish you the very best in 

your endeavors. When your research is complete, please send a copy of the results to my 

office by November, 2018. 

        Sincerely, 

Allison E. Matney, Ed. D. 

Executive Director of Research, Assessment & Accountability 
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APPENDIX D 

 

Mon 7/17, 11:27 AM 

Anthony, Rosemary L; 

kouider@gmail.com; 

Angelia C Durand 

 

Hi Rosemary— 

  

Thanks for your interest in using SORS and/or MARSI in your research. As authors, we 

are pleased to grant you permission to do so as long as you do not modify them in any 

significant way. Tweaking the instrument to determine whether teachers teach the 

strategies to their students does not constitute a major modification and that is ok to do 

so. However, if you plan to modify in other ways, consider asking APA and the Journal 

of Developmental Education for permission as well since they own the copyright for 

these instruments.  Best of luck in your research. 

  

Kouider 
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APPENDIX E 

 

SURVEY OF READING STRATEGIES  

Kouider Mokhtari and Ravi Sheorey, 2002  

 
The purpose of this survey is to collect information about the various strategies you use 

when you read school-related academic materials in ENGLISH (e.g., reading 

textbooks for homework or examinations; reading journal articles, etc.). Each statement is 

followed by five numbers, 1, 2, 3, 4, and 5, and each number means the following:  

  

‘1’ means that ‘I never or almost never do this’.  

‘2’ means that ‘I do this only occasionally’.  

‘3’ means that ‘I sometimes do this’. (About 

50% of the time.) ‘4’ means that ‘I usually 

do this’.  

‘5’ means that ‘I always or almost always do this’.  

  

After reading each statement, circle the number (1, 2, 3, 4, or 5) which applies to 

you.  Note that there are no right or wrong responses to any of the items on this 

survey.  

 
Statement  

 

1. I have a purpose in mind when I read.               

    1   2  3  4  5  

2. I take notes while reading to help me understand what I read.          

    1  2  3  4  5  

3. I think about what I know to help me understand what I read.          

    1  2  3  4  5  

4. I take an overall view of the text to see what it is about before reading it.     

    1  2  3  4  5  

5. When text becomes difficult, I read aloud to help me understand what I read.      

 1  2  3  4  5  

6. I think about whether the content of the text fits my reading purpose.        

   1  2  3  4  5  

7. I read slowly and carefully to make sure I understand what I am reading.      

   1  2  3  4  5  

8. I review the text first by noting its characteristics like length and organization.    

   1  2  3  4  5  

9. I try to get back on track when I lose concentration.           

    1  2  3  4  5  
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10. I underline or circle information in the text to help me remember it.       

    1  2  3  4  5  

11. I adjust my reading speed according to what I am reading.         

    1  2  3  4  5  

12. When reading, I decide what to read closely and what to ignore.       

    1  2  3  4  5  

13. I use reference materials (e.g. a dictionary) to help me understand what I read.     

 1  2  3  4  5  

14. When text becomes difficult, I pay closer attention to what I am reading.      

   1  2  3  4  5  

15. I use tables, figures, and pictures in text to increase my understanding.       

   1  2  3  4  5  

16. I stop from time to time and think about what I am reading.         

    1  2  3  4  5  

17. I use context clues to help me better understand what I am reading.       

    1  2  3  4  5  

18. I paraphrase (restate ideas in my own words) to better understand what I read.     

 1  2  3  4  5  

19. I try to picture or visualize information to help remember what I read.        

   1  2  3  4  5  

20. I use typographical features like bold face and italics to identify key information.    

 1  2  3  4  5  

21. I critically analyze and evaluate the information presented in the text.        

   1  2  3  4  5  

22. I go back and forth in the text to find relationships among ideas in it.        

   1  2  3  4  5  

23. I check my understanding when I come across new information.       

    1  2  3  4  5  

24. I try to guess what the content of the text is about when I read.          

   1  2  3  4  5  

25. When text becomes difficult, I re-read it to increase my understanding.       

   1  2  3  4  5  

26. I ask myself questions I like to have answered in the text.         

    1  2  3  4  5  

27. I check to see if my guesses about the text are right or wrong.          

   1  2  3  4  5  

28. When I read, I guess the meaning of unknown words or phrases.       

    1  2  3  4  5  



126 
 

 
 

29. When reading, I translate from English into my native language.       

    1  2  3  4  5  

30. When reading, I think about information in both English and my mother tongue.    

 1  2  3  4  5  
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APPENDIX F 

 

SCORING GUIDELINES FOR THE SURVEY OF READING STRATEGIES   

 

Student Name: ___________________________________________Date: __________  

1. Write the number you circled for each statement (i.e., 1, 2, 3, 4, or 5) in 

the appropriate blanks below.  

2. Add up the scores under each column and place the result on the line 

under each column.  

3. Divide the subscale score by the number of statements in each column to 

get the average for each subscale.  

4. Calculate the average for the whole survey by adding up the subscale 

scores and dividing by 30.  

