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This qualitative research study investigated four adolescent English Language Learners’
(ELLSs) perceptions of READ 180. READ 180 is a reading program designed for both struggling
readers and English Speakers of Other Languages (ESOL) students (Scholastic, 2009a).
Although there have been a number of research studies on the benefits of READ 180 for
struggling readers with learning disabilities (e.g., Brown, 2006; Caggiano, 2007; Papalewis,
2004), there is a lack of research on whether or not READ 180 is beneficial to ELLSs.
Specifically, this study focused on how the ELLs responded to using READ 180 with respect to
their cultural and linguistic needs and interests. This study was guided by the theoretical
frameworks of culturally relevant pedagogy (Au, 1998; Gay, 2000; Ladson-Billings, 1995),
literacy engagement and second language acquisition (Cummins, in press; Guthrie, 2004), and
differentiated instruction (Rothenberg & Fisher, 2007; Tomlinson, 2003). Student interviews
served as the primary data source and classroom observations and documents were used as
secondary sources. Constructivist grounded theory (Charmaz, 2003, 2006) was used to analyze
the data. The findings of the study showed that students’ diverse cultural and linguistic

backgrounds and differing English language ability levels made it difficult for the READ 180
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program to meet all the cultural and linguistic needs of the participants. The advanced-level
ELLs desired more challenging books to read, whereas the beginning- and intermediate-level
ELLs desired more conversational English and supports in reading comprehension. Using
grounded theory methods, the study showed the ways in which READ 180 both responded to and
did not respond to the participants’ needs in cultural, linguistic, and technological dimensions.
READ 180 responded to the general needs and interests of ELLs; however, READ 180 failed to
respond to the unique cultural and linguistic needs and interests of ELLs. These findings lead to
a number of significant implications for ESOL teachers to consider regarding the use of READ

180.
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CHAPTER 1
INTRODUCTION

Overview

The number of English Language Learners (ELLS) in the United States has been steadily
increasing for the past decade. According to a report published in 2000 by the National Center
for Education Statistics, more than 4.7 million people over the age of five, approximately 18% of
the U.S. population, speak a language other than English at home (NCES, 2004). This trend is
also reflected in both the elementary and secondary public school populations. The number of
ELLs in 1990 was only 3.2 million or 14% of the population, suggesting a 47% increase within
ten years.

When looking at student populations by state, in the year 2005-2006, Florida had the third
largest number of ELLs with 221,705 or 8.3% of its total student population. California had the
largest ELL student population with 25.1%, and Texas was second largest with 15.7% (FDOE,
2009). In Florida, the racial/ethnic representation of ELLSs is shown in the following Florida

Department of Education (2009) chart:

2007-2008

m White mBlack Hispanic ®Asian m QOthers

Viss

5% 1% 5%

76%

Figure 1-1. The demographic composition of English Language Learners in Florida (Adapted
from FDOE, 2009)
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Hispanic students represented the largest group of the ELL population at nearly 77%
followed by Black students at 12.4%, White students at 5.4%, Asian students at 4.2%, and other
students (multiracial and American Indian) at 1% in the 2006-2007 school year (FDOE, 2009).
The most significant educational implication for this growing population is that educators must
be prepared to meet the needs of their linguistically and culturally diverse students.

ELLs are defined by the state of Florida as individuals who are: (a) born in any country
other than the United States and whose native language is not English, (b) from homes where
any language other than English is spoken, (c) American Indians or Alaskan natives who come
from homes where languages other than English impact English language proficiency, or (d)
individuals who have difficulty speaking, reading, writing, or listening to English to the extent
that they would not be able to “learn successfully in classrooms where the language of
instruction is English” (FDOE, 2009, p.1).

The term English Language Learner (ELL) is used interchangeably with the terms Limited-
English Proficient (LEP) and English Speakers of Other Languages (ESOL). For example, in the
federally mandated No Child Left Behind Act (NCLB, 2001), the term LEP is used, and many
public schools still refer to ELLs as ESOL students. Recently, however, the term ELL has
become more commonly used in academia (e.g., Abedi, Hofstetter, & Lord, 2004; Harper & de
Jong, 2005; Reeves, 2004) as well as by the state of Florida (FDOE, 2009). For the purposes of
this study, I will use the terms ELLs and ESOL students interchangeable when referring to the
participants.

The Importance of Literacy

There is considerable concern among politicians and educational policy makers with
respect to the reading performance of children enrolled in public schools in the United States.

