
TEACHER REFLECTION AND RESPONSIVE INSTRUCTION: ENHANCING 

STUDENTS’ READING THROUGH AN ACTION RESEARCH STUDY 

 

by 

 

Elizabeth Diaz Cortez, B.S., M.Ed. 

A Dissertation 

In 

 

CURRICULUM AND INSTRUCTION 

 

Submitted to the Graduate Faculty 
Of Texas Tech University in 

Partial Fulfillment of 
The Requirements for 

The Degree of 
 

DOCTOR OF PHILOSOPHY 

 

Dr. Carole Janisch, Chair 

Dr. Margaret Johnson 

Dr. Margaret Price 

 

May 2012 



 

 

 

 

 

 

 

 

 

 

 

 

Copyright 2012, Elizabeth Diaz Cortez 

 

 



Texas Tech University, Elizabeth Diaz Cortez, May 2012   

 

 ii 

ACKNOWLEDGEMENTS 

First and foremost, I want to thank GOD for his guidance, power, and strength to 

see me through this difficult and challenging time.   

I am thankful to my committee members for their support and guidance. They 

always raised the standards high, but not so high I could not reach them.  I will be forever 

thankful.  I thank you for your time and advice. Every moment you spent with me helped 

shape me into a better researcher and writer.   

I also want to thank my parents, Tony and Belia Diaz.  I am thankful for your 

support.  I am who I am today because of you. You raised me to believe in myself and 

never to give up. You raised me to believe that careers are important but not to forget that 

God and family come first.  I also want to thank my brothers, Tony and Jonathan, and my 

sisters, Jeannette and Blacita.  Because of you all, I always try to set the standards high in 

order to set a good example as your older sister.  I am most thankful because you always 

believed in me and never allowed me to give up.  

Finally, I want to dedicate this dissertation to the men in my life.  I thank my twin 

boys, Mateo, and Pablo, for understanding me and allowing me to miss some of your 

soccer and baseball games.  Thank you to my two little ones, Adan and Jacob, for sitting 

next to me playing or coloring while I sat at my computer.  I am so proud to be your 

mami.  Nothing makes me happier than the smile on all your faces. You guys are my 

pride and joy.  I love you boys so much!!!  Thank you Joaquin, the love of my life, for all 

your help, support, and encouragement to pursue my goals.  I will forever be thankful. 

Thank you for all your help with the kids and for doing laundry, cleaning, and getting me 



Texas Tech University, Elizabeth Diaz Cortez, May 2012   

 

 iii 

coffee. I will forever be grateful! 

 

 

 

 

 

 

 

 

 

 

 

 

 



Texas Tech University, Elizabeth Diaz Cortez, May 2012   

 

 
iv 

TABLE OF CONTENTS 

 ACKNOWLEDGEMENS ......................................................................................i 
ABSTRACT ..........................................................................................................vi 
I.  INTRODUCTION ..............................................................................................1 

Statement of problem .........................................................................................3 
Background of the study .....................................................................................3 
Purpose of the study ...........................................................................................3 
Significance of the study ....................................................................................4 

II.  REVIEW OF THE LITERATURE ..................................................................8 
 An Overview of the History of Bilingual Education .............................................8 

Bilingual education in Texas ....................................................................13 
Bilingual education programs ...............................................................................14 

English as a second language program .....................................................14 
Transitional bilingual programs ...............................................................15 
English immersion ....................................................................................15 
Two-way bilingual education/dual language programs ...........................16 
Dual language programs ...........................................................................16

  Goals of dual language programs .................................................17 
Advantages of dual language programs .......................................18 
Characteristics of dual language programs ...................................19 
Literacy development in the dual language ..................................19 

Assessment ...........................................................................................................22 
Reading Fluency ...................................................................................................26 
Reading Comprehension ......................................................................................30 
 Strategies and techniques to teach for comprehension .............................31 
 Read aloud ................................................................................................32 

The Journal ...............................................................................................33 
Guided Reading ........................................................................................34 
Cooperative groups ...................................................................................34 
Assessing comprehension .........................................................................35 

Teaching and the Importance of Reflection .........................................................36 
Summary ...............................................................................................................37 
III.  METHODOLOGY ........................................................................................38 
Purpose of Action Research .................................................................................38 
Rationale ...............................................................................................................39 
Data Sources .........................................................................................................41 
 Participants ...............................................................................................41 

Observations and field notes ....................................................................41 
Interviews .................................................................................................42 
Researcher’s journal .................................................................................42 
Documents ................................................................................................42 

Data Collection Procedures ..................................................................................43 



Texas Tech University, Elizabeth Diaz Cortez, May 2012   

 

 
v 

Observations and field notes ....................................................................43 
Interviews .................................................................................................44 
Documents ................................................................................................44 

Data Analysis and Interpretation ..........................................................................45 
Confirmability of the data ........................................................................46 

Trustworthiness ....................................................................................................47 
Credibility .................................................................................................48 
Transferability ..........................................................................................50 
Dependability ...........................................................................................51 
Assumptions .............................................................................................52 

Limitations ............................................................................................................52 
Action Research and Implementation of Repeated Reading ................................53 
Implementing the Action Research Cycle ............................................................53 

Plan ...........................................................................................................54 
Act ............................................................................................................54 
Reflect .......................................................................................................54 

IV.  PRESENTATION OF FINDINGS ...............................................................56 
Background of the School ....................................................................................56 
Background of the Classroom ..............................................................................56 
Reading Instruction ..............................................................................................58 

Pancho ......................................................................................................59 
Patrick .......................................................................................................61 
Juanita .......................................................................................................61 
Laura .........................................................................................................62 

Beginning of the Study .........................................................................................63 
Reflection .................................................................................................66 

Middle of the Study ..............................................................................................67 
Reflection .................................................................................................71 

End of the Study ...................................................................................................73 
Reflection .................................................................................................76 

Discussion of Teaching and Learning ..................................................................77 
Reflection and Responsive Instruction .................................................................80 
Summary ...............................................................................................................81 
IV.  DISCUSSION ...............................................................................................84 
Teacher Reflection ................................................................................................85 
Explicit Instruction in Repeated Reading .............................................................87 
Students’ Attitudes and Dispositions ....................................................................89 
Implications of the Study ......................................................................................90 
Directions for Further Research ...........................................................................92 
Concluding Thoughts ...........................................................................................93 
LIST OF REFERENCES .....................................................................................95 
APPENDICES ....................................................................................................107 

Appendix 1 Reading Time Schedule ......................................................108 



Texas Tech University, Elizabeth Diaz Cortez, May 2012   

 

 
vi 

Appendix 2 Data Collection Dates .........................................................111 
Appendix 3 Sample Comprehension Questions .....................................112 
Appendix 4 Sample Interview Questions ...............................................113 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 



Texas Tech University, Elizabeth Diaz Cortez, May 2012   

 

 
vii 

ABSTRACT 

The purpose of the study was to examine the relationship between fluency and 

comprehension in a first grade dual language where the target language was Spanish. The 

students participating in this case study had different degrees of fluency and 

comprehension. 

This research explored the relationship between repeated readings, fluency and 

comprehension.  Specifically this research investigated how a teacher’s reflections helped 

to drive reading instruction. The qualitative comparative case studies of the four 

participants provided insight in the particular context of repeated reading in fluency and 

comprehension. 

  I collected data over the course of a school year. Data sources included field 

notes, informal interviews, and permanent records as they related to reading 

development. 

Several researchers (Allington, 1983; Dowhower, 1987; Herman, 1985; and 

Rasinski, 1990) implemented repeated reading with English speaking students and found 

that developing reading fluency and comprehension is an important element in reading 

instruction and is supported thru repeated readings.  After conducting my own research in 

a bilingual classroom I found out that repeated reading also worked with bilingual 

students.  
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CHAPTER I 

INTRODUCTION 

“Good afternoon, boys and girls!  Are you ready to learn English?”  Mrs. Lane 

(pseudonym), our ESL teacher, graciously helped all the students who were new to the 

school.  She taught first grade bilingual, yet she managed to find time to teach ESL three 

times a week after school to all students.  The first day I met her I was seated with my 

sister in the back row.  “Well, today we are going to practice letter/sound recognition,” 

she said as she pointed to a poster-size alphabet.  All the students begin to echo the 

alphabet and sounds beginning with the letter ‘a’ all the way through ‘z.’ “So, let’s see if 

we got that,” she said as she started the drill all over again. 

Mrs. Lane was my ESL teacher in elementary school. She was one of the 

unforgettable educators who touched my life. From day one, Mrs. Lane was dedicated 

and passionate about her students’ learning.  It didn’t matter what grade you were in, she 

was determined to accelerate each student in English. She didn’t believe in the sink or 

swim method.  She was convinced that in order to make a difference in children’s life she 

had to build a rapport and believe in them.  She was able to do that effortlessly.  She was 

well loved and respected by all students and parents. She often made home visits to each 

of our homes to discuss progress and to get to know us better.  

Years later the memories of me sitting in that classroom learning English are still 

imprinted in my mind, and I can relate those experiences in the classroom with my own 

students today. The teacher that I have become today was impacted by the student I was 

yesterday. I have come to see teaching as a reciprocal to learning because they are 
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embedded in each other. Teaching cannot occur without learning from one’s own 

experiences.  Therefore, I decided to investigate my own teaching and the impact that it 

has on my students’ learning.  None-the-less education is innovative and constantly 

changing; therefore, I am always searching for ways to improve teaching, particularly 

teaching comprehension. That’s how I came to know repeated reading.  

Statement of the Problem 

Effectively preparing ELL students to do well in school is the primary goal of all 

educators. The number of students entering public school classrooms with home 

languages other than English is growing rapidly, and by 2050 it is projected that about 

one-quarter of the nation’s population will be Hispanic  (Hampton, Rodriguez, 2001). No 

Child Left Behind (NCLB) of 2001 was legislation enacted to promote success for all 

children regardless of background, income, or race.  However, there is ample evidence 

that English language learners have a difficult time with standardized testing, often an 

outgrowth of NCLB, due to the language barrier. When English language learners (ELL) 

are compared with their English counter parts, they are scoring below the average on 

standardized testing, and they are receiving lower grades (NCLB, 2001).  Of particular 

concern is the reading comprehension ability of ELL’s. In light of the problem of testing 

for ELL’s, alternative assessments are seen as useful because they give immediate 

feedback of progress and achievement of students. They can also be used to guide and 

improve subsequent instruction (Cloud, Genesee, & Hamayan, 2002; Davies & 

Wavering, 1999; Ewing, 1998; O’Malley & Valdez-Pierce, 1996). Moreover, in relation 

to reading comprehension, alternative assessment measures can better measure complex 
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reading tasks in a contextualized setting. These measures can provide helpful information 

about reading strategies and skills used by students, particularly ELL students  (Garcia & 

Pearson, 1994).  In my study I sought to help my bilingual students with reading 

comprehension and fluency through the use of repeated readings and my reflections on 

their progress and development as a means to determine the course of instruction I would 

offer to them.   

Background of the Study 

After accepting a teaching position in a dual language classroom, I learned that my 

students did not have the fluency or the comprehension they needed to be successful in 

the program—although they could have the fluency but not the comprehension.  I became 

highly interested in finding ways to improve my student’s comprehension and fluency 

after one of my students took the Tejas Lee (a criterion reference test that tests fluency 

and comprehension).  For example, Tony (pseudonym) took the test but failed the 

comprehension component although he was already reading with fluency. He paused 

when he saw a period or a comma, and he read with expression.  However, he had no 

skills or strategies to help him monitor his reading comprehension.  I became concerned 

for him and in actuality, for all my students. I wanted them to succeed and most of all I 

wanted them to read for meaning.  Studies conducted over the last decade provide 

evidence that linguistically diverse children continue to lag behind monolingual English-

speaking children in reading performance.  In addition researchers have examined how 

bilingual readers use fewer cognitive strategies than children who communicate through 

the use of only one language (Muniz-Swicegood, 1994).   For all those reasons, I 
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recognized the need to teach for comprehension.  I saw the need to help my ELL’s 

readers to succeed as readers applying their Spanish and their English.    

 

Purpose of the Study 

The primary purpose of this study was to explore reading strategies that enable 

readers to increase their comprehension and build their fluency rate. The readers in my 

study were ELL’s in my dual language classroom.  I selected four students, Pancho, 

Patrick, Juanita, and Laura (all pseudonyms) as the focus group for my study.  I 

document my journey in helping these readers with their reading development.  The study 

is framed by the following questions:  

• How does teacher reflection influence teaching and learning in a first grade dual 

language classroom where the target language is Spanish? 

• How does intensive explicit instruction in repeated reading build fluency and 

comprehension? 

• How do student attitudes and student dispositions toward reading influence the 

teacher’s actions for building fluency and comprehension? 

Significance of the Study 

Dual language programs in classrooms have a long history.  The focus of these 

programs has included attention to bilingual programs.  Bilingual education has been one 

of the most controversial matters in American history of education due to its purposes. 

The controversy started during the 1960’s and 1970’s when bilingual education was first 

considered as a means to assimilate minority children into the dominant culture.  The 
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Bilingual Education Act of 1968 made a mark in history and a new stance for those 

whose heritage language is other than English.  Turbulent times occurred over the 

decades.  For example, the Supreme Court declared Nebraska’s prohibition against the 

teaching of a foreign language unconstitutional on the basis of the 14th amendment.  The 

sink-or-swim method also known as submersion was adopted during this period of time. 

The sink-or swim method was viewed as an effective a way to teach English to 

immigrant children (Crawford, 1999; Fitzgerald, 1993; Ovando, 2003).  In Texas, the 

English only instruction was enforced to a maximum.  The Texas legislature passed a law 

making it a criminal offense to teach in any language other than English. Children like 

adults were likewise punished for speaking their heritage language on school grounds 

(Crawford, 1999).  However, in 1999, President Clinton’s administration restored funding 

to bilingual education programs and dropped the article allowing only two years to learn 

English. He also increased funding for English immersion programs, thus hindering the 

implementation of Two Way Immersion (TWI) programs (Crawford, 1999; Ovando, 

Collier, & Combs, 2003).   However, in 2001, President George W. Bush proposed the 

No Child Left Behind Act (NCLB) replacing the Bilingual Education Act of 1968 

(Ovando, Collier, & Combs, 2003).   

According to the U.S. Department of Education statistics, there were over five 

million English Language Learners (ELL’s) students going to public school during the 

2004-2005 school year (Department of Education, 2004). In the state of Texas there were 

684,007 ELL’s enrolled in K-12 during the 2004-2005 school year.  Furthermore, 97% 

spoke Spanish as their first language (L1) (National Clearing House for English 



Texas Tech University, Elizabeth Diaz Cortez, May 2012   

 
6 

Language).  In the state of Texas any student who has a home language other than 

English and who is identified as limited English proficient (LEP) must be provided an 

opportunity to participate in a bilingual or English as a second language program. The 

Texas Education Code (2002) mandates that all school districts with a bare minimum of 

20 English language learners (ELLs) of the same grade level in any language 

classification be required to provide a bilingual education. In addition, it requires that all 

ELL’s for whom a district is not required to offer a bilingual education program should 

provide an ESL program, regardless of the student’s grade levels and home language, and 

regardless of the number of such students.  

Helping English language learners develop literacy can be done most effectively 

in the implementation of the TWI programs.  One must keep in mind that literacy among 

bilingual students is different from monolinguals and acquisition of literacy for bilingual 

students is also very unique, since they have been exposed to another culture (Brisk, & 

Harrington, 2000).  In a 90/10 model of literacy instruction within the TWI program, 

instruction for all students is in their native language (e.g., Spanish).  Thus, students will 

develop proficiency in reading, writing, and speaking, and listening in their native 

language. The literacy approach used in many dual languages classroom is a balanced 

approach, such as hands-on, and cooperative learning groups ( Howard, Sugarman, & 

Christian, 2003).  

One of the current areas of concern is trying to understand how ELL students 

think, approach a learning task, process, retain information, and most efficiently solve 

higher level thinking problems (Muñiz-Swicegood, 1994); however, for many second 
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language learners, instruction in the use of cognitive strategies is almost nonexistent. 

(Muñiz-Swicegood, 1994). Reading comprehension may be enhanced through teaching 

specific reading comprehension strategies thereby providing students with better 

awareness and self-control of the reading task  (Muñiz-Swicegood, 1994; Cloud, 

Genesee, & Hamayan, 2000; Brisk & Harrington, 2000). 

It is against this backdrop that my study was carried out in my classroom.  I 

sought to understand how I could help my bilingual students in the Two-Way Immersion 

Program improve their reading comprehension and fluency and with attention to the use 

of repeated readings. 
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CHAPTER II 

REVIEW OF THE LITERATURE 

The purpose of this research is to examine the role of teacher research in a first 

grade dual language classroom and with attention to reading fluency and comprehension.  

The review of the literature is first divided as follows:  history of bilingual education, 

bilingual education programs, and dual language programs. Following, I consider reading 

assessment, reading fluency, reading comprehension, and teaching and the importance of 

reflection.  

An Overview of the History of Bilingual Education 

Bilingual education has been one of the most controversial issues in the history of 

American education (Crawford, 1999; Gonzales, 2008). The controversy started during 

the 1960s and 1970s when bilingual education was first regarded as a means of 

assimilating minority children into the dominant culture (Crawford, 1999).  The Bilingual 

Education Act of 1968 made a mark in history and a new stance for those whose heritage 

language is not English (Crawford 1999).  The Act was inspired by the language diversity 

found across the United States.  Prior to the passage of the 1968 Bilingual Education Act 

a Congressional hearing was held.  One of its primary concerns was the unique 

educational needs of Latino children, who had little or no command of the English 

language. In 1968 the Bilingual Education Act was passed, (Crawford, 1999; Gonzales 

2008). 

Bilingual education is imperative for English language learners (ELLs).  

Crawford (1999) and Fitzgerald (1993) write about how many immigrants are quick to 
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assimilate into the new culture and make new traditions for themselves.  However, more 

often than not, they lose their most important asset, their heritage language.  Bilingual 

education provides the ELLs with an opportunity to acquire a new language using their 

native tongue as a foundation (Crawford, 1999; Gonzales, 2008).   New cultures have 

thrived in this nation, ever since colonial times, when colonizers unified history with 

unified traditions and with a common language.  There have been efforts to preserve the 

heritage language among Native Americans, and immigrants (Crawford, 1999; Gonzales, 

2008; Ovando, 2003). 