5. Use the interpretation guidelines below to understand your averages.  

  

Global  

Reading Strategies  

  (GLOB Subscale)  

Problem  

Solving Strategies  

 (PROB Subscale)  

Support  

Reading Strategies  

 (SUP Subscale)  

Overall Reading  

Strategies  

  (SORS)  

  

1. ________  

3. ________  

4. ________  

6. ________  

8. ________  

12. _______  

15. _______  

17. _______  

20. _______  

21. _______  

23. _______  

24. _______  

27. _______  

  

  

7. ________  

9. ________  

11. _______  

14. _______  

16. _______  

19. _______  

25. _______  

28. _______  

  

  

  

2. ________  

5. ________  

10. _______  

13. _______  

18. _______  

22. _______  

26. _______  

29. _______  

30. _______  

  

  

  

  

     GLOB ______  

     PROB _______  

      SUP     ______  

  

  

  

  

  

  

  

  

        

_____ GLOB Score   _____ PROB Score  _____ SUP Score            ____Overall 

Score  

 / 13     / 8    / 9        / 30  

_____ GLOB Average  _____ PROB Average  _____ SUP Average      ____ Overall 

average  



128 
 

 
 

KEY TO AVERAGES:  3.5 or higher = High       2.5 – 3.4 = Medium        2.4 or lower = 

Low  

  

INTERPRETING YOUR SCORES: The overall average indicates how 

often you use reading strategies when reading academic materials. The 

average for each subscale shows which group of strategies (i.e., Global, 

Problem Solving, or support strategies) you use most often when reading. 

It is important to note, however, that the best possible use of these 

strategies depends on your reading ability in English, the type of material 

read, and your reading purpose. A low score on any of the subscales or 

parts of the inventory indicates that there may be some strategies in these 

parts that you might want to learn about and consider using when reading 

(adapted from Oxford 1990, pp. 297-300).  

  

Mokhtari, K., & Sheorey, R. (2002). Measuring ESL students reading strategies. 

Journal of Developmental Education, 25 (3), pp. 2-10.  
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APPENDIX G 
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APPENDIX H 

 
 

Date:   November 15, 2017 

To:  Rosemary Anthony 

From:  Institutional Review Board Committee 

RE:   Notification of IRB Action 

Protocol Title: Reading Strategies for Teaching Reading to 6th Grade ELLs in Texas  

 

__________________________________________________________________ 

 

This memorandum is notification that the project referenced above has been reviewed 

and APPROVED as indicated in Federal regulatory statutes 45CFR46. 

 

PLEASE NOTE: 

Upon Approval, the research team is responsible for conducting the research as stated in 

the exempt application reviewed by the IRB which shall include using the most recently 

submitted Informed Consent/Assent Forms (Information Sheet) and recruitment 

materials.  

 

Any changes to the application may cause this project to require a different level of 

committee review. 

Should any changes need to be made, please submit a Modification Form.  

 

Taiya Fabre 

Dr. Taiya Fabre 

Chair, Institutional Review Board Committee 
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APPENDIX I 

 

*ROSEMARY L. ANTHONY* ALL STUDENTS CAN LEARN WITH THE RIGHT EDUCATION 

ROSEMARYLANTHONY@HOTMAIL.COM 

 

TEACHING  

EXPERIENCE 

 

 

 

6TH – 8TH GRADE ESL LEAD TEACHER KATY INDEPENDENT SCHOOL DISTRICT   

BECK JUNIOR HIGH AUGUST 2007 – PRESENT  

ESL Program Coordinator and classroom teacher; Campus Teacher Trainer for 

integrating ESL/ELPS and EL teaching strategies; Language Proficiency 

Assessment Committee Campus Representative; implement programs for ELs: 

(ESL Family Night; ESL Open House; Math Wizards); empower students and 

teachers to become critical thinkers, enthusiastic team members, and problem 

solvers; work with administrators, teachers, parents and community members 

to provide a productive and quality school experience; oversee state mandated 

ESL testing (STAAR and TELPAS); NJHS Sponsor; Talent Show Judge; Before and 

After School Detention Teacher 

SUMMER ENRICHMENT PROGRAM FACILITATOR KATY INDEPENDENT SCHOOL 

DISTRICT VARIOUS JUNIOR HIGH SUMMERS 2008 – 2017 

Oversee the ESL summer program and ensure students and teachers are 

successful with meeting state and district guidelines for summer sessions  

LIBRARY MEDIA SPECIALIST HOUSTON INDEPENDENT SCHOOL DISTRICT  

KEY MIDDLE SCHOOL AUGUST 2006 – MAY 2007 

Technology Campus Leader – created an environment where collaboration and 

creative problem solving thrived for teachers and students using media to 

ignite learning with Edmodo, smart-board lessons; research and campus-wide 

project-based learning along with organizing library resources for campus and 

community needs 

7TH GRADE ENGLISH AND READING TEACHER HOUSTON INDEPENDENT SCHOOL 

DISTRICT KEY MIDDLE SCHOOL AUGUST 1999 – MAY 2007 

English and Reading Teacher; NJHS and Announcement Club Sponsor; Media 

Library Specialist; and SDMC member  