The concern is that American students’ reading proficiency is inferior to that of students from
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other developed countries (Cummins, Brown, & Sayers, 2007). Consequently, there is a desire
on the part of policy makers to remedy this problem by holding teachers and schools accountable
for the reading achievement of their students with the implementation of laws such as NCLB
(2001) with its current emphasis on standardized testing. According to NCLB (2001), “highly
qualified teachers” (a) have a bachelor degree, (b) are state licensed and certified, and (c) know
the subjects they are teaching (U.S. DOE, 2004). Implicit in this stipulation is the assumption
that teachers are currently not well-trained enough to provide adequate instruction to improve
students’ reading achievement. Additionally, Zehr (2008) reports that some educators believe
the accountability provisions of NCLB do not accurately portray the quality of education
provided for ELL students because standardized tests cannot measure their progress. Many
educators nationwide share the feeling that NCLB isn’t flexible enough to reflect the gains made
by their students, particularly those with academic challenges (Cummins et al., 2007; Darling-
Hammond, 2007; Harper, Platt, Naranjo, & Boynton, 2007). Some educators have called for
changes that would allow a school to measure more precisely individual students’ academic
growth, rather than to try to ensure that all students meet rigid academic targets (Abedi,
Hofstetter, & Lord, 2004; Menken, 2006; Wu, Kim, & Harper, 2007). Furthermore, Cummins,
Brown and Sayers (2007) indicate that the so-called literacy crisis that spawned the NCLB Act
may be a fallacy. Regardless of the controversy surrounding NCLB there is currently an
emphasis on the need to hold schools accountable for students” academic performance
specifically related to literacy.

To improve reading, one federal program, Reading First, was designed to assist schools
with funding to improve students’ early reading experience in grades K to 2. However, several

researchers argued that the reading achievement levels of U.S. students remained the same from
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1992 to 2005 (Cummins, Brown, & Sayers, 2007; Krashen, 2004, 2005), despite the more than
one billion dollars spent on Reading First programs nationally. Thus, some researchers question
the effectiveness of Reading First with respect to students’ reading achievement (Altwerger,
2005; Bracey, 2005; Garan, 2004; Krashen, 2008)

NCLB policy is based on the findings of the National Reading Panel (NRP) report of 2000.
In this report that reviewed scientifically based research studies, the findings revealed the need
for more reading interventions in public schools. However, some educational researchers point
out that the NRP report (2000) was ideologically biased because the findings were not
scientifically grounded (Allington, 2002; Coles, 2003; Garan, 2004; Krashen, 2004). August and
Shanahan (2006, 2008) indicated that the NRP report (2000) intentionally excluded the scientific
literature related to second language literacy development and English language learners.
Nevertheless, because its mandates are tied to federal funding, public schools continue to follow
the recommendations of NCLB by using a variety of reading interventions that purport to offer
empirically based designed programs for struggling readers. Many educational publishers (e.g.,
Renaissance Learning Inc, Scholastic Inc, and Scientific Learning Inc.) are now providing
reading software programs that offer struggling readers and English Language Learners
multimodal ways of learning how to read.

Adolescent English Language Learners

According to the National Assessment of Educational Progress (NAEP, 2007), only one-
third of all 8" graders in the U.S. read proficiently; the remaining two-thirds reading at or below
grade level. For 8" grade ELLs, the number is even more astounding--only 8% of ELLs read
proficiently (Figure 1-2). Additionally, 70% of ELLs read below grade level despite the fact that

57% of them are second and third generation immigrants (Batalova, Fix, & Murray, 2005). This
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suggests that adolescent ELLs are more likely to encounter reading difficulties than their

English-speaking peers.

2007 NAEP reading report (8th grade)

80
70
60
Q
E 50
= 40
o
o 30
o
20
10
0 [
Below basic Basic Proficient Advanced
WELL 70 22 7 1
Not ELL 31 27 34 &

Figure 1-2. Eighth grade reading scores for ELLs and not ELLs (Lee, Grigg, & Donahue, 2007)

Indeed, adolescent ELLs face several challenges in their schooling (Garcia & Godina,
2004; Short & Fitzsimmons, 2007). ELLs come to school with a varied range of language
proficiency and abilities. Some ELLs come to public school extremely proficient in their first
language, or L1, while others have limited literacy in their L1. Short and Fitzsimmons (2007)
explain that ELLs “must perform double the work of native English speakers in the country’s
middle and high schools” (p. 1, emphasis in original) because they are expected to acquire
English as their academic language as well as learn the nuances of English as a social language.
Cummins (1981) pointed out that learning a second language requires at least two to three years
to develop communicative English skills and four to seven years to be competent in academic
English (Cummins, 1981).

The academic needs of adolescent ELLs are “urgent but overlooked” (Alliance for

Excellence Education, 2007). Although dramatic statistics exist regarding adolescent ELLs
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facing academic challenges in U.S. schools, August and Shanahan (2006, 2008) point out that
there is a paucity of research on the literacy development of adolescent ELLs. Thus, there is a
need to fill this research gap (August & Shanahan, 2006, 2008; Short & Fitzsimmons, 2007).