Although the history of bilingual education has been fundamental in the history of 

this country, it is often overlooked (Crawford, 1999; Fitzgerald, 1993; Gonzales, 2008; 

Ovando, 2003).  During colonial times there was a fair amount of tolerance toward 

languages other than English. There was no official language, and bilingualism was 

respected and appreciated as many communities wanted to preserve their native 

languages (Crawford, 1999; Fitzgerald, 1993; Gonzales, 2008; Ovando, 2003).  During 

the 1600s there were at least 18 languages spoken in Manhattan, not including Indian 

languages (Crawford, 1999; Fitzgerald, 1993; Gonzales, 2008; Ovando, 2003).  

Preservation of the native language was important, and laws were passed authorizing 

bilingual education.  In later years, Czech was taught in Texas, French in Louisiana, and 

Spanish in the Southwest. In the 1900s there were 600,000 children, approximately 4% of 

elementary school children, who were receiving instruction in German (Crawford, 1999; 

Fitzgerald, 1993; Gonzales, 2008; Ovando, 2003).  During the period of 1880 to 1960, 

attitudes toward bilingualism changed. In 1889 the American Protective Association 
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promoted English-only in schools. In 1906, Congress passed the first federal law 

mandating English-speaking requirements for naturalization, and by 1923, English-only 

instruction was found in 34 states.  During World War I, anti-German hostility became 

prevalent, and speaking German in public schools or churches was banned (Crawford, 

1999; Fitzgerald, 1993; Gonzales, 2008; Ovando, 2003).  Even though this era 

emphasized instruction in English in public schools, the debate over instruction in the 

native language continued (Crawford, 1999; Fitzgerald, 1993; Gonzales, 2008; Ovando, 

2003). In 1923, the Meyer v. Nebraska case, which overturned a 1919 Nebraska statue 

claiming that “no person, individually or as a teacher, shall, in any private 

denominational, parochial, or public school teach in any subject to any person in any 

language other than that English language”  (Meyer v. Nebraska, 1923, p. 262). The 

United States Supreme Court ruled that the state’s ability to impose such restrictions 

“upon the people” was a violation of the Fourteen Amendment to the U.S. Constitution 

and an overstepping of the state’s role.  The Meyer v. Nebraska decision led to the 

reversal of other cases dealing with English-only statutes.   However, this case had little 

impact on the support of bilingual education 

The sink-or-swim method, also known as immersion, was adopted during this 

period.  The sink-or-swim method delivers instruction in English.  This method is viewed 

as an ineffective way to teach English to immigrant children because it does not provide 

help in overcoming language barriers that hinder students learning content (Crawford, 

1999; Fitzgerald, 1993; Gonzales, 2008; Ovando, 2003).  
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In Texas, English only instruction was enforced to a maximum.  The Texas 

legislature passed a law making it a criminal offense to teach in any language other than 

English. Children were punished for speaking their heritage language on the school 

grounds (Crawford, 1999; Fitzgerald, 1993; Gonzales, 2008; Ovando, 2003).   

During World War II there was a major change in regard to the United States’ 

attitudes toward a lack of foreign-language instruction because science, math, and 

language were essential components of the military for diplomatic endeavors.  Therefore, 

the military became focused on the teaching of foreign language, which was also 

essential during the Cold war (Crawford, 1999; Fitzgerald, 1993; Gonzales, 2008; 

Ovando, 2003).  Because these skills were essential, this led to the creation of the 

National Defense Education Act of 1958.  The primary goal of the National Defense 

Education Act was to raise the level of foreign language, and other subjects in the United 

States.  However, the National Defense Education Act did not improve the teaching for 

English language learners until the 1960s when the Civil Rights Movement began and the 

Civil Rights Act was passed (Crawford, 1999; Fitzgerald, 1993; Gonzales, 2008; Ovando, 

2003).     

Bilingual education programs began to reappear during the 1960s, because of a 

grant funded by the Ford Foundation.  An experimental program was established in Dade 

County, Florida, to help Cuban refugees learn English (August & Hakuta, 1997).  Cuban 

refugees wanted their children to maintain their heritage language and also acquire 

English simultaneously.  Thus, the Cuban community established a two-way bilingual 

education program at Coral Elementary School in Dade County.  The success of this 
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experiment helped to support bilingual education programs around Florida and across the 

nation. In 1968 President Johnson signed into law the Bilingual Education Act, allocating 

funds to establish bilingual education programs for English language learners (August & 

Hakuta, 1997; Crawford, 1999; Fitzgerald, 1993; Gonzales, 2008; Ovando, 2003). The 

Bilingual Education Act of 1968 marked a new era for those whose native language is 

other than English.  The Elementary and Secondary Education Act (ESEA) of 1965 was 

amended to add Title VII, the Bilingual Education Act. This program established federal 

policy recognizing bilingual education as a viable method for economically 

disadvantaged language minority students. It allocated funds for innovative programs and 

recognized the unique educational disadvantages faced by non-English speaking students.  

Funds could also be used to train teachers and teaching assistants to develop and 

disseminate instructional materials and to promote parental involvement (August & 

Hakuta, 1997, Crawford, 1999; Fitzgerald, 1993; Gonzales, 2008; Ovando, 2003).  

In 1974 a major event in the history of bilingual education took place.  The   Lau 

v. Nichols court case was brought on behalf of Chinese students in the school district of 

San Francisco.  The students did not speak English, and therefore, they did not 

understand the instruction that was being provided in English.  The school district did not 

have bilingual programs to meet the diverse needs of these students (Crawford, 1999; 

Fitzgerald, 1993; Gonzales, 2008; Ovando, 2003).  The Supreme Court ruled that 

identical education does not constitute equal education under the Civil Rights Act. Justice 

Douglas said: 
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“There is no equality of treatment merely by providing students with the same 

facilities, textbooks, teachers, and curriculum; for students who do not understand 

English are effectively foreclosed from any meaningful education…We know that 

those who do not understand English are certain to find their classroom 

experiences wholly incomprehensible and in no way meaningful” (Lau v. Nichols, 

1974, p. 5637).  

In 1980 President Reagan argued that the preservation of native language was 

anti-American and increased funding for English immersion programs.   As a result, in 

1983, the English Movement began to gain support (Crawford, 1999).  In 1987, 

Proposition 187 was approved in California, restricting services to illegal immigrants.  

Soon after, Proposition 227 was passed, making English the primary medium of 

instruction for English language learners.  Other states followed California’s propositions 

approving the English-only movement. These included Arizona, Colorado, Washington 

and Massachusetts (Crawford, 1999; Gonzales, 2008; Ovando, 2003).   In 1999, President 

Clinton’s administration restored funding to bilingual education programs. However, the 

administration allowed only two years to learn English, and increased funding for English 

immersion programs, thus hindering the implementation of dual language programs 

(Crawford, 1999; Gonzales, 2008; Ovando, 2003). In 2001, President George W. Bush 

proposed the No Child Left Behind Act (NCLB) that replaced the Bilingual Education 

Act of 1968 (Ovando, 2003). 

 Bilingual education in Texas.  The process of bilingual education is very 

complex. It is more than simply teaching in two languages since it is closely related to 
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educational equality, assimilation of minority students, and the development and 

maintenance of heritage languages (Lara-Alecio, Galloway, Gomez, & Rodriguez, 2004).  

There have been many changes in demographics and our society has become more 

diverse. According to a statistics report by the U.S. Department of Education, there were 

over five million English Language Learners (ELLs) students going to public school 

during the 2004-2005 school year (Department of Education, 2004). Lara-Alecio, 

Galloway, Gomez, & Rodriguez, 2004), stated that in he state of Texas there were 

684,007 ELLs enrolled in K-12 during the 2004-2005 school year.  Furthermore, 97% 

speak Spanish as their first language (L1) (National Clearinghouse for English Language 

Acquisition [NCELA], 2002). In the state of Texas any student who has a home language 

other than English and who is identified as Limited English Proficient (LEP) must be 

provided an opportunity to participate in a bilingual or English as a second language 

program (Lara-Alecio, Galloway, Gomez, & Rodriguez, 2004).  There are four bilingual 

programs offered at the elementary level in Texas.  These are: English as a second 

language (ESL), English immersion, transitional bilingual and two-way bilingual 

education, also known as dual language immersion (Lara-Alecio, Galloway, Gomez, & 

Rodriguez, 2004).  The Texas Education Code mandates that all school districts with a 

minimum of 20 English language learners (ELLs) of the same grade level in any 

language classification be required to provide a bilingual education program (Lara-

Alecio, Galloway, Gomez, & Rodriguez, 2004).   In addition, it requires that all ELLs for 

whom a district is not required to offer a bilingual education program should provide an 

ESL program, regardless of the student’s grade levels and home language, and regardless 
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of the number of such students (Lara-Alecio, Galloway, Gomez, & Rodriguez, 2004).  

Bilingual Education Programs 

 English as a second language program.  Researchers defined English as a 

Second Language (ESL) programs as pull-out ESL at the elementary level and class 

period ESL at the middle or secondary level (Lara-Alecio, Galloway, Gomez, & 

Rodriguez, 2004).  The main focus of the instruction in English as second language 

programs is grammar, vocabulary, and communication rather than instruction in the 

content areas (August & Hakuta, 1997).  During ESL pull-out sessions students are taken 

out from their mainstream classroom for this special instruction; consequently, these 

students lose valuable access to the mainstream curriculum (Lara-Alecio, Galloway, 

Gomez, & Rodriguez, 2004).    In this type of program the students may learn basic 

communication skills, such as everyday language needed to function in social situations.  

Cummins (1984) stated that ELLs use Basic Interpersonal Communication Skills (BICS) 

in the playground and in the lunchroom, while playing or talking with other 

children(Lara-Alecio, Galloway, Gomez, & Rodriguez, 2004).   However, the students do 

not have enough time to learn and to build on their academic language skills.  Past 

research has indicated that ESL pull out is the most ineffective of all the bilingual 

programs (Collier, 1989; Thomas & Collier, 1997).  

 Transitional bilingual programs.  August and Hakuta (1997) said that the 

majority of the students in the transitional bilingual programs are ELLs.  Such programs 

serve as a bridge to English.  Transitional bilingual programs provide the necessary 

support in L1 in the content areas.  The primary goal of the transitional bilingual program 
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is early exit and providing the support necessary to function in all academic content areas 

and succeed in school (Alanis, 2000; Lara-Alecio, Galloway, Gomez, & Rodriguez, 

2004).   

 English immersion.  August and Hakuta (1997) said researchers defined English 

immersion programs as “English-Only” or “Sink or Swim.”  In the English immersion 

programs the instruction provided to students is in English only.  There may not be any 

accommodations or any type of ESL instruction to support the students.  The primary 

goal in the English immersion program is for students to attain proficiency in the oral and 

written language and full academic achievement. There is no support provided to 

maintain or develop the heritage language or culture (Cloud, Genesse, & Hamayan, 

2000).  

 Two-way bilingual education/dual language programs.  Cloud, Genesee, & 

Hamayan, (2000) defined dual language programs as bilingual immersion and two-way 

bilingual programs.  These programs integrate language majority and minority students in 

the same classroom with one goal in mind, that is, for both groups of children to attain 

bilingualism and biliteracy in both languages.  Approximately half of the students in dual 

language programs are native speakers of English, and the other half are English 

language learners (August & Hakuta, 1997).   

Dual Language Programs  

Lara-Alecio, Galloway, Gomez, and Rodriguez (2004) stated that two-way 

immersion programs, also known as dual language programs, were first introduced in 

Canada in the 1960s.  The primary focus was to provide English-speaking students with 
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an opportunity to learn the two official languages of Canada, French and English 

(Genesse, 1994).  The first dual language programs in the United States were introduced 

in 1963 in Dade County, Florida, to allow the children of Cuban refugees to become 

fluent in English and Spanish (August & Hakuta, 1997; Genesee & Gandara, 1999).  In 

the 1970s well-educated English speaking parents became interested in bilingual 

programs in the form of dual language immersion.  A great example of a dual language 

immersion program is Oyster Elementary in Washington. D.C. The program’s primary 

goal is to emphasize the cultural diversity of the students (Crawford, 1999; Genesee & 

Gandara, 1999).   

Lara-Alecio, Galloway, Gomez, and Rodriguez (2004) stated that dual language 

programs have been in operation for over 40 years, and there has been a dramatic growth 

in the past 15 years, with language minority students increasing rapidly. The fastest 

growing populations are Spanish speakers (National Clearinghouse for English Language 

Acquisition, 2002).  However, the Hispanic dropout rate is exceptionally high, suggesting 

that the current educational methods are not meeting the needs of Hispanic students and 

that alternative approaches will better serve their needs (National Center for Education 

Statistics, 2002).  

Most of the dual language programs are found in public schools; only a few 

operate in the private sector (Lara-Alecio, Galloway, Gomez, & Rodriguez, 2004).  The 

state of Texas has eight schools that provide dual language programs.  These are in five 

public school districts and one private school district.  Out of those school districts, there 
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are two pre-schools, seven elementary schools, and one middle school that are dual 

language programs (Center for Applied Linguistics, 2006).  

Howard and Sugarman (2001) posited that the languages of instruction in the dual 

language programs are English and Spanish, Chinese and English, French and English, 

Korean and English, and Navajo and English.  Most of the students enrolled in the dual 

language programs are native speakers of one or both languages.   

 Goals of dual language programs.  August and Hakuta (1997), Genesee (1994), 

and Howard, Sugarman, and Christian (2003) argued that there are four primary goals of 

all dual language programs: 1) All students in the dual language programs will develop a 

high level of proficiency in home language and the native speakers of English will 

develop high levels English language;  2). Every student will develop high levels of 

proficiency in the target language; 3) Students will perform at grade level or above grade 

level, as their counterparts; and 4) Lastly, every student will develop positive attitudes 

toward those who speak the other languages.  

 Advantages of dual language programs.  August and Hakuta (1997) pointed out 

that there are many advantages with regard to being in a dual language program and there 

are advantages for being multilingual.  Cummins (2000b) said that being multilingual 

enriches and enhances a child’s cognitive and educational development, as well as his/her 

cultural, and economic advantages.  Research has shown that students who acquired high 

levels of proficiency in a second language experienced certain cognitive and linguistic 

advantages when compared to their monolingual peers (Lara-Alecio, Galloway, Gomez, 
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& Rodriguez, 2004).  Bilingual students often demonstrate creativity and problem solving 

skills (Cloud, Genesee, & Hamayan, 2000).  

Cummins (2000b) said that English language learners make progress in acquiring 

English because literacy instruction is provided in the students’ primary language. This is 

advantageous since they are able to apply the skills from their primary language to the 

second language acquisition, using their home language as a foundation (Cloud, Genesee, 

& Hamayan, 2000).   

Lara-Alecio, Galloway, Gomez, and Rodriguez (2004) stated that there are also 

socio-cultural advantages to being bilingual. It gives a child the ability to communicate 

with people he/she would otherwise not have a chance to know.  It opens the door to 

other cultures and helps the child understand and appreciate people from other countries 

(Cloud, Genesee, & Hamayan, 2000).  It gives the child a head start in language 

requirements for college, increases job opportunities in many careers where knowing 

another language is a real asset.  Lastly, it develops bi-literacy (Cloud, Genesee, & 

Hamayan, 2000).  With all these added benefits of being in a dual language program, 

ELL students are more likely to succeed in school.   

 Characteristics of dual language programs.  Many schools across the nation are 

now providing dual language programs in order to provide educational opportunities to 

both language minority and language majority students (Center for Applied Linguistics, 

2000).  Language minority students and language majority students are integrated in the 

classroom for academic instruction in the native language and in English.  Dual language 

programs are often described as language additive because students are acquiring the 
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target language and at the same time preserving their heritage language (Lara-Alecio, 

Galloway, Gomez, & Rodriguez, 2004).  The goal of dual language programs is to 

develop biliteracy skills and bilingualism in all students (Cloud, Genesee, & Hamayan, 

2000). In addition to the academics, dual language programs cultivate an environment 

that fosters academics in both languages (Lara-Alecio, Galloway, Gomez, & Rodriguez, 

2004; Howard, Sugarman, & Christian, 2003).  In the dual language programs the 

primary goal is to develop proficiency by implementing instruction in the students’ home 

language and in English (Howard, Sugarman, & Christian, 2003). 

 Literacy development in the dual language.  Brisk and Harrington (2000) write 

about literacy development in English language learners, which can be done most 

effectively in the implementation of the dual language programs.  Literacy development 

will depend on the program model the school chooses to follow, although literacy among 

bilingual students is different from literacy among monolinguals.  Howard, Sugarman, 

and Christian (2003), suggest that literacy is an essential component in the dual language 

program. Literacy instruction is in students’ native language; thus, students will develop 

proficiency in reading, writing, speaking, and listening in their native language.  The 

literacy approach used in many dual languages classroom is a balanced approach, such as 

hands-on instruction and cooperative learning groups.  

The development and instruction of literacy in a dual language program is very 

unique (Howard, Sugarman, & Christian 2003). Teachers must select meaningful and 

appropriate materials for literacy development (Cummins, 1994; Cummins, 2000a).  

Research shows that literacy knowledge that is developed in one-language transfers to 
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another one.  The approach to teaching literacy skills is based on Cummin’s Theory of 

Common Underlying Proficiency (Cummins, 1994; Cummins, 2000a), which posited that 

knowledge learned in one language is transferred to the second language once students 

have acquired the linguistic skills to express that knowledge.  Cummins (1994; Cummins, 

2000a) also pointed out that an instructional focus on the development of dominant 

language literacy will have a positive impact on second language literacy.    

Cummins theory (1994) is described as the “Interdependence Hypothesis,” and it 

served as a foundation for the research he has conducted over the past two decades. His 

theory established a dynamic rationale for the utilization of a student’s first language to 

assist in the formulation of the second language literacy.  Furthermore, Cummins 

(Cummins, 1994; Cummins, 2000a) maintained that once the student is literate in the 

primary language, verbally proficient in the primary language, and verbally proficient in 

the second language, cognitive and academic skills transfer to the student’s second 

language.  This is a natural process (Cummins, 1994; 2000a).  However, Cummins 

(1989) hypothesized that there needs to be a definite threshold students must reach in 

order for the transfer to occur.   