Adolescent EL Ls and Educational Technologies

Adolescents are motivated by technology (Sternberg, Kaplan, & Borck, 2007), and
adolescent ELLs are no exception (Short & Fitzsimmons, 2007). Short and Fitzsimmons (2007)
note that technologies offer multimodal ways of learning that appeal to adolescents, and motivate
them to stay engaged in reading. Short and Fitzsimmons (2007) suggest that since adolescents
have a high interest in “out-of-school literacies” such as computer games, Internet activities,
iPods, music, and movies, these technologies could be integrated into the curriculum (p. 13).
Educational technologies that integrate simulations, computer games, or other visual and
auditory aids can engage students in literacy (Gambrell, 2006).

Multimodal ways of learning, as aforementioned, are reflected in the construct of “new
literacies.” In this construct, reading printed text only is considered limiting, as new
technologies and media contain visuals and auditory input as part of everyday life (Kress, 2003;
Lankshear & Knobel, 2006). In other words, students learn to process information from multiple
pathways rather than relying on traditional texts. These new literacies include hypermedia,
which integrates various types of media and features nonlinear presentations of information for
students to choose their learning paths through the multiple forms of materials.

In addition, researchers have re-conceptualized literacy as many or “multiliteracies” as a
way to challenge the traditional, static view of literacy (New London Group, 1996). One of the
pedagogical implications of multiliteracies for teaching is that adolescents are exposed to both
text and non-text forms of literacies and there is a need to consider their visual, aural, and

semiotic understandings in addition to textual understandings (Walsh, 2006). Indeed, the
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increased access to the Internet via computer technology encourages teachers to utilize free
Internet resources for teaching (e.g., Godwin-Jones, 2007; Lord, 2003, 2004; Thorne, 2003).

Although the use of educational technologies is appealing and motivating to adolescents, it
is complicated when applied to the learning needs of ELLs. In addressing second literacy
instruction for adolescent ELLs, McCafferty (2002) notes the complexity of this process for
students. ELLs must first become conscious of the different kinds of inputs they are receiving,
including verbal, nonverbal, visual, and auditory. While they have become conscious of the
inputs, they also attempt to incorporate them as part of their identities (McCafferty, 2002). In
order to understand the complexity of technology use and L2 literacy, it is important to
understand how the semiotic systems of content materials influence ELLS’ identities (Cummins,
Brown, & Sayers, 2007; Murray, 2005). For example, if an ELL student, from Vietnam, is
reading with a tutorial software program about skateboarding, she may not have the prior
knowledge to understand the lesson content. Therefore, although technology may be appealing
and motivating to adolescent ELLs, when it is used to promote L2 literacy, technology needs to
be culturally sensitive.

Increased Use of Educational Software

While the Internet has been as a resource for educational purposes, a tremendous amount
of money has been spent by school districts on software programs over the last decade.
According to Oppenheimer (2007), K to 12 schools spent 1.9 billion on electronic curricular
products, as reported by Simba Information. This suggests that the use of educational software
has become more prominent in school curricula. To date the research on the effectiveness of
educational software focuses solely on students’ academic achievement and standardized testing.
However, there is little research that explores how educational software influences students’

learning experiences. For example, Niederhauser and Stoddart (2001) note that, *“computer
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technology, in and of itself, does not embody a specific pedagogical orientation. Different types
of software can be used to address a range of educational goals” (p. 29). For example, some
educational software is specifically designed to help ELLs stay engaged in low-level reading
programs that teach decoding and word recognition, while other software is designed to provide
enrichment for ELLs who are reading beyond their grade level. Additionally, to promote
reading, some software is behaviorist-oriented and uses drill and practice learning strategies that
are designed to move information from the working memory to the long-term memory (e.g.,
Burton, Moore, & Magliaro, 2004; Chun & Payne, 2004). On the other hand, constructivist-
based software is designed as a tool to help students construct their understanding of the text
(Jonassen, 1996; Jonassen, Peck, & Wilson, 1999).

Statement of the Problem

READ 180: READ 180 is a reading intervention program that claims to provide
differentiated instruction for “struggling readers” for all grade levels (Scholastic Inc., 2009a, n.
p.). The term struggling readers refers to the group of students whose reading performance is at
or below the 25" percentile on state standardized tests (Proctor, Dalton, & Grisham, 2007). This
group is frequently comprised of students with learning disabilities whose first language is
English, as well as students who are in the process of acquiring English as a second language
(L2).

While some ELLs may be identified as struggling readers, their reading needs are different
from those of native English-speaking students who are struggling readers. For example,
Bernhardt (2005) reminds educators that unlike L1 students, L2 students’ reading development is
affected by their first language; that is, their L1 literacy knowledge as well as their knowledge of
L2 influences their L2 reading experience. Unlike L1 students who have reading disabilities,

many L2 readers may have acquired literacy skills in their native language but may lack the
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cultural and linguistic knowledge necessary for comprehending English language text. In
contrast, L1 students with learning disabilities have difficulty developing literacy skills in their
native language. Regardless of these differences between these two groups, READ 180 purports
to address the needs of both groups of students: struggling readers and English Language
Learners (ELLSs) (Scholastic Inc., 2009b). Although there are a number of research studies on
the benefits of READ 180 for struggling readers with learning disabilities (e.g., Brown, 2006;
Caggiano, 2007; Papalewis, 2004), there is a dearth of research that directly focuses on whether
or not READ 180 meets the needs of ELLs in reading.

Purpose of the Study

This study focused on English Speakers of Other Languages (ESOL) students’ perceptions
of READ 180. As noted above, READ 180 is a reading program designed for both struggling
readers and ESOL students. Unlike struggling readers, ESOL students have to become proficient
in various forms of English, both social and academic forms (Cummins, 2003). Moreover, they
are expected to acquire high degrees of literacy in English. Additionally, ESOL students come
from culturally and linguistically diverse backgrounds and they have different learning
experiences from their American peers (Nieto & Bode, 2008). Beyond language learning, an
appropriate, if not effective, curriculum for ESOL students must provide opportunities for ESOL
students to negotiate their cultural identities (see also de Jong & Harper, 2007).

According to Scholastic (2009a), READ 180 “provides a variety of instructional strategies
for teachers” (p. 4), as well as in-service training to meet the needs of ESOL students. Although
there have been numerous studies conducted on the influences of READ 180 on struggling
readers’ achievement (e.g., Brown, 2006; Caggiano, 2007; Papalewis, 2004), there is no research

specifically targeted for ESOL students. According to Caggiano (2007), there is a need to
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explore the cultural relevance of READ 180 and its influence on students from culturally diverse
backgrounds.

This current research is designed to help teachers evaluate how READ 180 influences
ESOL students’ English language learning experiences.

Research Questions

In this study, there is one main research question and three sub-questions as follows:

How does the READ 180 reading intervention program reflect middle school ESOL
students’ linguistic and cultural backgrounds?

a)  How do middle school ESOL students perceive their cultural backgrounds as being
reflected in READ 1807?

b)  How do middle school ESOL students perceive their language learning as being reflected
in READ 1807?

c) How do middle school ESOL students perceive the use of technology facilitating their
learning?

Operational Terms

English language learners (ELLs): ELLs are defined by the state of Florida as
individuals who are (a) born in any country other than the United States and whose native
language is not English, (b) from homes where any language other than English is spoken, (¢)
American Indians or Alaskan natives who come from homes where languages other than English
impact English language proficiency, or (d) individuals who have difficulty speaking, reading,
writing, or listening to English to the extent that they would not be able to “learn successfully in
classrooms where the language of instruction is English” (FDOE, 2009, p.1).

Limited English Proficiency students (LEP): According to Section 9101.25 of Title IX
of the U.S. Department of Education General Provisions for Elementary and Secondary
Education, the term Limited English Proficiency is similar to ELLs and refers to students who

are: (a) between the ages of 3 through 21, (b) enrolled or preparing to enroll in elementary or
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secondary school, (c) not born in the United States or speak a language other than English as
their first language, (d) who are American Indians or Alaskan natives, (e¢) who come from a
background where their first language learning influences their ability to learn English, and (f)
have difficulties speaking, reading, writing and understanding English in that it limited their
ability to participate fully in public school (U.S. DOE, 2004).

Struggling readers (at-risk readers): Struggling readers are students whose reading
performance is at or below the 25" percentile on state standardized tests (Proctor, Dalton, &
Grisham, 2007). This category includes students with learning disabilities, students reading
below grade level, and students with decoding and encoding problems.

Teacher fidelity: Teacher fidelity refers to the degree in which teachers implement
academic interventions according to the protocol designated by the intervention (Pence, Justice,
& Wiggins, 2008). Furthermore, according to Pence et al. (2008), “measuring implementation
fidelity is a necessary intermediate step between delivering professional development to teachers
and evaluating subsequent teacher and child outcomes” (p. 332). Teacher fidelity is generally
rated on a scale from a moderate degree of fidelity to a high degree of fidelity, depending on the
self-reporting of teachers who are implementing any given academic intervention.

READ 180: READ 180 is a reading intervention program designed by Scholastic Inc. to
provide differentiated instruction for struggling readers and ELLs (Scholastic Inc., 20093,
2009b). See Chapter 2 and 4 for more details.