Current research suggests that a major advantage of dual language programs is 

that students continue to study in two languages throughout the program (Cloud, 

Genesee, & Hamayan, 2000; Freeman, Freeman, & Mercuri, 2005).  The outcome of the 

instruction yields high levels of proficiency in the native language and the target 

language leading to positive transfer.  Dual language programs emphasize literacy in the 

first language during kindergarten, and first grade students spend their time learning the 
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minority language (Cloud, Genesee, & Hamayan, 2000; Freeman, Freeman, & Mercuri, 

2005).   This allows language minority students to acquire a threshold of proficiency in 

their native language, and it allows language majority students to be exposed to the 

second language (Cloud, Genesee, & Hamayan, 2000; Freeman, Freeman, & Mercuri, 

2005).  All students are instructed in the target language; thus, by the second grade, 

students begin to utilize both languages in literacy skills.  Furthermore, in second, third, 

and fourth grades, teachers set a time aside to instruct in the target language.  By the time 

students are in fifth grade, they begin to use both languages simultaneously (Cloud, 

Genesee, & Hamayan, 2000; Freeman, Freeman, & Mercuri, 2005).  

According to Krashen (1982) students acquire literacy in their native language or 

in the target language when it is comprehensible.  In order for all students to acquire the 

target language, teachers must focus on communication rather than memorization. To 

develop an effective reading program, teachers must focus on the meaning as the students 

begin to read and write in both languages.  Current research suggests that literacy 

instruction needs to provide substantial exposure in the elements of reading, such as text 

comprehension (Brisk & Harrington, 2000; Cloud, Genesee, & Hamayan, 2000). 

Assessment  

Researchers pointed out that there are four primary objectives in a dual language 

classroom while assessing students (Calderon & Minaya-Rowe, 2003; Cloud, Genesee, & 

Hamayan, 2000; Freeman, Freeman, & Mercuri, 2005).  

  Freeman, Freeman & Mercuri (2005) stated that the most significant objective 

while assessing students in a dual language classroom is to provide evidence to others 
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that the students are learning as expected.  Next, teachers must monitor the different 

learning styles, strategies, and attitudes among students in the dual language programs.  

Then, teachers must monitor student progress and learning in order to plan effective and 

appropriate instruction.  Lastly, teachers must be able to engage all students in self-

assessment (Calderon & Minaya-Rowe, 2003; Cloud, Genesee, & Hamayan, 2000; 

Freeman, Freeman, & Mercuri, 2005).  

Calderon and Minaya-Rowe (2003) pointed out that in order to plan for effective 

assessment in dual language programs, assessment needs to be authentic, ongoing, and 

planned; assessment needs to drive instruction (Cloud, Genesee, & Hamayan, 2000; 

Freeman, Freeman, & Mercuri, 2005).  The most important thing to consider when 

designing effective assessment in the dual language program is that there needs to be a 

clear distinction between the students’ language proficiency and their academic 

achievement (Cloud, Genesee, & Hamayan, 2000; Freeman, Freeman, & Mercuri, 2005).   

Designing and implementing an effective assessment for the ELLs is critical 

because of the No Child Left Behind Act (NCLB) (2001) as well as the high stakes 

testing which restricts the curriculum, and according to researchers, forces many teachers 

to teach to the test (Calderon & Minaya-Rowe, 2003).  This reduces the quality of the 

instruction rather than enhancing it (Calderon & Minaya-Rowe, 2003).  According to 

Cummins (1981), it takes anywhere between five to seven years to develop cognitive 

academic linguistic proficiency, which is the language required for formal learning and 

literacy activities; higher levels of cognition, required for abstract thinking and academic 

success.  Cloud, Genesee and Hamayan (2000) wrote that designing and implementing an 
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effective alternative form of assessment is critical for the ELL.   Benson and Smith 

(1998) argued that alternative forms of assessment, also known as authentic assessment, 

are meant to reflect the actual learning of ELLs.  According to Davies and Wavering 

(1999) authentic assessment also promotes learning, higher level thinking, provides 

differences in learning styles, and communicates evaluation criteria.  

Considering the perspectives of Vygotsky (1987), tests measure students’ 

independent performance and measure only what students have already learned. Tests 

should also assess students’ potential development, also called the zone of proximal 

development.  The zone of proximal development is the discrepancy between the 

students’ actual development and the higher level thinking they can reach by being 

supported with adult collaboration.   

Farr (1992) reported that alternative assessment is becoming widely accepted 

among educators.   Alternative assessment has been practiced in education for many 

years. It has only been since 1990 that it has become part of the assessment reform 

(Bauerr, 1999). Tierney (1998) claimed that developing alternative assessment practices 

are difficult; however they are very rewarding. Classroom based assessments are meant 

to meet the needs of individual children. Supporters of alternative assessment believe that 

assessment drives instruction, and should be aligned with the curricula, and child 

centered; it is typically teacher created.  It also provides insights to teachers about student 

needs.  One of the widest forms of alternative assessment is portfolios (Bauer, 1999).  

Alternative assessment includes constructive reflection on student learning.  Ewing 

(1998) argued that natural teachers have used alternative assessment throughout history.  
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Further more, Ewing (1998) posited that standardized testing constricts all learning to 

paper and pencil by having children answer in a multiple-choice format.  In contrast, 

alternative assessment allows for the students to reflect, is centered on the individual 

child, and aligned with the curriculum.  Researchers have concluded that assessment in 

the classroom often affects teaching practices.  The development of student centered 

curriculum calls for assessment techniques that are appropriate to student learning and 

able to provide teachers with insights.  Educators are looking for alternatives when 

assessing students.  When assessing children, educators need to look at a wide variety of 

information, not just a single score.  Often parents and children do not understand that a 

test score is a just a piece of information, and they perceive this score as leading to 

retention or promotion (Benson & Smith, 1998).  Alternative assessment provides 

teachers with information, planning, and a tool for communicating effectively with 

parents and administrators (Benson & Smith, 1998).  Garcia and Pearson (1994) argued 

that formal assessment is inadequate for ELL students, because ELL’s do not perform 

well on standardized testing.  These particular students perform better on teacher-created 

tests than they do on standardized tests (Hafner & Ulanoff 1994).  Furthermore, 

standardized tests are difficult to understand and very rarely do they provide information 

about why students are performing poorly (Hafner & Ulanoff 1994).  Language minority 

students lack the schema and strategies required to be successful on standardized testing.  

Language minority students can best be assessed by using authentic assessment, since it 

is teacher created. Authentic assessment takes into account the curriculum taught in the 

classroom and reflects on students’ learning and progress over a period of time (García & 
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Pearson 1994).    Moya and O’Malley (1994) suggested that standardized testing, as the 

only means of measurement does not provide insight as to why students are performing 

low and cannot show student progress over time. 

O’Malley and Valdez-Pierce (1996) wrote that portfolios as a form of assessment 

and evaluation have been recognized as a means of measuring creativity, critical and 

reflective thinking, and life long learning.  Implementing portfolios in the classroom is a 

way of giving students the opportunity to become engaged and active learners. Cloud, 

Genesee, and Hamayan (2000) stated that portfolios allow for critical thinking, promoting 

metacognition or self-awareness. Portfolios provide students with a sense of ownership, 

develop collaboration with peers, and provide teachers with insight into the student 

thinking process.  Portfolios give a holistic picture of student learning, and this is 

important because a portfolio does what standardized tests cannot do (Calderon, & 

Minaya-Rowe, 2003).  Portfolios are aligned with the child’s learning and the curriculum 

(Bergeron, Wermuth, & Hammar, 1997).  Portfolios look at the growth students make 

over a period of time. Portfolio artifacts provide the teacher with valuable information 

about the learner (Bergeron, Wermuth, & Hammar, 1997).   When the teacher reflects on 

a student’s work, he/she can look back and see how the children have made progress and 

what strategies they are using (Flippo, 2002). In addition O’Malley and Valdez-Pierce 

(1996) reported that portfolios in the classroom are essential for children, but so are tests.  

It’s good to use tests; however, the teacher needs to know what is going to be measured 

and to be aware of the limitations.  Tests do not provide constructive feedback to children 

about their learning.  Flippo (2002) stated that alternative assessment provides another 
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sort of data.  Portfolios are authentic because they include children’s samples of items 

created in the classroom.  Educators need to remember that test scores are the product of 

tests but fail to resemble classroom activities that allow children to create and reflect. 

Portfolios offer children opportunities to look at the growth over a period of time 

(Benson, & Smith, 1998).                                                                                                    

Reading Fluency  

Reading fluency is often referred as the ability to read with a natural performance.  

The National Reading Panel defined reading fluency as “the ability to read accurately, 

and with expression (National Reading Panel, 2000).  However, Harris and Hodges 

(1995) defined fluency in The Literacy Dictionary, as “freedom from word identification 

problem that might hinder comprehension” (p.85).  Rasinski (2006) defined reading 

fluency as the relationship with reading past of the literacy acquisition.  

Moyer (1982) posited that reading fluency has two main elements, which are 

accurate word recognition and reading rate.  Moyer also pointed out that one the primary 

goal in fluency is to enhance the reader’s comprehension.  Reading fluency has been 

recognized as a critical element in the process of reading and the bridge to reading 

comprehension.  Rasinski (2006) pointed out that reading fluency is critical to the 

student’s success in literacy development.  Allington (1983) calls reading fluency a 

“neglected goal” in reading instruction.  Although fluency is a vital skill for the success 

of all readers, it has been ignored in past.  Fluency is also considered pivotal in the 

instruction of reading, yet it has been neglected (Reutzel & Hollingsworth, 1993).   It was 

assumed that fluency was going to follow by word recognition and identification.  
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However, Allington suggested that interpretation of fluency is often misunderstood by 

educators, often leading to further instruction in letter and word recognition for non fluent 

readers (Allington, 1983).  Zutell & Rasinski (1991) explained that there are two 

elements of reading, which are as follow: the rate aspect fluency as “pace” and the 

automatic word recognition as “smoothness.”  Dowhower (1991) explained the third 

component of fluency as the prosody, which is often referred as the ability to read with 

“expression”.  Prosodic is often considered reading with expression, intonation and the 

appropriate rate, when this is achieved then the students have become fluent readers 

(Dowhower, 1991).  

Allington (1983) pointed out that students may struggle identifying prosodic cues 

when reading orally due to the written text not having definitive signs as to what 

represents the expected phrasing.  Richards (2000) suggested that once teachers have 

identified the three components of reading fluency, it is crucial to decide how to provide 

students with rich and meaningful instruction to facilitate fluency.  Allington (1983) 

suggested that fluency instruction is seldom noted as an instructional goal in reading 

skills. Furthermore, Allington explained six hypotheses: First, students must have models 

of fluent oral reading at home.  Second, successful readers are encouraged to focus on 

reading expression.  Third, students who read fluently and with expression are provided 

with more opportunities to read. Fourth, fluent readers often read books at their reading 

level.  Fifth, fluent readers are given ample opportunities to read silently and reread 

sentences as needed to understand the meaning.  Lastly, fluent readers understand the 
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main objective of fluency is to read with expression, intonation, but most importantly to 

read for comprehension.  

There are many advantages for students who read fluently.  One of the advantages 

for fluency is to eliminate the decoding of words readers encounter in the text.  Instead 

readers will be able to recognize words automatically and accurately.  Previous 

researchers have defined fluency in different ways, such as speed and accuracy 

(Chomsky, 1976; LaBerge & Samuels, 1974). Calkins (2001) defines fluency as the 

ability to read with expression, a student who pauses for a long period of time is at risk 

for hindering comprehension.  Although reading fluency is an important factor in the 

process of reading instruction, it has been neglected in the past, nonetheless is one of the 

most important elements in the reading curriculum (Allington, 1983, Anderson, 2004, 

Reutzel & Hollingsworth, 1993).          

Developing reading fluency is an important element in reading instruction and can 

be achieved through repeated reading.  Previous research has indicated the importance of 

repeated reading in fluency instruction.  Dowhower, (1987), Herman, (1985), and 

Rasinski (1990) pointed out that repeated reading gives readers the ability to build on 

fluency.  Allington (1983) suggested that students who become fluent readers only 

accomplish their goal by practicing.   

Researcher has shown that repeated reading helps students with fluency. Samuels 

(1997) argued that repeated reading consists of rereading small passages until fluency is 

accomplished.   In addition, repeated reading can assist students to develop reading 

fluency and proficiency. Furthermore gains in fluency made during repeated readings 
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transfers from one text to the next (Moyer 1982; Rasinski 2006).   Dowhower (1987) 

argued that as a result of repeated reading students improve reading fluency, rate, 

accuracy, comprehension, and prosody. Furthermore, Samuels (1979; 1997) found out 

that repeated reading can successfully help poor readers with fluency. 

Moyer (1982) suggested that teachers should choose repeated reading materials 

that pose little difficulty in word recognition.  Repeated reading should be done everyday, 

if at all possible.  

Current research states that motivation is a critical element in the student’s 

disposition to read.  Motivation plays an essential role in the development of a  

student’s fluency (Deci & Ryan, 1985; Dweck & Elliott, 1983; Marinak, 2007;  

McCombs, 1989).   Furthermore, research indicates that there is a strong relationship 

between fluency and motivation. The engagement of reading entails holding a purpose 

seeking to comprehend, believing, and most importantly taking the responsibility to learn 

(Cambourne, 1995).  Morgan and Fuchs (2007) argued that children who read more 

frequently grow to become fluent readers.   In addition, children’s beliefs about their 

ability to read and the reason why they want to be good readers plays a major role in 

developing fluency.  Students’ dispositions include reader’s attitudes, and perceptions of 

the self as a reader.  Alexander and Jetton (2000) pointed out that learning is not able to 

take place in a meaningful way without the learner’s motivation.  The perceptions of the 

reader may influence their engagement in reading.  Henk and Melnick, (1992) and 

Wigfield and Guthrie (1997) suggested that self-perceptions can often have a strong 

impact on a student’s decisions to engage in reading activities.  Furthermore, Walker, 
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Mokhtari, and Sargent, (2006) claimed that reading fluency is influenced by dispositions, 

which include attitudes toward reading, perceptions of self as a reader, and reading habits 

in regards to reading activities.  If the reader increases self-perception then positive 

dispositions towards reading will be improved.  As a result the amount of reading 

students do will increase, thus reading fluency will improve (Walker, Mokhtari, & 

Sargent, 2006).   Previous research suggested that children who are motivated to read 

spend more time reading than those who are not motivated to read (Guthrie, Wigfield, 

Metsala, & Cox, 1999; Morrow, 1992; Wigfield & Guthrie, 1997). In addition, children 

who spend additional time reading can comprehend better than those children who are 

not motivated to read. Reading motivation has also been linked to the development of 

lifelong readers (Morrow, 1992; Wang & Guthrie, 2004). 

Reading Comprehension 

According to Vygostky (1962) and a constructivist notion, children learn to draw 

on prior knowledge, to make inferences, and construct meaning (see Dixon-Krauss, 

1996). Cramer (2004) pointed out that the search for meaning is aided by the reader’s 

prior knowledge; schema theory implies that comprehension is an interactive relationship 

involving the reader’s background knowledge and the text.  If the readers do not possess 

the background knowledge, the comprehension will break down. 

Researchers define comprehension as the process of constructing meaning using 

the reader’s background knowledge, in which text can be read with accuracy and fluency 

(Fountas & Pinell, 1996; Tompkins, 2003).  Schema theory suggests that, a reader’s 

schema, or organized knowledge of the world, provides the basis for comprehending and 
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learning.  Anderson (2004) argued that readers are able to comprehend reading when the 

message that is being read fits with schema that gives a clear visual picture of the events 

described in the message. According to Vacca and Vacca (1999), schemata influences 

reading comprehension in three different ways. First, schema provides a framework for 

learning that allows readers to search for relevant information for their purpose of 

reading, and make inferences and connections. Next, schema aids readers in organizing 

the information, allowing them to retain and recall it. Lastly, schema allows readers to 

elaborate on their information with regard to reading.  Moreover, schema theory also 

points out that reading interpretation will depend on the reader’s culture and background 

(Anderson, 2004).  According to Fountas and Pinell (1996) readers bring their personal 

experience, their knowledge about the world, and their previous experiences in reading. 

In addition, if the readers do not make connections to the reading, they will lack 

comprehension (Anderson 2004).  

 Strategies and techniques to teach for comprehension. Current research 

suggests that comprehension skills are used in conjunction with reading strategies.  

Comprehension skills include separating fact from opinions, comparing and contrasting, 

and tapping into prior knowledge using an array of strategies (Brisk & Harrington, 2000; 

Cramer, 2004; Tompkins, 2003). Muñiz-Swicegood (1994) wrote that one of the current 

areas of concern is trying to understand how ELL students think, approach a learning 

task, process, retain information, and most efficiently solve higher level thinking 

problems. However, for many second language learners, instruction in the use of 

cognitive strategies is almost nonexistent (Padron, 1994). Reading comprehension may 
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be enhanced through teaching specific reading comprehension strategies and providing 

students with better awareness and self-control of the reading task  (Brisk, & Harrington, 

2000; Cloud, Genesee, & Hamayan, 2000; Padron, 1994). 

 Read aloud.  Tompkins (2003) posited that think aloud is a strategy that enhances 

the reading process.  It allows students to monitor their reading before, after, and during 

the process.  Moreover, it requires the readers to stop at different points during reading 

and discuss what they are reading, checking for understanding and comprehension 

(Cramer, 2004; Fountas & Pinell, 1996). According to Heller (2007), retelling is a 

strategy that is often used as part of miscue analysis.  Retelling is normally used during 

and after reading.  It allows readers to internalize the reading, and comprehension is 

evaluated on the meticulousness of the retelling (Cramer, 2004; Fountas and Pinell, 1996; 

Tompkins, 2003). 