Scholastic Reading Inventory (SRI): Scholastic Reading Inventory is a computer-based
reading assessment program that is designed by Scholastic Inc. to measure students’ reading

proficiency and monitor students’ reading progress.
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Conclusions

This chapter builds on a rationale for conducting research on how adolescent ELLs and
their ESOL teacher perceive the use of READ 180. While READ 180 is designed for both
struggling readers and ELLs, there is a need to examine the degree to which it meets the needs of
ELLs. The lack of research on adolescent ELLSs also suggests a need to focus on this particular
student population. One main research question is listed along with three subset questions. The
findings from this study can help ESOL teachers evaluate whether or not READ 180 will be
appropriate for their instructional practices when working with culturally and linguistically

diverse students.
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CHAPTER 2
REVIEW OF THE LITERATURE

Introduction

The purpose of this chapter is to provide the conceptual framework and a literature
review for the study. The conceptual framework includes three theories: (1) culturally
relevant pedagogy, (2) literacy engagement, and (3) differentiated instruction. In the
following chapter, these three theories will be delineated and the relationship among them
will be described. Implications are made for literacy education for culturally and
linguistically diverse students. In addition, a review of the literature of empirical on READ
180 follows.

Culturally Relevant Pedagogy

The concept of culturally relevant pedagogy (CRP) has informed the field of education
about the importance of cultural congruence in teaching and learning, the need for cultural
diversity in educational content materials, ideology with respect to pedagogy, and cultural
communication. CRP, as defined by Gay (2000), is a combination of critical pedagogy and
sociocultural theory:

Culturally responsive pedagogy simultaneously develops, along with the academic

achievement, social consciousness and critique, cultural affirmation, competence, and

exchange; community building and personal connections, individual self-worth and
abilities; and an ethic of caring. It uses ways of knowing, understanding, and

representing various ethnic and cultural groups in teaching academic subjects, process
and skills. (p. 43)

Culturally relevant pedagogues believe that academic difficulties experienced by
marginalized groups of students, such as ELLs, are due to the incongruence between the
White, male, privileged pedagogical paradigm (Mclntosh, 1988; Mclintyre, 1997) and the
culturally diverse funds of knowledge paradigm (Heath, 1983; Moll, Amanti, Neff, &
Gonzalez, 1992). The white, male, privileged paradigm suggests that dominant White male
culture is taught and reinforced in the culture of the school. A culturally—diverse paradigm

suggests that students of color possess unique cultural knowledge that is not valued by the
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mainstream school culture. When these two paradigms are incongruent, ELL student
learning is hindered. (Au, 1998; Heath, 1983; Moll et al., 1992)

Advocates of CRP believe that providing a culturally relevant curriculum promotes the
academic achievement of culturally and linguistically diverse students. One well-known
example of this application of CRP is The Kamehameha Early Childhood Education Program
(KEEP) (Au, 1980). This early literacy program was designed to increase the reading
achievement of young, native Hawaiian students by implementing a curriculum that
incorporated the CRP practice of “talk-story” (Au, 1980). The “talk-story” was a traditional
linguistic practice of Native Hawaiians and the use of it in the KEEP curriculum helped
students improve their literacy skills by using culturally appropriate practices (Nieto & Bode,
2008).

The theoretical underpinning of culturally relevant pedagogy is derived from two major
sources: (1) critical pedagogy that describes how the societal power structure disempowers
students from culturally diverse backgrounds (Freire, 1990; Freire & Macedo, 1987) and (2)
socio-cultural theory that explains how and why students” home cultures should be integrated
into the curricula (Vygotsky, 1978). Grounded in critical pedagogy (Freire, 1990; Freire &
Macedo, 1987), culturally relevant pedagogues perceived that students from non-dominant
groups are at a disadvantage due to the incongruence between their cultural knowledge and
that of the mainstream groups (CREDE, 2002; Gay, 2000; Ladson-Billings, 1995).

Ladson-Billings (1995) explained that CRP perceives education as a political act in
which teachers can “help students accept and affirm their cultural identity while developing
critical perspectives that challenge the inequalities that schools perpetuate” (p. 469). Such
inequity is the result of unequal distributions of cultural capital, with certain types of cultural
capital (e.g., English as a first language) being favored over others (Bourdieu, 1986). To

counter the coercive power structure that this unequal distribution of cultural capital creates,
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CRP teachers must be aware that these sociopolitical forces create learning difficulties. For
example, research has documented that non-Caucasian students have been marginalized in
public education due to their incongruence with the mainstream culture both socially and
politically (Shannon & Escamilla, 1999). Moreover, when considering language as a form of
cultural capital (Bourdieu, 2000; Macedo, Dendrinos, & Gounari, 2003), ELLs are ata
disadvantage particularly when English is used as the sole medium of instruction. CRP
challenges teachers to explore the idea that students from non-Caucasian backgrounds have
different but equally valuable forms of cultural capital (Bourdieu, 1986, 2000). This idea
represents the essence of sociocultural theory in CRP.

Beyond critical pedagogy, sociocultural theory assumes that literacy practice is socially
and culturally constructed and draws upon cultural relevant pedagogy (Vygotsky, 1978).
Vygotsky’s notion of Zone of Proximal Development (ZPD) illustrates the concept of
scaffolding although he did not use the term. ZPD suggests that learning occurs when an
individual receives assistance from more competent peers or teachers to move from a current
level of knowledge to a more advanced level of knowledge (Vygotsky, 1978). For ELLs, the
ZPD sheds lights on the importance of a student’s competency in her first language (L1)
because L1 can be a scaffolding tool to develop competency in a second language (L2)
(Cummins, 1981).