Beck and McKeown (2001) suggested that reading aloud is a strategy used to 

enhance young children's language and comprehension abilities. Although, the activity is 

not an easy one, there can be several pre-reading questions to ask before the beginning of 

the reading and during the read-aloud (Zainuddin,  Yahya,  Morales-Jones, & Ariza, 

2003).  

According to Brisk and Harrington (2000), read-aloud interactions are based on 

open questions that the teachers pose that ask children to consider the ideas in the story, 

talk about them, and then connect them as the story moves along. Reading aloud not only 

builds comprehension, but also attends to children’s language development (Beck & 

McKeown, 2001; Zainuddin, Yahya, Morales-Jones, & Ariza, 2003). 
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One of the most valuable aspects of the read-aloud activity is that it gives children 

experience with de-contextualized language, requiring them to make sense of ideas that 

are about something beyond the here and now. The key to experiences with de-

contextualized language that make them valuable for future literacy seems to lie not 

merely in listening to book language, but in talking about the ideas (Beck, & McKeown, 

2001; Brisk, & Harrington, 2000; Zainuddin,  Yahya,  Morales-Jones, &  Ariza, 2003).  

 The journal.  According to Brisk and Harrington (2000), the journal is another 

strategy that is used to enhance comprehension. It is a place where children can record 

their thoughts, feelings, and reactions to a story that they have just heard or read.  It is 

also a place where students acquiring English can express themselves about topics that 

are meaningful and purposeful to them, using either their first language or second 

language.  In addition, journal writing provides students acquiring English with the 

opportunity to develop fluency in a meaningful context.  It also encourages risk taking 

because it is a non-threatening literacy activity in which the children know they can 

experiment with the second language as they strive to communicate their thoughts in 

written form.  Thus, it provides students with the opportunity for independent writing that 

is characteristic of an emergent literacy perspective (Zainuddin, Yahya, Morales-Jones, & 

Ariza, 2003). 

Researchers stated that journals could take a variety of forms, such as individual 

journals, buddy journals, and dialogue journals.  All are appropriate activities; however, 

they have different purposes.  At times, journals are used simply for students to write 

their personal thoughts.  At other times, as with dialogue journals, they can be used to 
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teach new vocabulary, punctuation, and spelling.  The most commonly used journal is the 

dialogue journal.  Dialogue journals can be very effective with second language learners.  

Individual students can regularly write entries to their teachers on a variety of topics 

selected by the student or suggested by their teacher.  The teacher responds using an 

appropriate level of writing.  The response often contains questions designed to generate 

more writing on the part of the student (Brisk & Harrington, 2000; Zainuddin, Yahya, 

Morales-Jones, & Ariza, 2003). 

 Guided reading.  Children are more likely to reach their performance when 

supported by assistance during collaboration with an adult, making guided reading an 

appropriate strategy in meeting the needs of our diverse learners.  This teaching approach 

is designed to help students learn how to process a variety of increasingly challenging 

texts with understanding and fluency (Dixon-Krauss, 1996; Thomkins, 2003). The 

process of guided reading occurs in a small-group context because the small group allows 

for interaction among readers and benefits them all. Fountas and Pinell (1996) said that 

the teacher selects and introduces a text to the readers, supports them while reading the 

text, engages the readers in a discussion, and makes teaching points after the reading. 

Sometimes, after reading a text, the teacher extends the meaning of the text through 

writing, text analysis, or another learning activity. The lesson may also include work with 

words, based on the specific needs of the group.  The ultimate goal in guided reading is to 

help children learn how to use independent reading strategies successfully (Thomkins, 

2003).  
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Cooperative groups.  Another strategy that is essential for teaching 

comprehension is the use of cooperative learning groups. According to Vygostky (1962), 

cooperative groups are beneficial to all students.  They are valuable because children are 

able to acquire social skills. In addition, cooperative groups are important in children’s 

development and learning because of the different learning abilities found in groups. 

Capable peers can assist other children in the group, providing a positive, rewarding 

experience for all students (Dixon-Krauss, 1996). Calderon (1991) argued that 

cooperative groups give children who are considered academically low an opportunity to 

excel, as the students encourage and assist each other. Learning to help and support 

others in a safe classroom environment creates a community of learners helping and 

working together toward a common goal (Calderon & Minaya-Rowe, 2003; Cramer, 

2004; Dixon-Krauss, 1996).  

According to Calderon (1991) the use of cooperative learning groups for ELL 

students has many benefits.  These groups support interaction, and as a result the students 

develop and use of their first language in ways to support cognitive development.  

Furthermore the use of groups increases second language skills, increasing the frequency 

and variety of second language practice through different types of interaction. It provides 

inclusion of a greater variety of curricular materials to stimulate language use as well as 

the concept of learning, and it provides opportunities for students to act as resources for 

each other, thereby assuming a more active role in learning (Calderon & Minaya-Rowe, 

2003). 
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Assessing comprehension.  Flippo (2002) suggested that teachers can assess 

reading comprehension by having a student do the following: retelling texts, questioning 

and questions, open-ended questions, reading samples, reading inventories, closed 

assessments, and writing samples, just to name a few.  Retelling must include important 

information, such as ideas covered by the content within the selected material.  Fountas 

and Pinell (1996) suggested that the teacher should observe think alouds; prompt 

retellings of the material that students have just read; consult reading response journals; 

administer cloze procedures; assess reading and attitudes of students; and assess students’ 

response to literature. The implementation of rubrics can be useful and effective when 

establishing standards for students. Rubrics are created by the teacher, which clearly 

indicate and describe the criteria for a particular piece of work.  However, once students 

are familiar with the rubrics and how they are used to evaluate certain pieces of work, 

they soon begin to implement and craft their own rubrics.  Also, the creation of a rubric 

improves a student’s understanding of the notions and the skills that will be assessed 

(Cloud, Genesee, & Hamayan 2000; Zainuddin, Yahya, Morales-Jones, & Ariza, 2003).                                   

Teaching and the Importance of Reflection  

Teacher research in bilingual settings can be advantageous and powerful for the 

reason that it can encourage teachers to be proactive in their classrooms (Giroux, 1988). 

Teacher research can be interpreted as “teacher initiated classroom explorations seeking 

to further understand the classroom teaching and learning, and to bring change in their 

classroom practices (Gregory, 1988; Kemmins &McTaggart 1988).  Carr and Kemmins 
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(1986) suggested that teachers as researchers can gain the skills and knowledge necessary 

to question and understand their own practice.  

Furthermore, teacher research can use inquiry as a vehicle to reflect about, and 

improve their teaching and learning process (Richards & Lockhart, 1996).  

Erickson (1986) proposed that good teachers should have the ability to reflect on 

their own practices and share with others their findings from their reflection process. The 

current reform of education calls for improvement in the classrooms across the nation.  

Lyons and Kubler-Laboskey (2002) pointed out that teachers are constantly reflecting on 

their practices and thinking of ways to better their teaching, but very seldom is this put 

into the construction of knowledge and narrative. In addition, Lyons and  Kubler-

Laboskey (2002) have mentioned the purpose of teacher research is not to replicate, but 

to try in different settings.   

Britzman (1998) argued that reflective thinking is similar to critical thinking. 

Teacher research allows for reflection and investigation in its own practice. Nonetheless, 

reflection enables teachers to reflect and modify instruction. Teacher research brings 

attention to teaching (Donato, 2003; & Lyons & Kubler-Laboskey, 2002).  When the 

teacher reflects on students’ work, they can look back and see how the children have 

made progress and what strategies they are using (Flippo, 2002).                               

Summary 

Research in bilingual reading is limited, and further research is needed to explore 

obstacles that bilingual readers face while reading in the second language. We need to 

find out how they learn, how best to teach them, how to resolve those obstacles, and to 
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prove to other educators that the same strategies can be used while reading in both 

languages. Research suggests that an important feature in the dual language programs is 

reflective teaching (Cloud, Genesee, & Hamayan, 2000).  Therefore effective and explicit 

comprehension instruction is necessary to ensure the success of all ELLs. Muñiz-

Swicegood (1994) indicated that there is strong evidence on the lack of comprehension 

strategies and skills necessary for higher level thinking among ELLs.  In this study I  

focused on the explicit instruction of comprehension strategies and the development of 

higher level thinking among ELL students in my classroom. 
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CHAPTER III 

METHODOLOGY 

  

The purpose of this study was to learn how teacher research could be used to 

enhance reading fluency and comprehension in a first grade dual language classroom 

where the targeted language was Spanish.  Action Research allowed me, the teacher, to 

make the necessary changes within implementation throughout the research study. This 

Action Research process involved continuous communication between the students and 

the teacher and persistent self- reflection.                                                                            

Purpose of Action Research 

Glanz (1998; 2003) pointed out that Action Research is an important method of 

inquiry that can be used to help teachers understand their practice and provide useful 

information about their work.  Additionally, Greenwood and Levin (1998) pointed out 

that, “the core of element pragmatic Action Research is to create arenas for cogenerative 

learning for dialogue. The encounter between participants and research is the cornerstone 

on which mutual learning is built” (p.153).  According to Kemmis and McTarggart 

(1988), Action Research methodology is a cyclical form of inquiry. It is used to show 

progress through the research participants’ reflection, action and planning. Below is a 

diagram that I used for this Action Research study. The diagram is modified from 

Kemmis and McTarggart (1988). As the diagram indicates, Action Research allows the 

practitioner to plan, to act, to monitor and to reflect on the practice.  According to Glanz 
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Plan 

action monitoring 

re.lection 

(1998), reflection is an imperative process in this kind of research.  Sagor (1993) 

explained that Action Research serves three purposes. Those purposes are: “1. Building 

the reflective practitioner; 2. Making progress on school-wide priorities; and 3. Building 

professional cultures” (p.7). Stringer (1999), explained that Action Research should be 

“rigorously empirical and reflective (or interpretive), engage people as active participants 

in the research process, and result in some practical outcome related to the work of the 

participants” (p.xviii).  Action research is different from traditional research because it 

spirals and is a nonlinear process. The researcher is committed to changing and 

improving ones’ own practice.  

 

 

 

 

 

 

 

 

 

                                                                                                                          

Rationale 

 

Action 

Research 

Figure 1. The Action Research Cycle. Source: modified from Kemmis and McTaggart 1988, p. 11. 
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The focus of this Action Research study was to examine the process of enhancing 

fluency and comprehension in a dual language classroom where the targeted language 

was Spanish.  I became highly interested in finding ways to improve students’ 

comprehension and fluency.  After I accepted a teaching position in a first grade dual 

language classroom, where the target language was Spanish.  I learned that students in the 

classroom did not have the fluency or the comprehension they needed to be successful in 

the program.  I became intrigued in finding ways to improve students’ comprehension 

and fluency after one of the students took the Tejas Lee test (A Spanish Reading 

Inventory test) but failed the comprehension component.  I became concerned for the 

students.  I wanted all my students to be successful readers, and most of all I wanted them 

to read for meaning.  Mills (2003) pointed out that Action Research is one way to move 

toward that goal.  It allows the practitioner to solve a problem in the classroom. 

According to Calhoun (1994), Action Research can promote an environment where 

fluency and comprehension may be enhanced using repeated reading because during 

reading students are engaged in the process of improvement.   

This research study provides a self-reflection paradigm of the researcher’s 

practice to promote student learning.  Mills (2003) explained that information is gathered 

using Action Research with the goals of “gaining insight, developing reflective practice, 

effecting positive changes in the school environment and on educational practices in 

general, and improving students outcome and lives of those involved” (p. 5).  

Action Research begins with a problem that needs improvement. At Gomez 

Elementary School improvement was needed in the areas of fluency and comprehension.  
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I needed to find ways to improve reading fluency and comprehension implementing 

repeated reading.  I implemented repeated reading with a group of students who needed 

continuous monitoring and evaluating while building a community of learning.  I created 

a safe environment where students could interact and collaborate together, and where 

students could take challenges and learn from each other.  In order to make progress on 

the implementation of repeated reading, it was necessary to be a reflective practitioner.  

The reflection aided the Action Research Cycle. It allowed me to think about my daily 

teaching practices and make modifications for the next lesson.  

 In this study, I was committed to the quest for student improvement specifically 

in the area of fluency and comprehension. Action Research was the most effective 

method for this study in that it allowed me to be the practitioner and the researcher. It 

also allowed me to be self-reflective and have conversations on different ways to address 

the implementation of repeated reading.  The dialogues that I recorded in my reflective 

journal allowed me to make decisions that impacted my teaching and create actions that 

determined students’ success.                                                                                               

Data Sources 

 Participants.  This action research study examined the work of the teacher and 

four students in a first grade dual language classroom where the target language was 

Spanish. I wanted a group that was socially, economically, educationally, and ethnically 

diverse. Based upon observations, it was probable that these students could benefit from 

explicit fluency and comprehension; consequently, they were considered a typical, 

purposive sample. More detail about the participants in this study will be presented in 
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Chapter 4 in the Background of the Participants. 

 Observations and field notes.  Observations were the primary form of data 

collected for the study.   Merriam (1998) suggested that field notes of observations 

provide an opportunity for a holistic interpretation of what the researcher is observing.  

The time, date, description of the physical environment, and the activities that are taking 

place at the time of the observation should be recorded in the field notes.  In addition, 

field notes should provide a vigorous description of the events, as well as my insights and 

questions (Merriam, 1998).  

 Interviews.  Focus group interviews were used as another significant form of data 

for the study. Interviews took place at the beginning, near the middle, and at the end of 

the study.  Seidman (1998) argued that the root of in-depth interviewing is an interest in 

understanding the lived experience of other people and the meaning they make of that 

experience.  In addition, Seidman (1998) pointed out that the most important way a 

researcher can study an educational organization, institution, or process is through the 

experience of the individual people, the “others” who make up the organization or carry 

out the process.   

 Researcher’s journal.  Reflection within Action Research is a critical element to 

the overall success of the plan (Hendricks, 2006).  Glanz (2003) explained, “Every 

educational leader should be mindful of the premise that reflection must lead to ’action’ 

in order to ‘improve’ our ‘schools’ (p. 243).  I kept a journal of my own perceptions of 

the implementation of the fluency and comprehension, which provided a narrative of the 

evolution of the process and the research plan. Having this type of documentation 
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provided me with the insights into the process of implementing the enhancement of 

fluency and comprehension in the classroom using the Action Research Cycle.  

 Documents.  The third type of data that I used during the study was documents.  

Documents included: student attitude survey, a weekly review of the books that students 

read, and comprehension questions created by me.  These comprehension questions were 

formatted like the Tejas Lee test. These documents were collected every Friday.  

Documents helped me uncover meaning and develop understanding relevant to the study 

(Merriam, 1988).                                                                                                                

Data Collection Procedures 

Data was collected during reading fluency instructional times. I attempted to 

collect data on 16 reading lessons over the course of the study. I observed my students 

daily for 15 minutes on fluency and comprehension.  I chose to collect data three times 

during the school year in order to show student’s growth and progress in reading fluency 

and comprehension (see Appendix 2 for a list of data collection dates).  

 Observations and field notes.  Observation is the chief means of collecting data 

in qualitative research and offers first hand accounts of circumstances under study. When 

combined with interviewing and document analysis, observation provided the opportunity 

for a holistic interpretation of the phenomenon being studied (Merriam, 1998).  During 

observation of the fluency and comprehension lessons, I took field notes.  Before I started 

making notes in my journal, I explained to the participants what I was going to do and 

what I planned to do with the information. I used my notes to plan my next lesson; during 

the transcription and analysis I tried to identify ideas for improving the following lesson.  
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I transcribed my observations on a daily basis.  The lesson along with fluency 

practices and performances were transcribed in their entirety.  I attempted to capture “real 

life” in the classroom during reading time.  

The observations for this Action Research study took place during the reading 

block.  The reading block usually took place every day for 90 minutes.  I was both the 

researcher and the teacher. I took observational field notes every Friday during fluency 

lessons. I completed 15 observations. I used a double entry journal. On one side I wrote 

down the observations and on the other side I wrote down my thoughts.  I typed my notes 

into a word document page. The word document files served as a place to reflect on my 

teaching practices.  

 Interviews.  The study began with baseline data collection in September 2008, 

which was a focus interview with the participants of the study.  The focus interview was 

completed to establish a baseline of reading.  The significance of the focus interview was 

to determine students’ perceptions of reading.  There were two additional interviews; one 

at the middle of the study and the third one at the end of the study. For the interviews, 

data was tape-recorded and then transcribed. Once transcribed, data was analyzed to 

determine the themes that might emerge.  

The nature of the interviews was conversational. In order to understand the 

relationship between fluency, comprehension, and motivation, I asked the focus 

participants questions (see Appendix 4 for a sample of the questions).  

The participant’s responses to interview questions were recorded as field notes. 

The answers to these questions gave me an idea about how participants felt about reading 
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from the beginning to the middle to the end of the study.  I wanted to know if their 

reading perceptions had changed.  The questions were the same as those of the initial 

interview.  

 Documents.  Documents were another type of data that I collected during the 

study.  Documents of all types can help the researcher uncover meaning, develop 

understanding, and discover insights relevant to the research problem (Merriam, 1998). 

During the study I had students provide written responses to questions that I created for 

the class.  Normally, I wrote the questions on the chalkboard, and students would copy 

them into their journals (see Appendix 3 for sample questions).  These documents helped 

me gain insight into students’ understanding and reading comprehension.                                                

Data Analysis and Interpretation 

Merriam (1998) stated that a qualitative design is emergent. The process of data 

collection and analysis is recursive and dynamic. The researcher uses initial analysis of 

previously collected data to inform future data collection (p.155).  I analyzed my field 

notes from each lesson to know how to plan the next lesson and what data I needed to 

collect next.  

According to Berg (2004) qualitative data needs to be reduced and transformed in 

order to make it more readily accessible, understandable, and to draw out various themes 

and patterns (p.39).  For this research, I translated the raw data into words and then 

assembled the extended text.  Although I had field notes to look at, I needed the data to 

be in a format that was useable; therefore, I listened and transcribed the data into a word 

document and highlighted the significant points from the field notes.  Graue and Walsh, 
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(1998) suggest the following activity for constructing a data record.  I developed an audit 

trail by circumspectly documenting all data and marking it according to a personally 

devised organizational system so that I could cross-reference and retrieve data easily.  

The main objective of qualitative research is to focus on the meanings behind the 

phenomenon.  Qualitative research can be best defined as a method that draws on an 

inductive process in which themes and categories emerge through analysis of data 

collected. Thematic data analysis was used.  Shank (2002) explained that thematic 

analysis involves building themes from the data. 

All of the interview documents became a part of the data pool. I combined the 

information from the interviews with the information collected during the observations to 

help me gain insight into the students’ backgrounds, as well as their understandings about 

reading fluency and comprehension.  

Some of the observations were documented in the form of field notes, which I 

took during the reading block.  These field notes were expanded upon completion of the 

reading block.  I thought of ways to improve student’s fluency; I reflected on the lesson, 

what I liked and what I wanted to change.  Analyzing the data was a time consuming and 

complex task. It required me to review extensive notes, interviews, and other data 

sources. In order to code the data, I used color-coding to highlight the relevant and 

important themes based on the content of the data. Then, the color codes were put 

together to form one theme. Once the data analysis was completed, it provided me with 

information to answer the questions I was asking. The analysis also provided me with 

insights to my teaching and was a catalyst for future research. As I identified patterns and 
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relationships, I was able to develop broader categories.  The coding process was not 

linear.  There was continuous interplay throughout the analysis between evolving 

interpretations and checking against the data. At each stage, ideas emerged that forced me 

to return to previous stages, re-thinking and making changes to the coding system to 

assure my interpretations were supported by data.  I looked at observation field notes, 

interviews, documents, and my researcher’s journals individually.  I looked for common 

patterns.  As I gathered the data and looked for emerging themes I started the coding 

process by coding data sources and participants initials.   

Confirmability of the data.  An audit trail of the data provides a means to ensure 

consistency and confirmability (Lincoln, & Guba, 1985).  Confirmability was achieved 

by tracing the raw data through the data analysis process, data reconstruction process, and 

the structuring of categories and themes.  In every instance where I made a reference to 

information in the study, I provided a trail to where such information could be found. For 

example: (Int1, P, 1) the first item shows directly where the information was found.  In 

this case, Interview 1. The second portion was the first initial of the person who made the 

statement.  Pancho was noted in the example above.  The final portion of the audit trail 

referenced the line number where the statement can be found in the interview transcript. 

In the example noted above, it refers to line 1. This process was used for all three 

interviews. 

The observation field notes were referenced as follows: (P, FN, 2, p. 3).  In this 

example, the “P” shows the first initial of the person that was being observed.  In this 

case, Pancho. The “FN” is for the observation field notes, followed by the observation 
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number, which in this case being observation number two. The last number indicates the 

page number where the field note can be found.   

The document audit trail varies according to the documents being referenced.  For 

instance, if the document were a benchmark test, it will be represented by “DC.”  If the 

document were teacher created questions in reference to the reading, it would be 

referenced as “TC.”   Using this coding allows the reader to refer to the exact location of 

the data being coded.                                                                                                       

Trustworthiness 

In order to achieve the level of trustworthiness in an Action Research process, a 

number of methods were used including triangulation and reflexive journaling.   

According to Lincoln and Guba (1985), trustworthiness is the same as believability.  

Trustworthiness supports the argument that the conclusions and results are believable and 

are worth the time they take to read.  Trustworthiness establishes rigor in a qualitative 

study.  In order to meet this criterion, Lincoln and Guba (1985) established that the true 

trustworthiness of a study can be increased by establishing credibility, transferability, 

dependability, and confirmability.  

 Credibility.  Credibility deals with the question of how research findings match 

reality.  In other words, do the findings capture what is really there?  Reality, according 

to Lincoln and Guba (1985), is a “multiple set of mental constructions…made by 

humans; their constructions are on their minds, and they are, in the main, accessible to the 

humans who make them” (p. 295). Because humans are the principal instrument of data 

collection and analysis in qualitative research, interpretations of reality are accessed 
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directly through their observations and interviews (Merriam, 1998, p. 203).  In this 

research, credibility was assured by triangulation, member checks, observation, artifact 

documents, and researcher’s journal.  

Triangulation is required to ensure use and acquire different forms of data 

from various perspectives (Mills, 2003). Triangulation of data is described as using 

multiple investigators, multiple sources of data, or multiple methods to confirm the 

emerging findings (Merriam, 1998). Although, observations and researcher’s journal 

were a significant source of information for this study, I used additional methods to 

collect data in an effort to broaden my data pool and support or contradict my 

interpretations and understandings.  Researcher’s journal, field note observations, artifact 

documents allowed me to provide answers to my questions and confirm information, and 

at the same time, provided rich description that made interpretations more credible. 

Taking data and tentative interpretations back to people from whom there were 

derived and asking them if the results are plausible is a member check (Merriam, 1998).  

I conducted member checks both formally and informally throughout the study.  I 

discussed my research with the participants on a regular basis. Additionally, member 

checking allows the researcher to bring back analyses and conclusions to the participants 

for clarification and input (Stringer & Genat, 2004).  The member checks allowed those 

included in the study to confirm accuracy of the data and ask questions about the study.  

Another way to assure credibility is to engage in long term observation at the 

research site while gathering data over a period of time (Merriam, 1998).  This research 

was conducted over a period of seven months from the initial observation and time spent 
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gaining insights into the classroom context of reading fluency development to the end of 

data collection. I observed, and made reflections on reading fluency lessons sixteen times 

and student assessments three times.  Student readings of material/lessons for fluency 

development occurred everyday for 15 minutes from September thru April.   

The data gathered included transcripts from interviews, documents from focus 

participants, pages of observational field notes, and researcher’s journal. 

Each of these factors related to prolonged and persistent engagement contributed to 

assuring credibility of the research.   

Asking a colleague to comment on the findings as they emerge is referred 

to as peer examination (Merriam, 1998).  I chose a teacher who had been teaching for 20 

years. She also taught first grade and was well versed in the area of reading fluency. She 

agreed to serve as a peer examiner for this research. I spent time discussing data 

collection, methodology, generation of questions for the study, selecting cases, general 

coding and analysis methodology with her.  She was familiar with the classroom and was 

able to provide me with some perspectives on my initial interpretations.  Even more, this 

teacher was able to review my transcripts and helped me analyze, clarify, and modify 

some themes and patterns.   These meetings allowed me to reevaluate my assumptions 

and biases as questions raised by this peer examiner who was a researcher not directly 

involved in this research.  

Involving the participants throughout the study is referred to as a participatory or 

collaborative mode of research (Merriam, 1998).  The study itself is driven by the 

participants in terms of setting the research questions, ascertaining the likely benefits, 
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outlining the design of the work, undertaking the work that had to be done, providing 

access to the research findings, controlling the distribution of knowledge, and deciding to 

who the researcher is accountable (Bishop, 2005). The planning of the study included 

obtaining permission from the school district and campus administrator to conduct this 

research. Precautions were taken to protect the anonymity of my students.  The possible 

benefits of this study were to further my knowledge on fluency and comprehension of 

students in a first grade dual language classroom.   

By clarifying researcher’s assumptions, worldview, and theoretical orientation at 

the outset of the study, it is possible to detect research bias (Merriam, 1998).  I 

continually reflected on my own processes and kept track of my biases as they related to 

this study by documenting them in the field notes; however, I recognize that there is 

truthfully no way to take a “neutral stance” towards the data (Erickson, 1986).  

 Transferability.  Transferability refers to the assurance that the findings can be 

applied to other contexts of research. Transferability concerns whether or not findings of 

the study may be transferred to another population or context (Lincoln & Guba, 1985). 

Purposive sampling is one way to establish transferability.  In this study I chose my 

participants purposively based on the nature of my study.  Thick description is another 

way to establish transferability. By writing detailed descriptions about the participants 

and the context, I provided thick description. In Chapter Four I provide descriptions of 

the participants, findings, and context as complete as possible as to allow the reader the 

possibility to transfer to his or her own classroom.  

 Dependability.  Dependability refers to the assurance that if the study was to be 
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duplicated, the findings could be repeated.  Confirmability refers to assurance that 

findings actually reflect what occurred and not the researcher’s bias.  

Specific questions were asked of the participants during the interviews to help 

show the changes throughout the study.  Additionally, I provided a journal that accounted 

for my actions and steps that took place during the duration of the study. Dialogic validity 

and trustworthiness required me to look at the research and the findings to determine how 

conclusions were made and find and validate those through direct representations from 

the data. At the conclusion of the study, all research was gathered and analyzed.  Themes 

emerged within the study, which allowed me to determine precise conclusions. Catalytic 

validity and trustworthiness required me to determine that a deeper understanding of the 

process being studied had occurred.  The data collected confirmed that there was a deeper 

knowledge and understanding in the fluency and comprehension at the conclusion of the 

study.   

As the researcher, I ensured that my journal was an ongoing dialogue of thoughts 

and questions I had about implementing fluency and comprehension in my classroom. I 

often reflected in my journal about the lesson I taught and the changes that I was planning 

on implementing as a result of the actions in that lesson. This served as one way to look 

at data. As a result, once I reflected on my journal it was important to document all 

observations during reading block.  

 Assumptions.  This study was established on the relationship and trust that had 

been built with the students prior to the beginning of the study.  Thus, one of the 

assumptions that I made during the study was that the participants would be truthful in 
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their thoughts and reflections.  Another assumption was that the participants were going 

to implement repeated reading at home with or without the study-taking place.  Lastly, I 

made the assumption that as a result of the study that the participants would read more 

outside the classroom in order to improve their reading fluency and comprehension.                                                                

Limitations 

This study focused on the implementation of repeated reading to improve fluency 

and comprehension via teacher research. During the Action Research process, 

participants were able to reflect on their readings and their perceptions as readers.  An 

effort was made so that all thoughts, ideas about reading fluency and comprehension of 

each participant were noted; however, there is a possibility that some of the participants’ 

thoughts were not verbalized.  

This study was also limited by the proximity of the researcher to the study. 

According to Coghlan and Brannick (2003), the interpersonal dynamics of completing 

Action Research within your own school “. . .involves critical issues of the role duality 

and its implications play in secondary access and preunderstanding” (p. 48).  Role duality 

in this sense refers to the fact that I was serving as the researcher and the practitioner, 

knowing this dual role could impact the data. 

The term pre-understanding refers to the fact that knowing about the culture and 

informal structure within the school could lead to biases about problems and solutions.  

Even though I collected data for an entire school year, another year of data collection 

would have been beneficial. Also, I would have liked to include all my students to see if 

they could benefit from the repeated readings that took place in my classroom.  
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 An additional limitation for this study is that I did not use a recorder to record 

students’ fluency in reading throughout the year; unfortunately, I did not think about 

recording the students’ fluency until the end of the study.  Another possible limitation of 

this study is that it involved only one classroom on the campus, and it was represented by 

one teacher’s vision of implementing repeated reading.                                              

Action Research and the Implementation of Repeated Reading  

The methodology of Action Research is a cyclical form of inquiry. Kemmis 

(1984) stated that it is used to progress the research participant’s practice and reflection, 

action, and planning within the process of planning.  The next section explains how this 

cyclical process was used throughout the Action Research study.  This helps to illustrate 

to the reader the work of Action Research.  The data was taken from the coding of the 

observations of the participants and from the field-notes taken throughout the study.  The 

data are linear to show the reader the cycle of the inquiry from which it originated.                

Implementing the Action Research Cycle 

Prior to the first data entry in September 2009, a plan had been develop to 

implement repeated reading in the classroom as a means to improve reading fluency and 

comprehension. In the first journal entry of September 2009, I noted “students did not 

have the fluency nor comprehension they needed to be successful in 1st grade dual 

language classroom” (PJ, 9-2009).  

 Plan.  I noticed that participants had no idea what it meant to add voice to the 

reading.  As I wrote my reflection of the day I decided that I needed to model more for 

them, re-teach them, or develop a mini-lesson on reading with expression and voice.  I 



Texas Tech University, Elizabeth Diaz Cortez, May 2012   

 
57 

realized that it might be a challenge to develop each mini-lesson and how much can I 

actually teach in 15 minutes!  However, after listening to my students read, I realized that 

they did not know that they are supposed to stop and pause when they come upon 

punctuation marks (P, FN 4, p. 4).  Therefore, a mini-lesson was of the essence.  

Act.  In order to pique their interest on what a good reader sounded like I decided 

to implement read alouds.   I learned that I needed to make an effort to squeeze in more 

read alouds on a daily basis.  I needed to go to the library, get some books on the topics 

on our reading list, and make it a habit to read aloud every day as we begin our day.  The 

basal recommended one time a week, which seemed to me to be an isolated and 

infrequent activity (P, FN 6, p. 7).  

 I realized that students needed exposure to a wide variety of texts. At the middle 

of the year students were given a story to read and answer in the form of comprehension 

questions on district benchmark exams.  Usually, about this time of year, students are 

reading anywhere from 20-60 words per minute (WPM).  

 Reflect.  Students were making progress. I noticed that by implementing explicit 

comprehension strategies the students were able to comprehend more than before.  I 

noticed that when we did a KWL students were more apt to participate and monitor their 

reading as we read the story of the week.  They were engaged in their reading and adding 

to the “L” section of the KWL chart (P, FN 8, p. 9).   

At the conclusion of the semester I reflected on how far we had come in the 

implementation of repeated reading. As I looked at the growth that was made in reading 

fluency, I was astonished by student’s growth and development. How can I forget that at 
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the beginning of the year, when they were given the Tejas Lee test, the participants were 

not able to read for understanding; they where only decoding their readings, not 

understanding what was being read (PJ, May, 2009).  

As can be seen from the entries above, the action cycle of plan, act, and reflect 

was present throughout the school year.  The data showed that the cycle could have 

continued in the same spiral during the summer and on into the next school year.  This 

process was essential for the implementations of repeated reading in the classroom.            

Summary 

In conclusion, this Action Research study focused on improving reading fluency 

and comprehension through Action Research. The study was completed using Action 

Research methodology where constant reflection on the implementation was to become 

part of the process. The data for this Action Research was collected during the school 

year of 2008-2009.  
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CHAPTER IV 

PRESENTATION OF FINDINGS 

The purpose of the study was to examine the relationship between fluency and 

comprehension in a first grade dual language class where the target language was 

Spanish.  The students participating in this Action Research study had different degrees 

of fluency and comprehension.    The study was framed by the following research 

questions:  (1) How does teacher reflection influence teaching and learning in a first 

grade dual language class room where the target language is Spanish? (2) How does 

intensive explicit instruction in repeated reading build fluency and comprehension? (3) 

How do student attitudes and student dispositions toward reading influence the teacher’s 

actions for building fluency and comprehension?  In this chapter, I present findings from 

four students: Pancho, Patrick, Juanita, and Laura (all names are pseudonyms).                        

Background of the School 

The school is located in the southwest. Gomez Elementary School was classified 

as a Title I campus.  The student enrollment at Gomez Elementary was approximately 

485 students during the 2008-2009 school year.                                

Background of the Classroom 

I started the year with 21 students (12 girls and 9 boys). Nineteen percent were 

Anglo, and 81% were Hispanic.  Furthermore, 28% were identified as English language 
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learners, and 71% were monolingual English. After the second week of school, one of the 

English language learners moved away.    

My classroom, the classroom of the study, was a Two-Way Immersion (TWI) 

program where the target language was Spanish.  My classroom was located next to 

another first grade classroom in the main hallway of the school.  The classroom featured 

a whole-group area on the carpet, five round tables, and a kidney-shaped teacher table at 

the back of the room.  During reading instruction, the students gathered at the teacher 

table for small-group instruction.  The bulletin board near the reading table displayed 

various reference charts that the students and the teacher created during reading period.   
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Some of the charts included topics to reflect on during reading, how to recognize 

the main idea, and characters and setting of the story. The back bookshelves had 

materials in Spanish that were part of the reading program adopted by the school as a 

result of the Reading First Initiative.  The classroom library contained a wide variety of 

books that the students could read when they had free time.  

After the first administration of the Tejas Lee test, I identified four students who 

would benefit from additional attention to repeated readings and explicit instruction in 

comprehension strategies, and that I would focus on for my study.   Pancho, Laura, 

Juanita, and Patrick were chosen as participants of this study.  These participants were 

representative of the student population in the classroom and at Gomez Elementary 

School in general.                                                                                                         

Reading Instruction 

Each day I began the reading block by reviewing the vocabulary words of the 

week followed by identification of new words.  After 30 minutes of whole-group 

instruction, the students worked in literacy centers as I worked in small groups and 

repeated reading.  I presented the repeated readings and a purpose for the lesson.  Each 

repeated reading lesson lasted about 15 minutes.  The focus of each lesson was to build 

fluency and comprehension.  I asked the students to read the book one time. After they 

read the book, I asked them to respond to specific comprehension questions I created.  

Developing reading fluency is an important element in reading instruction and can 

be achieved through repeated reading.  Samuels (1997) argued that repeated reading 

consists of rereading small passages until fluency is accomplished.  Samuels (1979) 
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further notes that repeated reading is one of the most well-researched reading strategies to 

improve fluency.  

Repeated reading was part of the daily routine.  The school day began with 90 

minutes of reading instruction.  I also did some small-group work with students at a table 

at the back of the classroom. During the first week of the school year, I administered the 

Tejas Lee test.  Those scores were used to determine which small reading group each 

student would be assigned. 

 I was required to use a scripted reading program.  School and district personnel 

closely monitored the program.  I adhered to the book titles provided by the basal and 

used them to teach explicit comprehension strategies and repeated reading.  In addition to 

literature provided by the reading curriculum, I used other books from the school library 

during the read aloud. The average reading lesson was 90 minutes.  The average repeated 

reading time was 13-15 minutes.  On average, the students read about 26 minutes each 

day including repeated reading.  

The majority of the reading instruction time was spent building fluency and 

comprehension.  On Mondays, I began by reviewing the alphabet sounds, names of letters 

and the high frequency words of the week along with the new words we would be reading 

during repeated reading.  Then they read the book of the week.   During repeated reading, 

the students were also given a word list that reviewed the high-frequency words that 

appeared in the story of the week.  On Tuesday, the students began to read the story of 

the week on their own, after we were all gathered at the teacher table (see Appendix 1 for 

the schedule for reading time).                                
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 Introduction to the Participants 

In this section I present background information for each of the four participants 

in the study.   