Using a sociocultural theoretical lens to look at L2 literacy education, it is essential to
consider the relationship between cultural identity and language learning of ELLs (Cummins,
1996). The sociocultural view of CRP specifically suggests that the native language and the
home culture of culturally and linguistically diverse students should be viewed as assets (or
resources) rather than as deficits. Culturally relevant pedagogues perceived the educational

gap between Euro-Americans and students from diverse backgrounds as a result of cultural
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incongruence. Under these circumstances, the role of the teacher is viewed as a mediator
between the home and the school culture (Moll & Arnot-Hopffer, 2005).

As a demonstration of the effort to make the curriculum more culturally congruent with
the mainstream, Moll (1992) and his colleagues connected the “funds of knowledge,” of the
family and community cultural resources of Mexican students to the classroom curriculum
(Moll, 2006; Moll, Amanti, Neff, & Gonzalez, 1992; Moll & Gonzalez, 2004). In this study,
the students’ cultural differences were not abstract concepts unrelated to the classroom;
instead, they became concrete forms of knowledge infused into the curriculum as vocabulary
lessons and classroom discourse (Moll, 2006).

The concept of culturally relevant pedagogy suggests the need for teachers and schools
to give a voice to students to express their understanding of the world. This study explores
how the content of READ 180 influences ELLS’ perceptions of themselves by addressing
whether or not READ 180’s materials reflect their linguistic and cultural backgrounds.
Furthermore this study investigates how ELLSs perceive the linguistic and cultural relevance
of READ 180.

When READ 180 is integrated into the curriculum of an ESOL classroom, it represents
a form of technological learning that has the potential to transform education. The National
Reading Panel (2000) concluded that there “may be a promising use of technology in reading
instruction” (p. 17). Indeed, research has shown that adolescents are more likely to be
motivated through computerized reading instruction (Kim & Kamil, 2004). Many
researchers have cautioned, however, that it is naive to view technology as a promising tool
in empowering culturally and linguistically diverse students (Au, 2006; Bernhardt, 2006;
Cummins, Brown, & Sayers, 2007). Au (2006) contended that technology could actually
widen the literacy achievement gap between Euro-American students and students from

diverse backgrounds. For example, when using technology in reading, Euro-American
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students tend to receive a constructivist model of instruction that allows them to construct
their own understanding of the text they are reading. Conversely, students from culturally
diverse backgrounds tend to receive instruction which focuses on low level reading skills
(Fitzgerald, 1995). However, Hubbard and Siskin (2004) argued that the teaching of low
level reading skills with technology was an opportunity for ELLs to develop their basic
understanding of English before they used it in social interactions.

Cummins, Brown and Sayers (2007) suggested that the current research findings were
insufficient to indicate the overall effect of technology on academic achievement cross
culturally. In the case of READ 180, ideological assumptions, made by the publisher,
Scholastic Inc, were unrelated to any rigorous, empirical research. Independent research
should be conducted to investigate how culturally and linguistically diverse students use
READ 180.

Numerous researchers have called attention to the issue of cultural diversity in relation
to technology. For example, Subramony (2004) argued that cultural diversity is
underrepresented in technology, which he believed, was intentionally meant to foster the
assimilation of diverse cultures into the dominant European-American, White culture.
Furthermore, Chen (2007) questioned the neutrality of computer software:

Computer software is biased, incorporating cultural preferences for such things as

analytic and linear thinking, the way information is organised, and cultural-specific

logic and rules. This can disadvantage ethnic minorities, who often are also
increasingly at risk academically. Added to these biases, different cultural groups may

have different perspectives that they use to interpret and organise information about the
world. (p. 1114)

Similar to Chen (2007), Brander (2005) suggested that researchers examine whether or not
cultural bias exists in the medium of language software. Smith-Maddox (1998) contended
that culture should be “a dimension of academic achievement” (p. 302). Additionally, Smith-
Maddox suggested that content relevance, teacher beliefs, classroom environments, and

ethnic identities ideally would be the measurements for culturally relevant pedagogy. Since
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the publisher of READ 180 intended to meet the needs of ELLs, with this software program, |
follow Smith-Maddox’s (1998) argument by asking the question -- how culturally relevant
are the content materials of READ 180 to ELLS?

Literacy Engagement

Culturally relevant pedagogues also believe that students’ socioeconomic backgrounds
influence their levels of academic achievement (Au, 1998), while other researchers see
academic achievement through the lens of literacy engagement. Literacy engagement
advocates purport that when students are more engaged they can overcome the barriers
related to their contextual backgrounds and achieve academic success (Guthrie, 2004; Kirsch,
de Jong, LaFontaine, McQueen, Mendelovits & Monseur, 2002).

In a study of 32 countries conducted by the Organization for Economic Cooperation
and Development (OECD), the test results of 15-years-old students using the Programme for
International Student Assessment (PISA) suggested that highly engaged, low SES learners
tended to outperform their non-engaged, middle class peers in reading achievement (Kirsch,
de Jong, LaFontaine, McQueen, Mendelovits & Monseur, 2002, cited in Cummins, Brown &
Sayers, 2007). Furthermore, Guthrie (2004) suggested that the relationship between literacy
engagement and academic achievement is “reciprocal” or “mutual causation” (p. 6). The
term mutual causation refers to the way in which academic success can happen as a result of
engagement in reading and an engaged reader tends to experience academic success. Kirsch
et al.’s findings (2002) suggested that literacy engagement promoted academic success in any
group of students and perhaps served as a strategy for bridging the educational gap between
privileged and marginalized students.

The term literacy engagement suggested a similar idea about the ways to motivate
students to read (Guthrie & Humenick, 2004). However, unlike motivation, which refersto a

commitment in cognitive thinking while reading, engagement is an encompassing term that
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indicates that a learner is committed to reading academically, cognitively, affectively, and
socially. According to Guthrie (2004), literacy engagement can be viewed on four
dimensions: (1) time on task (paying attention to text, concentrating on meaning, and
sustaining cognitive effort); (2) affect (enthusiasm and enjoyment surrounding the interaction
with text); (3) the cognitive process of reading (questioning or comprehension monitoring);
and (4) and the exposure of literacy activities (the amount and diversity of students’ reading
practices).

Guthrie (2004) contended that literacy engagement is observable as he notes: “teachers
and researchers know engaged readers when they see them” (p. 2). For example, the
definition of an engaged reader, according to Guthrie (2004), is a reader who spends time
reading extensively and is able to monitor her comprehension. By contrast, a disengaged
reader, according to Guthrie (2004), does not spend time reading and is uncertain about
whether or not she understands a text and she has less control over her comprehension.
However, such a dichotomy between engaged and disengaged readers may be oversimplified.
Whether or not a reader is engaged may also be a result of the reading materials being used.
In relation to L2 literacy, Bernhardt (2005) contended that there is a need to distinguish
between a reading problem and a second language problem. ELLSs, particularly those who are
beginning readers, can be easily misinterpreted as disengaged readers or struggling readers.
Simply observing the behaviors without having them voiced could limit a researcher’s
opportunity to understand them.

While Guthrie’s (2004) literacy engagement applies to all types of readers and does not
target ELLs, Cummins (in press) posited a literacy engagement theory specifically focused on
ELLs’ cultural backgrounds with the four dimensions of: (1) activating prior knowledge, (2)
scaffolding meaning, (3) affirming identity, and (4) extending language. Cummins (in press)

reminded teachers that ELLs need various forms of support—Ilinguistic, visual, aural, and
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verbal. Similar to Guthrie (2004), Cummins (in press) also asserted the affective and social
dimensions of literacy engagement in a way that their identities must be affirmed so that they
would be more willing to invest in learning. Finally, extended language use, in a similar
fashion with Guthrie (2004), suggested that academic language required extensive exposure
of reading in various forms of print genres.

The concept of literacy engagement is essential in this study because it assists in the
examination of ELLs perceptions of how READ 180 both engages them in reading and meets
their learning needs. On the Scholastic, Inc. website, the READ 180 publisher stated a
commitment to adolescent struggling readers, including both ELLs and students with learning
disabilities:

...these readers (adolescent readers) need to be engaged and given incentive to learn to

read. The needs of English-Language Learners and students with learning disabilities
also need to be taken into account. (Scholastic Inc., 2009c, n. p.)

However, it is questionable whether the same software used for struggling readers and
ELLs can engage both groups who may have vastly different needs. For example, Short and
Fitzsimmons (2007) noted that the educational needs of English-speaking struggling readers
and ELLs were different. For example, native, English-speaking, struggling readers may
need their teacher’s guidance to recall information to comprehend text, whereas ELLS can
access background knowledge to activate their learning. In studying adolescent ELLs, Garcia
and Godina (2004) came to the same conclusion: activating ELLs prior or background
knowledge is essential.

Short and Fitzsimmons (2007) also suggested that the motivation to read for adolescent
native-English-speaking struggling readers was quite different from that of ELLs. The
former group tended to have weak intrinsic motivation while the latter group had strong
intrinsic and extrinsic motivation (Short & Fitzsimmons, 2007). Other researchers (Dornyei,

2001; Dornyei & Schmidt, 2001; Dérnyei & Ushioda, 2009) also confirmed that ELLs have
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demonstrated strong motivation toward language learning. In other words, it is safe to say
that ELLs are more motivated to read than are English-speaking struggling readers;
consequently, the programs that are used to motivate these subgroups must be different.