Pancho.   Pancho was a quiet and very emotional boy.  He often cried, and he was 

shy.   He arrived into the classroom every day wearing a green jacket, jeans, and tennis 

shoes; he walked into the classroom every day at 7:55 right before the bell rang. As he 

strolled into the room he stopped at the breakfast table to get his breakfast, consisting of 

milk, juice, and a food item. His parents are married. Pancho is the middle child, and he 

has two younger siblings.  Pancho’s parents are from Mexico, but were raised in the 

United States.  They both graduated from high school.  

 Pancho’s native language is Spanish. His parents own a traveling food cart 

(lonchera).  Both parents work in the family business.  Pancho attended a local preschool 

where he received instruction in Spanish.  Pancho was given the Woodcock-Muñoz 

Language test in the spring of 2008.  This test establishes language proficiency level in 

English or Spanish.  The Woodcock-Muñoz Language Survey is a set of tests that 

measure proficiency in oral language, reading, and writing in speakers of English as a 

second language who are at least two years of age.  It provides scores for individual skills 

as well as an overall language competence score called Broad English Ability. He scored 

a 1 in English and a 4 in Spanish.  There are five proficiency levels assigned: 5 is 

advanced, 4 is fluent, 3 is limited, 2 is very limited, and 1 is negligible.  

When Pancho started first grade in the fall of 2008, he was assessed in reading 

using the Tejas Lee.  At that point there was evidence of his phonemic awareness. 
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However, he was not able to read any of the first-grade stories.  He was a listener, 

meaning that I read the story to him. Even so, he did not comprehend the text. He was 

unable to answer any of the questions over the story when questioned.  Pancho was 

considered an emergent reader, meaning that he had the concept of words, and his 

reading was still developing (P, FN 1, p. 1).  

Patrick.  Patrick was a free spirited child, full of energy, always smiling and 

eager to learn.  Every day, as the bell rang, he entered the classroom running, dragging 

his backpack and with a big smile on his face. “Good morning Mrs. Diaz-Cortez,” he 

would say as he hopped into his desk. Seldom did he stop at the breakfast table. If he did, 

he would choose only milk and juice.  

Patrick was the youngest child of married parents. They both had a college 

education. His dad worked as a farmer, and his mom trained nurses at a local hospital. 

Patrick had twin sisters who were 10 years old.  He also had six other siblings who were 

either in high school or college.  

Patrick’s native language was English, and he had not attended a bilingual class 

before. However, he did attend a summer program, which lasted six weeks. Patrick had 

been given the Woodcock-Muñoz Language Survey in the spring of 2008.  He scored a 5 

in English and a 1 in Spanish. When he started first grade in the fall of 2008, he was 

assessed in reading using the Tejas Lee. At that point, he did not exhibit much phonemic 

awareness. Although he was able to read the first-grade stories, his comprehension was 

nonexistent.  As a result he was unable to answer any of the questions.  Patrick was 

considered a struggling reader (PA, FN 11, p. 12).    
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Juanita.  Juanita is a quiet girl. She comes into the classroom every day wearing 

a shirt and a pair of jeans; she walks into the classroom every day right as the bell rings. 

As she strolls into the room, she stops at the breakfast table to get her breakfast, 

consisting of milk, juice, and a food item. Her parents are married.  Juanita is the middle 

child, and she has twin sisters who are three years old. Juanita’s older brother attends the 

same school.  He is in third grade.  Juanita’s parents are from Mexico.  They both have 

less than a high school education. Her dad works as a bus driver at the local university. 

Her mom works at a local restaurant.  

Juanita’s native language is Spanish.  Juanita attended a local pre-school where 

she received instruction in Spanish.  Juanita was given the Woodcock-Muñoz Language 

Test in the spring of 2008.  She scored a 5 in Spanish and a 1 in English. When Juanita 

started first grade in the fall of 2008, she was assessed in reading using the Tejas Lee.  At 

that point, there was evidence of her phonemic awareness; however, she was not able to 

read any of the first-grade stories.  She was a listener, which meant that I read the story to 

her.   Her comprehension was nonexistent.  She was unable to answer any of the 

questions.  Juanita was considered an emerging reader which meant that she has the 

concept of words and her reading is still developing (J, FN 28, p. 29).  

Laura.  Laura came into the classroom every day wearing an oversized, gray 

sweater.  She was one of the first students to walk into the classroom.  As she strolled 

into the room, she stopped at the table to get her breakfast, consisting of milk, juice, and a 

food item. Laura was the third child of married parents.  Her parents were born and raised 

in the United States.  Her parents both graduated from high school.  Her dad was a stay-
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at-home dad, while her mom worked at a behavior clinic as a home-parent.  Laura’s older 

sister attended the local middle school, and one brother was in the fourth grade dual 

language class.  Her younger brother was in preschool.    

Laura’s native language was English, but she attended a local preschool where 

she received instruction in Spanish.  Laura was given the Woodcock-Muñoz Language 

Test in the spring of 2008. She scored a 4 in English and a 1 in Spanish. When Laura 

started first grade in the fall of 2008, she was assessed in reading using the Tejas Lee.  At 

that point, she exhibited evidence of phonemic awareness; however, she was not able to 

read any of the first-grade stories. She was a listener; I read the story to her.  In addition, 

she was lacking comprehension.  She was unable to answer any of the questions.  Laura 

was considered an emerging reader, which meant she had the concept of words but her 

reading of connected text was still developing (L, FN 45, p. 46).                             

Beginning of the Study   

From the outset I needed to get a baseline idea of how the participants felt about 

reading and what they thought makes a good reader. Their attitude about reading would 

prove to be a significant point as the study progressed.  Pancho, Patrick and Juanita 

indicated a positive perspective of reading. Pancho indicated that “read is to, [sic] fun, 

especially when I have an activity” (P, Int. 1, p. 1).  Patrick liked reading though he 

wanted to read in his native language:  “I like reading in English” (PA, Int 1, p. 1).  

Juanita echoed Pancho when she stated that “Reading can be fun!” (J, FN 28, p. 29). 

Laura merely stated that a good reader was made by “reading” (L, Int, 1, p. 1).  



Texas Tech University, Elizabeth Diaz Cortez, May 2012   

 
67 

I looked at classroom instruction and student performance.  In this category, I 

present the participants’ abilities to read fluently and with prosody.  Pancho, Patrick, 

Juanita, and Laura worked very hard during reading.  They all were engaged during 

literacy centers, and browsed through the books that we had previously read in the 

classroom. This center was designed to help all readers with their fluency as they were 

doing repeated reading.  When I noticed that the participants were actively engaged 

during center time, I had an epiphany.  I decided that I was going to integrate more read-

aloud activities.  I believed that if I implemented more read-alouds, it would encourage 

the participants to read more during center time. Thus, I read every day in the morning as 

we were having breakfast and also at the end of the day as we are getting ready for 

dismissal (P, PA & J FN 2, p. 3). 

I noticed that Pancho, Patrick, Juanita, and Laura had no idea what it meant to add 

voice to the reading. One morning, I asked the participants to come read with me for 15 

minutes.  They came and sat quietly.  I reviewed the vocabulary words of the week and 

the high-frequency words.  As they began to read the book, they read continuously and 

without regard for punctuation marks.   They did not stop when they saw a period or an 

exclamation point.  Additionally, the attitudes towards repeated readings were negative.  

At times the stories were not interesting to them.  I say this because they would ask if 

they had to read the same story all week.  As I wrote my reflection of the day, I decided 

that I needed to model more expressive reading to them, reteach them, or develop a mini-

lesson on reading with expression and voice (P; PA; J  & L, FN 4, p. 4).  
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I even thought about possibly extending reading into the writing instruction 

period and having them write a sentence using what we had practiced in reading. The 

next day I decided I would try to get a 15-minute reading mini-lesson in at the beginning 

of our reading block.  I realized that it might be a challenge to develop each mini-lesson 

considering I only had 15 minutes to teach it.  However, after listening to my students 

read, I realized that they did not know that they are supposed to stop and pause when they 

come upon punctuation marks. Therefore, a mini-lesson was of the essence.  I taught each 

mini-lesson at the beginning of the reading block during whole group instruction time.  I 

gathered the students together on the carpet.  I like to have my lessons on the carpet for 

two reasons:  The practice allows students to stand up and move and get some of the 

restlessness out, and second, all of us sitting close together learning about the same 

things, having the same goal in mind, builds a sense of community (P, PA, & J. FN 5, p. 

5).    

I looked at the participants’ ability to comprehend. Comprehension was indeed a 

problem for all four of the participants. Pancho was unable to retell a story just read to 

him. When asked what the story was about he replied:  “I don’t know, about a boy?” 

When asked what about the boy, his response was incorrect (P, FN 5, p. 6).    Likewise, 

Patrick could not read a Grade 2 story, but he could read a Grade 1 story, but also without 

comprehension (PA, FN 13, p. 14).      

Similarly, Juanita and Laura were asked to read the story G-1, which was the first 

story in first grade.  However, they were not able to read the stories without frustration (J, 

& L, FN 13, p. 14).  At that point I read the Tejas Lee story to them, and then they 
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answered comprehension questions. Juanita and Laura had to answer all comprehension 

questions which had to be answered from memory (J,  & L, FN 30, p. 31).  Juanita 

answered only one of the six-comprehension questions. Laura on the other hand 

answered one of six-comprehension question. As a result of their performance on the 

Tejas Lee they were labeled as strugglers. In order to get all four participants on track, I 

knew they needed explicit instruction in fluency and comprehension (P, PA, J, & L, FN 

31, p. 32).  

As I looked at the participants’ reading performance, I noted that the participants 

were unable to comprehend or read any of the stories.  Again, developing reading fluency 

is an important element in reading skills and can be achieved through repeated readings 

(Allington, 1983; Dowhower, 1987; Herman, 1985; Rasinski, 1990). Allington (1983) 

has suggested that students who become fluent readers only accomplish that goal by 

reading and in the case of the study, repeated readings.   

 Reflection.  I was concerned that the participants were unable to read any of the 

stories in the Tejas Lee.  I was most concerned when Juanita was not able to answer all 

the comprehension questions in the story I had read to her (J, FN, 31).  I was puzzled 

because students had learned auditory comprehension in Kindergarten.  I wondered if the 

discourse or the text structure were too difficult for them.  Perhaps they had no prior 

knowledge of the beach, or perhaps it was not the language they used at home.   

My plan of action was to teach for comprehension.  Laura, Juanita, Pancho, and 

Patrick needed to learn to monitor their reading (L, J, PA, & P, FN, 30, p. 31).  According 

to Anderson (2004), comprehension strategies are sets of steps that good readers use to 
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make sense of text. In addition, comprehension strategies may help them to become  

purposeful, active readers.  Some of the strategies that I implemented were graphic 

organizers, metacognition, questioning and answering, summarizing, sequencing of 

events, and finding the main idea. Once the participants learned to utilize the strategies, 

perhaps they would be able to monitor their own reading and comprehension.  What I 

needed to do was make sure that the participants understood that reading is very 

important, in as much as everything we do has something to do with reading (RJ, FN 6, p. 

7).      

I also learned that I needed to make an effort to find more time for read-alouds on 

a daily basis.   I needed to go to the library and get books on the reading topics and make 

it a habit to read aloud every day as we began our day and not just the one time per week 

as the basal recommends. Nor should the read-alouds be an isolated activity outside the 

realm of topics that we had under consideration.  I realized that the participants needed 

exposure to a wide variety of texts.  Allocating time for more read-alouds could pique 

their interest. Once they became exposed to rich oral language, they could be more 

successful in their own reading.  Perhaps they would want to read more.    

In addition, I needed to focus on letter-sound recognition.  I say this because I saw 

that they struggled with some of the sounds.  Also, I needed to spend some time on 

explicit comprehension strategies and the identification of place, setting, and characters 

for stories.  I needed to make sure to integrate KWL (3-column chart that helps capture 

the before, during, and after components of reading a text selection and concept maps 
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into my teaching (RJ, FN 6, p. 7).   I also needed to teach for comprehension. The 

participants needed to learn how to monitor their own reading.  

Middle of the Study 

  At the middle of the study I needed to get an idea of how the participants 

perceptions had changed about reading and what they thought makes a good reader.  

Their attitude about reading would prove to be a significant point as the study progressed.  

I also wanted to know if the explicit comprehension strategies and repeated reading 

strategies I implemented after the first weeks of the study were having an impact on the 

participants.  

Pancho still had a negative perception of reading indicating that “reading can be 

hard sometimes” (P, Int. 2, p. 1-3).  When asked, Pancho indicated that by “hard” he 

meant, “Well, the words are hard”  (P. Int. 2, p. 1-3).  Patrick and Juanita continued to 

have a positive perspective about reading.  Patrick liked reading because it made him 

“happy” (PA, Int. 2, p. 1-3).  Juanita echoed Patrick when she stated, “It feels great to 

read” (J, FN 28, p. 29).  On the other hand, when I asked Laura how she felt about 

reading, she simply stated, “I feel scared; I don’t like it.” When asked why, she said,  “I 

feel scared, and I feel like I don’t know the words” (L, Int, 2, p. 1-3).  

 I also again asked what makes a good reader.  Laura said that reading is achieved 

by “practicing” (L, Int. 2, p.1-3). Patrick, Pancho, and Juanita said that in order to 

become a good reader one must “practice to read” (PA, P, and J, Int. 2, p.1-3).  The 

participants begin to see the correlation between reading more and becoming better and 

more fluent. They more they practiced, the better readers they became.  In addition to 
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their perceptions of reading I wanted to know how they learned to read. Patrick, Juanita, 

and Laura believed that they learned to read by “sounding out the words” (PA, J, & L, 

Int. 2, p. 1-3).  However, Pancho attributed his learning to read to others.  “My teachers 

and my mom taught me to read” (P, Int. 2, p. 1-3). This indicates that though Pancho felt 

others were responsible for his ability to read, Patrick, Juanita, and Laura interpreted the 

question as a personal strategy for pronouncing the words.  

I wanted to know what they thought they could do to become better readers, they 

all responded by saying, “sound words out and read” (P, PA, J, & L, Int. 2, p. 1-3).  Once 

again, their strategies coincided with an effort after using word identification techniques 

and using the word in context.   

We read quite a bit during the semester.  After 30 minutes of whole-group 

instruction, the students worked in literacy centers as I worked in small groups and 

repeated reading.  All the books that we had read during repeated readings were placed in 

the literacy centers in the browsing boxes. These allowed the students to reread the 

material to build fluency and comprehension.  

I wanted to know if they had come to like certain books; however, none of the 

participants could cite any favorite books (P, PA, J, & L, Int. 2, p. 1-3).  I came to think 

that maybe the books that we were reading in class were boring to them.  So, I decided to 

bring library books as an additional center for the kids to visit.  

  During the mid-point of the study I also implemented more read-alouds in the 

classroom. This seemed to motivate the participants to read more during center time (P, 

PA. J & L, FN, 2, p. 3). They liked the way I changed my voice to match that of the 
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characters. They also seemed to enjoy me reading to them aloud.  I started reading aloud 

every morning as the children and I were having breakfast or at the end of the day as they 

were getting ready for dismissal. This allowed me to implement a scaffolding strategy 

that assisted the participants with the reading process and comprehension. 

 I also wanted to know if the participants had any family members that read aloud 

to them. Most of them stated that their parents, siblings, or friends read to them. They 

indicated that there was some reading out of the classroom. Laura indicated, “ My brother 

and my mom read to me (L, Int. 2, p. 1-3).  Similarly, Juanita said, “my brother [reads to 

me]” (J, Int. 2. p 1-3).  Comparably, Patrick said, “my parents [read to me]” (PA, Int. 2, 

and p. 1).  From the interviews I learned that some of the participants were exposed to 

some sort of literacy at home. However, I was surprised to hear that no one was reading 

to Pancho at home. I can see why Patrick has improved in his reading fluency; his parents 

are now reading at home with him. He also enjoys reading.  “When I read, I read and 

learn” (PA, Int. 2, p. 1-3).    

I looked at classroom instruction and student performance and discuss the 

participants’ progress in reading fluency and comprehension. At the middle of the study 

Pancho, Patrick, Juanita, and Laura were given the mid-year benchmark test.  Patrick and 

Pancho had made significant progress. They were reading on average 25 words per 

minute. They were also able to answer 3 out of 6 explicit comprehension questions. For 

that time of the school year, this fluency rate and comprehension skill was normal (P, & 

PA, FN 7, p. 8).   Similarly, Juanita and Laura had made significant growth.  Juanita read 

17 words per minute and answered 4 out of 6 comprehension questions (J, FN 7, p. 8). 



Texas Tech University, Elizabeth Diaz Cortez, May 2012   

 
74 

However, Laura was only reading at 12 words per minute, but answered all 6-

comprehension questions correctly (L, FN 7, p. 9). This indicated that the explicit 

comprehension strategies were working. The fact that at the beginning of the year Laura 

had not been reading at all and had missed all of the comprehension questions showed 

that Laura was making progress (L, FN 48, p. 49). 

 I noted that the participants continued to lack voice in their readings.  In order to 

help the participants understand the concept of periods and commas, I decided to model 

for them.  In addition, I decided to teach the participants that when they saw a period, 

they needed to pause and count “1, 2,” but when they saw a comma they needed to count 

“1.” To help the participants add voice to their readings, I modeled for them how the 

reading should sound when they saw exclamation marks or question marks (PA P, L, & 

J., FN 16, p. 17).    

I once again asked them to come read with me for 15 minutes.  They came and sat 

quietly.  I reviewed with them vocabulary words of the week and high frequency words.  

As they began to read one of the books, they read in a monotone.  They did not stop when 

they saw a period or an exclamation mark. As I wrote my reflections of the day, I decided 

that I needed to model more for them, reteach them, or develop a mini-lesson on reading 

with expression and voice (P, PA, L, & J, FN4, p.4).   

Reflection.  As I looked at the participant’s middle of the year assessment I saw 

that they learned to monitor their comprehension.  When they came to words that they did 

not understand, they sounded out the words. Furthermore, during the initial interview 

they had not known why it was important to read.  I was very pleased that they had made 
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such progress. Pancho indicated that it was important to read “to go to second grade” (P, 

Int. 2, p.1-3).  Pancho had come to understand that reading fluency is important for his 

promotion. I also learned that Patrick knew that in order to be a fluent reader he needed to 

read more at home.  I noticed that Patrick’s perceptions had changed from the initial 

interview. At the beginning he was only able to tell me that reading could be fun. Now he 

understood the notion that in order to become a fluent reader, he needed to read 

repeatedly (P, Int. 2, p, 1-3).  I learned that Juanita was beginning to enjoy reading. When 

I asked her what makes a good reader, she answered by telling me that it could be fun and 

that she likes to read  (J, FN 34, p. 35).  That was very exciting.  I was happy to see that 

she liked reading (J, FN 34, p. 35).  Lastly, I learned that her brother was reading to 

Laura. I also learned from the interview that Laura knew that in order to be a fluent 

reader she needed to read more.  I noticed that her understandings had changed from the 

initial interview.  At the beginning she was only able to tell me that reading was reading.  

Now she understood the notion that in order to become a fluent reader she needed to read 

repeatedly.  I was also happy to see that her brother and mom were reading with her at 

home.  Although she did not read for fun outside of assigned readings,  I was pleased to 

see that she was making progress (L, Int, 2, p. 1-3).      

The participants were able to read fluently and answer some comprehension 

questions.  I noticed that by implementing explicit comprehension strategies the students 

comprehended more than before. For instance, I made a KWL to help the students 

activate prior knowledge. I noticed that when we did that, they were more apt to 

participate and monitor their reading as we read the story of the week.  They were 



Texas Tech University, Elizabeth Diaz Cortez, May 2012   

 
76 

engaged in their reading and added to the “L” section of the KWL chart (P, PA, L, & J, 

FN 8, p. 9).    

In order to monitor the participants’ progress at the middle of the year, I looked at 

their second interviews.  I observed that they had an understanding of what they needed 

to do to become fluent readers.  As I observed the participants’ reading performance, I 

noticed that they had made significant progress; however, Laura and Juanita were not yet 

reading on grade level.  They were reading fewer than 20 wpm.  I needed to continue 

working on explicit comprehension and repeated reading in order to increase their 

fluency rate.  During the initial interview, they had told me that reading was fun.  During 

the second interview they told me that in order to become a good reader they needed to 

practice their reading.  

The students also understood the notion of sounding out words when they came to 

words that they did not know.  However, I was troubled by the fact that some of the 

participants still did not read for fun outside of school (L, P, PA, & J, FN 49, p. 50).   

 My plan of action was to continue work on voice and comprehension.  I planned 

to achieve this by teaching explicit comprehension strategies and practicing explicit 

comprehension activities.  Typically, at the beginning of the week, I read the story aloud 

to the participants. After that, the participants read the story of the week every day during 

small-group instruction. My plan was that by the end of the school year, the participants 

would attain 100% accuracy in their comprehension questions. At the same time, I 

wanted to see all of their fluency rates go to at least 20 wpm, which was the minimum to 
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be promoted to second grade.   I planned to achieve this by continuing to do repeated 

readings 5 days a week for 15 minutes each day. 

End of the Study 

 At the end of the study I needed to get an idea of how the participants’ 

perceptions about reading had changed and what they thought makes a good reader. Their 

attitude about reading would prove to be a significant point as the study concluded.  I also 

wanted to know if the explicit comprehension strategies and repeated reading strategies I 

implemented throughout the school year had an impact on the participants.  

I was eager to see if Pancho still had a negative attitude about reading, so I asked 

him how he felt about reading.  He indicated, “good, I like to read,”  (P, Int. 3, p. 1-3).  I 

was very glad to see that his perceptions had changed.  He now liked reading as opposed 

to the beginning of the study when he said he did not enjoy it because it was hard (P. Int. 

2, p. 1-3).  Now, he thought it was important to “read and get ready for second grade (P, 

Int. 3, p.  1-3).  How could I forget that at the beginning of the year he had no concept of 

what made a good reader.  

Juanita said that she did not want to be retained. She began to see reading in a 

different way; it was now important to read fluently “to be able to go to second grade” (J. 

Int. 3, p.1-3).  Furthermore, she saw the importance of looking at the words, and 

attempting to sound them out if she could not pronounce them (J. Int. 3, p.1-3).  Patrick 

had an amazing attitude about reading; he said he was happy about reading and he liked 

to read (PA, Int. 3, p.1-3).  He also believed that in order to be a good reader he needed to 

“sound out words and know what they mean” (PA, Int. 3, p.1-3).   
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Laura’s perceptions changed a bit, “I feel good about reading, but, scared 

sometimes.”  She also believed that in order to be a good reader she needed to practice 

reading everyday.  Laura continued to sound out words that she did not know (L, Int. 3, 

p.1-3).  In addition, she believed that she had learned to read in my class.  When asked 

who taught her to read, she said “my first grade teacher” (L, Int. 3, p.1-3).  I was 

astounded to see that she gave me credit for teaching her how to read.  How can I forget 

all the hard work she did throughout the year.  She was ready to work and sounded words 

out that she did not understand.  She was ready to learn.  

When students were asked why they thought it was important to read, Juanita 

articulated, “ because a person should enjoy reading to be a better reader” (P, PA, L, & J, 

Int. 3, p. 1-3).  From prior experience I have come to see the correlation between students 

who enjoy reading and those who are successful readers.  For example, by looking at 

Patrick’s perceptions from the beginning of the study, he enjoyed reading in English and 

that has helped him in learning to read in Spanish.  Patrick enjoyed reading “The Diary of 

the Wimpy Kid,” library books, Spanish books, and comic books (PA, Int. 3, p. 1-3).  

Laura enjoyed reading “Dr. Seuss and Sponge Bob” (L. Int. 3, p. 1-3).  Juanita enjoyed 

reading science books in English and Spanish (J, Int. 3. p. 1-3).  Pancho on the other hand 

enjoyed reading “everything” (P. Int. 3. p. 1-3).   

Lastly, I wanted to know if the participants had continued to read at home. Pancho 

said that he read “his homework”  (P. int. 3, p. 1-3).  He did not do any other type of 

reading other than his homework assignments.  I was happy to see that at least he was 

reading something.  Patrick, on the other hand, was reading quite a bit.  “I read a lot, I 
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read in my room.”  I asked him what he enjoyed reading, and he said, “chapter books in 

English or Spanish” (PA, Int. 3, p. 1-3).  I was very happy to see that he enjoyed reading 

in both languages.  At the beginning of the study he enjoyed reading in English only.  

Juanita, on the other hand, said that she was reading “a little in English and Spanish”  (J. 

Int. 3, p. 1-3).  Laura enjoyed reading Dr. Seuss books (L, Int. 3, p. 1-3).  I interpreted 

this to mean that the participants were beginning to see the importance of reading outside 

of school.  Most importantly, they were reading for fun.   

I also wanted to see if any members of their families were continuing to read to 

them.  Patrick, Laura, and Juanita had family members read to them (PA, L, & J, Int. 3, p. 

1-3).  However, Pancho said that his parents did not have time.   “They work,” he said. 

However, his brother read to him (P. Int. 3, p. 1-3).  

The participants continued to work on guided comprehension.  During guided 

comprehension, I worked with students in small groups.  We had read the story all week, 

and now they could answer comprehension questions relevant to the reading.  

Participants made sure that they proved their answer to me and to themselves as well. 

They added the page number where they found the answer.  This helped them read for 

meaning.  The guided comprehension questions were formatted similar to those of the 

Tejas Lee test (see appendix 3 for sample questions that were created by the teacher).  

This helped the students focus more on text information that could help them answer the 

questions.  

We read the story all week and the participants answered comprehension 

questions relevant to the reading.  When participants came to a word that they did not 
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understand they asked me for assistance or sounded the words out.  The participants also 

made sure that they proved their answer to themselves and to me by adding the page 

number where they had found the answer  (PA, P, L, & J, FN 51, p. 52).  

Reflection.  As the study concluded, the participants were given the end of year 

assessment in fluency and comprehension. At the end of the study Pancho was reading 36 

words per minute, and he was able to answer all comprehension questions correctly (P, 

FN 9, p. 10).  I learned that rereading the story of the week helped students like Pancho 

read with fluency.  With this ability, he was more likely to comprehend the story.  Pancho 

steadily increased his wpm across the time of the study.  

Patrick was able to read story 4 at 41 wpm.  In addition, he was able to answer 

five out of the six comprehension questions correctly (PA, FN 24, p. 25).  As I reflected 

on Patrick’s work, I realized he had made substantial growth during the course of the 

year.  Throughout the duration of the study, Patrick read the story of the week every day 

for 15 minutes; then on Fridays, he answered comprehension questions that were in the 

same format as the Tejas Lee test.  He did this and then I asked him to prove the answer 

by finding it in the text itself.  The sole purpose of this activity was to help him look for 

the answer during the Tejas Lee. By doing this, he would feel confident in answering the 

questions without second-guessing himself.  I also came to understand that if children 

have a strong reading background in their home language, then those skills will transfer 

to the second language acquisition (PA, FN 27, p. 28).  

Juanita was able to read story 3 independently at 25 wpm. In addition, she was 

able to answer all comprehension questions correctly (J, FN 43, p. 44).  As I look at 
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Juanita’s growth in reading I was astonished to see her doing so well.  At the beginning 

of the school year when she was given the Tejas Lee, she was not able to read any of the 

stories or understand what was being read to her.  Her comprehension was nonexistent.  

During the middle-of-the-year benchmark test she read story 1 and answered 4 out of 6 

comprehension questions. During this last reading assessment Juanita read story 3 at 25 

wpm and answered all 6 of the comprehension questions. I was pleased to see that Juanita 

had made significant growth to be promoted to second grade (J, FN 45, p. 46).    

Laura made significant growth in fluency and comprehension; she was able to 

read 25 wpm. In addition, she was able to answer 6 of 6 comprehension questions 

correctly (L, FN 52, p. 53).         

The participants benefited from the repeated reading and explicit comprehension 

instruction.  Throughout the study Patrick, Pancho, Laura, and Juanita read the story of 

the week every day for 15 minutes.  On Friday they answered comprehension questions 

that were formatted similar to the Tejas Lee.  They needed to make sure the answer was 

the correct answer by telling where they found it in the text.  I did this because on the 

end-of-the year Tejas Lee they needed to make sure they found the correct answer when 

they were asked.  

 It seemed that all their practice paid off in the end.  At the beginning of the study 

the participants were struggling with fluency and comprehension. Now they were able to 

read for understanding.  I was pleased to see them succeed.                                      

Discussion of Teaching and Learning 
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The purpose of this study was to examine and describe the relationship between 

repeated reading, fluency, and comprehension and how teacher reflection influences 

teaching and learning in a first-grade dual language classroom where the target language 

is Spanish.  The students participating in the study had varying degrees of fluency and 

comprehension. I chose to support the first graders using repeated reading to enhance 

fluency and aid comprehension.  

All four participants lacked fluency at the beginning of the study.  As a result, 

repeated reading was implemented for the period during the school year 2008-2009.  

Previous research has shown that developing reading fluency is an important element in 

reading instruction and can be achieved through repeated reading.  Repeated reading 

gives readers the ability to build fluency (Dowhower, 1987; Herman, 1985; Rasinski, 

1990).  Allington (1983) suggested that students who become fluent readers accomplish 

their goal only by practicing.   

    Repeated reading took place 5 days a week for 15 minutes in a small-group 

setting.  At the beginning of the study three of the participants were not able to read any 

of the first grade stories. Not being able to read any of the stories of the Tejas Lee labeled 

the students as strugglers.  In order to get participants on track, the primary focus was to 

teach them explicit instruction in fluency.  One of the participants, Patrick, was able to 

read story G-1 at 10 words per minute.  However, the majority of the first graders were 

also reading about 10 words per minute at the beginning of first grade.  At the middle of 

the year, the Tejas Lee assessment showed that the students made substantial progress. 

Juanita was able to read 18 words per minute.  Pancho was able to read 17 words per 
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minute.  Laura was able to read 12 words per minute, and Patrick, who read 10 words per 

minute at the beginning of the year, was able to read 24 words per minute. By the end of 

the study, they all had made gains in fluency.  Juanita was able to read 29 words per 

minute.  Pancho was able to read 25 words per minute.  Laura was able to read 25 words 

per minute, and Patrick was able to read 42 words per minute. All participants made 

progress in fluency by using repeated reading.  

As the year progressed and the students developed the ability to read fluently, 

repeated reading influenced my thinking inasmuch as we were actually reading for a 

purpose. I selected the stories and read aloud on Mondays.  By the end of the week the 

students were able to read independently. Repeated reading became a strategy that we 

used religiously in the classroom, and it was done daily for 15 minutes.  When the 

students read aloud and misread a word or hesitated for longer than 5 seconds, I read the 

word aloud and had the student repeat the word correctly before continuing through the 

passage.   

Additionally, I believe that as a result of the repeated reading the students 

revealed positive attitudes toward their ability to read.  Evidence of this is when it was 

time for them to come read at my table, they responded with a smile and were eager to 

start, as opposed to the beginning of the year, when they revealed a negative attitude 

toward repeated reading.  

At the beginning of the year, none of the four participants were able to answer any 

comprehension questions.  However, at the middle of the year the results were as follows.  

Juanita was able to answer five out of six comprehension questions.  Patrick was able to 
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answer four out of six comprehension questions.  Laura was able to answered six out of 

six comprehension questions.  Pancho also made significant gains.  He was able to 

answer four out of six comprehension questions.  

 

According to Anderson (2004), comprehension strategies are sets of steps that 

good readers use to make sense of text. In addition, comprehension strategies may help 

readers to become purposeful, active readers.  Strategies I used included graphic 

organizers, metacognition/monitoring comprehension, questioning and answering, 

summarizing, sequencing of events, and finding the main idea. The participants utilized 

the strategies and were better able to monitor her own reading and her comprehension.  

I started the year with four struggling readers who lacked comprehension, yet the 

students made tremendous growth with explicit comprehension strategies.  The use of 

explicit comprehension strategies impacted my thinking by illustrating that not all readers 

possess the required prerequisite knowledge or the vocabulary to understand what they 

are reading or what is being read to them.  When students are taught to monitor their 

reading and ask questions to clarify the meaning of words, they are one step closer to 

understanding the text they are reading.                                                                   

Reflection and Responsive Instruction   

In order to meet the academic needs of each of the students in this study, it was 

important to examine reflections. Reflections allowed me to focus on student progress 

and to modify my instruction. It is also a viable component of the Action Research 

process.  Part of being a responsive teacher involved recognizing and capitalizing on the 
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vast range of differences that each of the students had and then providing the instruction 

needed in order to be successful in reading fluency and comprehension.  As a result, it 

allowed me to make a plan of action. Reflecting on my teaching allowed me to capture 

my students’ learning; I could evaluate their progress each day. As a result, I was able to 

develop and implement the curriculum they needed. The Action Research process was 

both beneficial to the students as well as to the instructor. The process of plan, action, 

monitor, reflect allowed for the creation of several action plans, monitoring the students’ 

achievement through observation and interviews, reflecting on the process used 

previously and then creating a follow up plan.              

   Summary 

In the course of the study, Patrick, Laura, Juanita, and Pancho worked on reading 

repeatedly to build fluency and comprehension. I read the story of the week to all 

participants daily; then they continued to read the story aloud. The students read it to me 

for 15 minutes every day, 5 days a week. At the end of the week all participants answered 

comprehension questions that were formatted similarly to those on the Tejas Lee Test. 

For the duration of the study, the students and I worked together to understand the 

reading process. It seemed as if the students grasped the idea of reading for 

understanding. In addition, the participants had the concept of what makes a good reader; 

they were able to read for understanding. Before the implementation of repeated reading 

and explicit guided comprehension they read only to decode words with no meaning 

involved.  I was happy to see that all participants had made significant progress.  
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As I looked at the growth that was made in reading, I was surprised.  At the 

beginning of the year, when they were given the Tejas Lee Test, they were not able to 

read for understanding.  They were only decoding their readings, not understanding what 

was being read. Their comprehension was nonexistent.  During the middle-of-the-year 

benchmark test, they were able to read with some comprehension. During the last reading 

assessment all children were reading with fluency and comprehension.  I am delighted to 

see that all children made substantial growth in order to be promoted to second grade.             

The major purpose of this study was to examine and describe the relationship 

between repeated reading, fluency, and comprehension and how teacher reflection 

influences teaching and learning in a first-grade dual-language classroom where the 

target language is Spanish.  The students participating in the study had varying degrees of 

fluency and comprehension.  I chose four students from the class (Laura, Patrick, Pancho, 

and Juanita) as focus participants because they represented the diversity of the students in 

the classroom.  

In my classroom, reading fluency was more than just decoding and fast reading.  I 

wanted my students to read for meaning and understanding. I felt that if they did not read 

for understanding they could not perform well in the Tejas Lee Test.  Reader self-

perceptions were significant in the overall development of reading fluency and 

comprehension. 

 The participants in this study were motivated to improve their reading fluency 

and comprehension for various reasons.  If they did not read at least 20 words per minute 

with some comprehension, they could not be promoted to second grade.  Reading fluency 
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and comprehension were achieved through the use of their basal reading book.  All 

students participated in weekly comprehension activities. During guided comprehension, 

I worked with the students to build automaticity. Doing this activity helped the students 

with their fluency and comprehension.   

Reading fluency and comprehension go hand in hand.  One cannot be separated 

from the other.  If the fluency is not there, then the comprehension will not exist. If a 

reader shows growth and improvement, the reader’s self perceptions may change.  It may 

also be possible that the students may enjoy reading and engage in reading outside the 

school setting.   Integrating repeated reading during the 120-minute block may be a way 

of exploiting the relationship between fluency and comprehension.   

As a practitioner and researcher, I learned the importance of evaluating each 

student’s strengths and needs.  Since I was able to reflect on my lessons on a daily basis, I 

was also able to plan and adapt future lessons and tailor them to my student needs.   By 

the end of the study, the students had made significant growth as readers. As a result, 

they were able to advance to second grade.   It is noteworthy that at the beginning of the 

study, the participants lacked fluency and comprehension.  They had been labeled as 

struggling readers by the Tejas Lee test.   However, with the repeated reading that was 

done daily for 15 minutes, for 5 days a week, and the use of comprehension questions 

that were in the same format as the Tejas Lee test, students were able to show growth and 

development in the area of reading fluency and comprehension. 
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CHAPTER V 

DISCUSSION 

This qualitative research study explored the relationship between repeated 

readings, fluency, and comprehension.  Specifically, I as the teacher and researcher 

investigated how my reflections helped to drive my reading instruction in a first grade 

dual language classroom. 

The qualitative study of four students in my class, which was a part of a Two-

Way Immersion program, provided insight into the particular context of repeated 

readings and their influence on fluency and comprehension.  I created various 

opportunities for repeated readings and explicit comprehension strategies.  Students read 

in a small group setting. They read the same text Monday thru Friday for 15 minutes. On 

Friday they answered comprehension questions that were Tejas Lee formatted. Their 

responses to the questions became part of my data set.  The data set further included 

detailed field notes on my observations throughout the semester and daily and weekly 

reflections.  Additional data consisted of tape-recorded formal interviews with the four 

participants selected from the class. I interviewed each of the participants about their 

experiences and perceptions.  I transcribed the formal interviews with the four focus 

participants.  Student work samples, test scores, and students’ school permanent records 

as they related to their reading abilities were also collected. I also used a reflective 

journal that helped me plan the next lesson related to reading fluency and comprehension 

over the course of the 2008-2009 school year.  The results of the data analysis 
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demonstrated variations in the levels of fluency and comprehension.  However, looking 

across the four students, I identified commonalities in students’ development of their 

fluency and comprehension. The information gathered from the analysis of data within 

and across the four students provided information that helped answer the questions that 

guided this study. 

The purpose of this study was to examine and describe the relationship between 

repeated reading, fluency, and comprehension in a first grade dual language classroom 

where the target language is Spanish.  The following research questions guided the study: 

• How does teacher reflection influence teaching and learning in a first grade dual 

language classroom where the target language is Spanish? 

• How does intensive explicit instruction in repeated reading build fluency and 

comprehension? 

• How do student attitudes and student dispositions toward reading influence the 

teacher’s actions for building fluency and comprehension? 

I used the questions as a way to organize and discuss the results of this study.  In 

the subsequent section I discuss my findings relative to each research question.  I then 

discuss implications for classroom practices and directions for further research.    My 

concluding thoughts end the chapter.                                                                            

Teacher Reflection 

How does teacher reflection influence teaching and learning in a first grade dual 
language classroom where the target language is Spanish? 

 
In order to answer this question I knew that I had to immerse myself in my job, 

which was not an easy task at first. In order to make better informed decisions and 
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implement more practical lessons, I needed to reflect on what and how I was teaching 

every day.  I had to understand the needs and struggles of each of my students. Teacher 

reflection and subsequent modifications in my instruction was the only way to help them 

be successful in fluency and comprehension.  

I had to document student’s growth and development on a daily basis.  I devised 

an elaborate system for keeping a record of each of the participants’ progress.  I made a 

folder for each student; it had a weekly calendar and a graph along with comprehension 

questions and a copy of the story they were going to read that week.  These record sheets 

were the core of the folders that helped me guide and plan my teaching.  I gave them the 

same story to read the entire week, and then I documented their fluency and 

comprehension for the week.  I made notes of what strategies they used as they read the 

story, and I documented their miscues. The students soon came to expect me to write in 

their folder while they read.  On Monday I evaluated participants’ performance for the 

previous week and reflected on their accomplishments and needs.  That helped me to plan 

the next week’s lesson.  For example, if the student had a difficult time decoding, then 

the subsequent mini-lessons would focus on decoding.   Reflecting on my teaching 

everyday helped me to be an advocate and practitioner of closely observing children in 

order to note both their progress and struggles and to improve my teaching methods. As I 

observed the participants, I kept notes on their learning efforts, trying to be as specific as 

possible.  Reflective teaching advances valuing of the learner and takes into account 

context, which is essential to understanding the growth and progress of students.  
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  I strongly believe that teacher-created resources are crucial in a classroom 

setting. During the duration of the study and stemming from my reflection, I created 

specific comprehension questions according to the students’ needs.  By creating these 

student specific questions, I was able to monitor student’s progress on a daily basis and 

note their achievement and needs.   

As a practitioner and a researcher, one is always asking what went well, as well as 

what could one change at the end of the day.  For me, becoming an active practitioner 

and constantly looking at ways to improve reading fluency and comprehension was a 

challenge; at times it was difficult to be the researcher and the practitioner.  However, 

once I defined my roles it became easier.  Once I taught the lesson I knew immediately 

what I wanted to change for future’s instruction, or what I wanted to change for the next 

weeks’ lessons.                                                                                                               

Explicit Instruction in Repeated Reading 

How does intensive explicit instruction in repeated reading build fluency and 
comprehension? 
 

I strongly believe that for each child the timing of when he or she begins to read 

and the continuing development of reading is unique to that child.  Reading development 

can be very difficult because the reading process remains hidden within the reader.  I 

wanted to understand the participant’s development in fluency and comprehension. In 

order to reflect and plan my daily and weekly lessons, I listened and observed as 

participants read their passages in their books.  I regularly listened to the participants read 

and recorded their miscues, expression, and fluency.  I noted how they used their fingers 

for pointing and pausing as they came to a period as well as strategies they used to figure 
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out words they could not pronounce.  I would constantly ask them comprehension 

questions related to the main idea, characters, setting, problem and solution, and a basic 

retelling of the story.  The students read the same book all week for 15 minutes at my 

table.  By the end of the week when I would ask them to read it again, the participants 

were able to read the book with little difficulty and with more fluency and more 

comprehension.  As noted by others (e.g., Dowhower, 1987; Rasinski, 1990) fluency 

develops from reading practice.  At the beginning of the study each participant was 

reading below grade level or not reading at all.  In addition, their comprehension was 

nonexistent. However, by the end of the study the participants had made significant 

progress.  The analysis suggested that guided repeated reading has on impact on reading 

achievement (R, FN,p. 50). The study also revealed that repeated reading enabled readers 

to improve on word recognition and accuracy (R, FN,p. 51). The data also presented a 

support for the instruction in repeated reading as an effective way to improve reading 

fluency and comprehension (R, FN,p. 51).  

Moyer (1982) posited that reading fluency has two main elements which are 

accurate word recognition and reading rate.   Moyer also pointed out that the primary 

goal in fluency is to enhance the reader’s comprehension.  Reading fluency has been 

recognized as a critical element in the process of reading and the bridge to reading 

comprehension.  Analysis of the data from the four focus participants of the study tends 

to be consistent with what Moyer suggests. At the beginning of the study they lacked 

fluency and comprehension. For Patrick being a fluent reader meant to read fast.  He also 

pointed out that in order to be a fluent reader he needed to read more.  For Pancho 
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reading was fun, yet many times he found reading difficult, and he knew that in order to 

become fluent he needed to read well and decode unknown words. Additionally, he knew 

that he needed to read to be a lifelong reader and be promoted to second grade. Pancho 

also knew that in order to have some or full understanding of the text he needed to re-

read. Similarly, for Juanita she knew that in order to be a fluent reader she needed to 

practice often.  Likewise, Laura understood the notion that in order to become a fluent 

reader she needed to read repeatedly.   

For my students the relationship between fluency and comprehension can be as 

individual as the reader.  For students like Pancho, Juanita, Patrick, and Laura, improved 

fluency led to improved comprehension.  When readers are actively engaged in repeated 

reading, fluency and comprehension improved over a period of time. I believe that if a 

student lacks fluency it may hinder their comprehension.  Dowhower (1987) argued that 

as a result of repeated reading, students improve reading fluency, rate, accuracy, 

comprehension, and prosody.                                                                                       

Students Attitudes and Dispositions 

How do student attitudes and student dispositions toward reading influence the teacher’s 
actions for building fluency and comprehension? 
 

I interviewed all participants and asked them to describe what made a good 

reader.  At the beginning of the study all four participants perceived themselves as good 

readers.  However, at the beginning of the study all four participants were considered 

struggling readers by my assessment measures.  They were not able to read any of the 

first grade stories or answer the comprehension questions that were given using the Tejas 

Lee.  By the middle of the study they had a better understanding of what made a good 
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reader.  Their perceptions had changed. At the beginning of the study, the students said, 

“I like reading” and “reading is fun.”  By the middle of the study their perceptions about 

being a good reader changed to “Learning to read, reading and writing, and sounding out 

words” and  “reading is learning.” By the end of the study their perceptions about reading 

had changed. Their reading perceptions were “learning to read and write is fun,” “enjoys 

reading all sorts of books,” and “enjoys reading in English and Spanish.”  This showed a 

shift in their thinking. The student’s reading perception heavily influenced the way I 

taught the reading process. I wanted the students to learn to read, but most of all I wanted 

them to perceive of themselves as fluent readers.  The more students read, the more fluent 

they became. As a result of the repeated reading the students gained the skill to read 

fluently. My thinking was influenced in the sense that children may not have a clear 

understanding of what it means to be a fluent reader.  I have come to understand that in 

order for all children to perceive themselves as good and fluent readers they need to be 

guided and instructed—and through the use of repeated readings.  

Current research reports that motivation is a critical element in the student’s 

disposition to read.  Motivation plays an essential role in the development of student’s 

fluency (Deci & Ryan, 1985; Dweck & Elliott, 1983; Marinak, 2007; McCombs, 1989).  

Patrick’s feelings and attitudes towards reading and learning in general were very good.  

He enjoyed reading for pleasure at home and school.  He also mentioned that he liked 

reading in English and in Spanish.  He was always eager to learn.  Contrary to Patrick, 

Laura hated reading.  She found it very difficult and boring.  Pancho, on the other hand 

alleged that a good reader is one who has fun reading. Similarly, Juanita thought that a 
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fluent reader is one who has fun reading.  Alexander and Jetton (2000) pointed out that 

learning is not able to take place in a meaningful way without the learner’s motivation.  

After the study I felt that all four participants had benefited from the project and had 

become more motivated to read.  As an outcome, the participants were able to read with 

voice, they were fluent, and they read for understanding.                                                                   

Implications of the Study 

This study explored the relationship between repeated reading and explicit 

comprehension connected to the reading of four struggling first grade readers from 

different cultural background. This study may serve as an example of what can occur 

when struggling readers are provided opportunities to engage in repeated reading.  

Examining the four cases, I was able to draw implications for myself as a researcher and 

the practitioner.  Throughout this study, from design to data collection to data analysis, 

there has been growth in my research abilities and in the interest in studying the 

relationship between fluency and comprehension.  I have gained deeper understandings in 

repeated reading and the impact it has on fluency and comprehension.  I have always 

regarded repeated reading to be important, but had never realized what a positive impact 

it can have on readers, especially those considered as “struggling” readers.  The positive 

impact was manifested both in the participants’ reading achievement and their 

perceptions of themselves as readers.  

I have also found that I enjoy working with “struggling” readers.  I enjoyed the 

discovery process.  I enjoyed searching for ways to improve my teaching practice in 

order to help my students be successful. I believe that struggling readers will be the focus 
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of my future research. I felt fulfilled when they made progress and became fluent readers 

with comprehension. 

One of the barriers I encountered was the scripted reading curriculum.  Reading is 

one of the most important subject areas and teachers need to treat it as such.  However, 

there is very little choice given to teachers when it comes to teaching reading. My school 

district mandated reading instruction for 120 minutes a day using the basal and level 

readers provided.  I could not find any time to do literature circles and allow students to 

have a choice in which books to read.  Therefore, I had to resort to using the basal readers 

that were provided by the district. If that were not the case, I would much rather have a 

wide variety of nonfictional and fictional books to offer my students.  

In order for students to practice reading fluency and comprehension, numerous 

grade appropriate books need to be made readily available to children.  However, when I 

was looking at the different level books to use during repeated reading, they were very 

limited.  I was not able to borrow any books from the guided reading library since we 

were not allowed to use any other reading resources during the 120 minutes of reading 

instruction. I could only use what was provided with the basal books. Many times those 

books were boring and did not appeal to the participants.  Choice in what was read could 

have promoetd children’s reading development.   

Directions for Further Research 

This study presented information on the benefits of repeated reading in order to 

improve fluency and comprehension.  Rasinski  (1990; 2006) suggested that repeated 

reading improves learner’s reading accuracy and rate and has been shown to be a 
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successful means of intervention.   However, two areas for future research arose during 

the study.  First, I did not examine how students’ reading fluency and comprehension was 

affected in other content areas. It would be an advantage to know if reading fluency and 

comprehension is consistent across all the other content areas.  Next, it may beneficial to 

examine the reading fluency and comprehension in a regular English class.  This study 

targeted students in a first grade dual language reading class.  One could ask if it is 

possible that students in an all-English class can be just as successful as students in a dual 

language classroom where the target language was Spanish.   

Fluency development and comprehension through repeated reading is a vigorous 

method that can be applied in a primary dual language classroom.  Additional action 

research studies could contribute more information to the potential of using repeated 

reading as a way to improve fluency and comprehension in other dual language and all- 

English classrooms.  By conducting the studies that have a broader view across those two 

areas, practitioners could provide additional authentic examples that could benefit all 

teachers. Extending it to other content areas could allow a researcher to find how 

differently fluency and comprehension development might occur during content area 

learning.  Additionally, the research could be expanded to include more students and 

perhaps other grades as well.  I only observed four students during a first grade reading 

block.    

There are several aspects of reading that have not been tapped in this study, such 

as family dynamics and socioeconomic differences. As a result, I will address these 

variables in future research.                                                                                     
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Concluding Thoughts 

This study serves as an example of positive literacy outcomes that can occur in a 

Two-Way Immersion bilingual program when weekly repeated readings are in place.  

The four students served as the focus for this study were representative of the population 

of my classroom.  Up until now, the literature in regards to reading fluency and 

comprehension was largely focused on a definition of reading fluency and 

comprehension in that of an English-speaking classroom.  In this study, I investigated the 

fluency development and comprehension of repeated reading as a means to develop 

fluent readers in a first grade dual language classroom.  I studied first grade students who 

had various degrees of fluency and comprehension.  By implementing a qualitative 

studies methodology, I was able to preserve the distinction that made a unique context.  

Examinations of the first grader’s reading perceptions in these context provided authentic 

student scripts from which other teachers and researchers can gain knowledge in regards 

to fluency and comprehension in a dual language classroom.   

Several researchers (Allington, 1983; Dowhower, 1987; Herman, 1985; Rasinski, 

1990) implemented repeated reading with English speaking students and found that 

developing reading fluency and comprehension is an important element in reading 

instruction and is supported thru repeated readings.  After conducting my own research in 

a bilingual classroom I found out that repeated reading worked with bilingual students.  

Heeding the findings can be useful for teachers, teacher educators, and parents. 
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APPENDIX 1 

Reading Time Schedule  

8:30 -8:45 Review vocabulary of the week 

8:45-9:00 Practice making new words using the syllables of       

the week 

9:00-10:00 Repeated reading/Literacy centers 

15 minutes each group (4 groups) 

 

Repeated Reading Calendar 

Week 1 

 

Purpose:  To build fluency and comprehension 

 

Title of book: Pinto un Pez Divertido 

Week 2 Purpose: To build fluency and comprehension 

 

Title of book: Las mascotas 

Week 3 Purpose: To build fluency and comprehension 

 

Title of book: Reme y Rafa 

 

Week 4 Purpose: To build fluency and comprehension 

 

Title of book: Es de Maiz 
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Week 5 Purpose: To build fluency and comprehension 

 

Title of book: Buscando animales 

Week 6 Purpose: To build fluency and comprehension 

 

Title of book: La tarea de Andy 

Week 7 Purpose: To build fluency and comprehension 

 

Title of book: Los pajaros 

Week 8 Purpose: To build fluency and comprehension 

 

Title of book: Rufian 

Week 9 Purpose: To build fluency and comprehension 

 

Title of book: Pepe el pinguino 

Week 10 Purpose: To build fluency and comprehension 

 

Title of book: El pajarito azul 

Week 11 Purpose: To build fluency and comprehension 

 

Title of book: sapo y sepo 
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Week 12 Purpose: To build fluency and comprehension 

 

Title of book: los osos van de pesca 

Week 13 Purpose to build fluency and comprehension  

 

Tile of book : vamos a investigar 

Week 14 Purpose to build fluency and comprehension  

 

Tile of book : El charco 

Week 15 Purpose to build fluency and comprehension  

 

Tile of book :  El collar 

Week 16 Purpose to build fluency and comprehension  

 

Tile of book : Un dia con Poppleton 
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APPENDIX 2 

Data Collection Dates 

September 1-5 Monday - Friday 

September 8, 2008 

Tejas Lee test administration  

 

 

Beginning of the year 

December 7-18, 2008 Monday - Friday 

Tejas Lee test administration 

January 15, 2009 

 

Middle of the year 

April 5-9 Monday -Friday  

Tejas Lee test administration 

April 13, 2009 

 

End of the year 
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APPENDIX 3 

Sample Comprehension Questions Created by Teacher 

 

1. ¿Cuál es el escenario de la historia? 

2. ¿De que se trata esta historia principalmente? 

3. ¿Qué paso primero en la historia? 

4. ¿Qué ocurrió después? 

5. ¿Qué ocurrió al final de la historia? 

6. ¿Quiénes son los personajes de la historia? 

7. ¿Cómo se sentía el personaje?
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APPENDIX 4 

Sample Interview Questions 

• How do you feel about reading? 

• What makes a good reader? 

• How did you learn to read? 

• What do you do when you come to a word you don’t know? 

• What can you do to become a better reader? 

• What do you do when you read? 

• What is your favorite kind of reading? 

• Do you have friends that read more than you? Less than you? 

• Do members of your family read at home? 

• Does your brother read? 

• Tell me about the reading assignments you get? 

• What happens in your mind when you get reading homework? 

• Is there any reading outside school you have to do? 

• Why should a person read? 

• What is your favorite kind of reading?  