The motivation for second language learners is essential because mastering a language
takes time and requires patience and persistence from a language learner (Dornyei, 2001).
The motivation of a second language learner can be both intrinsic and extrinsic; intrinsic
motivation includes the feelings of accomplishment toward language learning (Dérnyei,
2001). The ways in which a language learner perceives the relationship between her home
culture/language and the target language/culture could shape the extent to which she would
want to learn the target language. The extrinsic motivation, for example, is a learning
environment that provides comfort, resources, incentive, rewards, and so on. A
demonstration of low motivation results in disinterest, frustration, fear and lack of self-
confidence (Dornyei, 2001). The pedagogical implication for ESOL education is that teachers
should relate the cultural and linguistic backgrounds to language learning by understanding
second language learners’ attitudes between the L1 and the L2 and creating a learning
environment that allows learners to feel engaged and rewarded.

Differentiated Instruction

The practice of differentiated instruction (DI) is grounded in the understanding that the
student population of any given classroom can be comprised of learners with mixed ability
levels and culturally diverse backgrounds. Consequently, differentiated instruction is an
approach designed to meet the needs of every student by rejecting a “one-size-fit-all”
curriculum (Campbell, 2008; Gregory & Chapman, 2007; Paterson, 2005; Rothenberg &
Fisher, 2007; Tomlinson, 2003). Meeting or responding to the needs of diverse learners
requires that educators take into consideration each student’s “learning styles, interest, goals,

cultural backgrounds, and prior knowledge” (Benjamin, 2002, p. xii).
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DI is adapted from the pedagogical strategies of special education, that were designed
to assist teachers in meeting the needs of students with varying abilities in special and general
education settings (Bender, 2002; Zigmond, 1995). When using DI, educators can adapt
curricula by using multiple content materials, modifications of content materials, and
scaffolding instructions to help students with mixed abilities succeed in the classroom
(Gregory & Chapman, 2007; Tomlinson, 2003). Rather than placing students in separate
classes according to their abilities, differentiated instruction encourages general education
teachers to provide instruction in the least restricted environment to enhance the learning
experience of students with varying abilities (Giangreco, Dennis, Cloninger, Edelman, &
Schattman, 1993). Furthermore, differentiated instruction acknowledges that each student
has her own strengths and can develop them to achieve academic success.

In general education, teachers who adopt DI strategies acknowledge students’ multiple
forms of intelligence by providing various ways of representation and instruction (Campbell,
2008; Gardner, 1993). A pedagogue who applies the DI approach to her classroom
curriculum is an educator who values each student’s individual styles of learning. As
Campbell (2008) noted:

Differentiated instruction is not a method or a strategy. As noted, it is a way of

thinking and planning. It involves thinking about the different levels of readiness and

ability, different students’ interests, and different learning profiles. It means thinking
about how to provide multiple entry points into content areas, so that all students can be

successful in their studies. It means thinking about students both individually and
collectively—their life experiences and their circumstances. (p. 1)

Thus, as Campbell (2008) explained, the purpose of DI is to provide a learner-centered
environment that reflects students’ needs, interests, and learning preferences. Tomlinson
(1999, 2003) noted that DI can encompass three major dimensions: content, process, and
product. First of all, providing a wide range of content materials can offer diverse students

one avenue for learning; secondly, offering diverse students multiple ways of processing

35



information can increase comprehension, and thirdly, a variety of evaluation strategies can
increase the production of work from diverse learners (Tomlinson, 1999, 2003).

The recognition of the importance of using DI in the classroom is increasing each year
in the U.S. as the student population becomes more culturally and linguistically diverse and
the educational trend toward total inclusion continue (MacGillivray & Rueda, 2004,
Rothenberg & Fisher, 2007). This demographic trend has created the need for educators to be
prepared to meet the needs diverse student populations; this is particularly true in the context
of the ESOL classroom (Herrera & Murry, 2005; Rothenberg & Fisher, 2007). Herrera and
Murry (2005) reported that the combination of cultural diversity, varying levels of English
language proficiency, and varying academic levels can create challenges for ESOL teachers
that can be addressed with the use of DI strategies. With the implementation of DI, teachers
have the tools to adapt their curricula to reflect ELLS’ academic levels and learning.

Hoover and Patton (2005) identified three criteria necessary for teachers to provide DI
for ELLs: culture, language, and the content. Teachers should consider using a curriculum
that reflects the culture of an ELL with respect to prior knowledge and value congruence as a
way to provide sufficient scaffolding. Insufficient scaffolding or generic representations of
diverse backgrounds may fail to meet the needs of culturally and linguistically diverse
students. The content should not only be comprehensible but also reflect students’” prior
knowledge, life experiences, and language levels (Rothenberg & Fisher, 2007).

MacGillivray and Rueda (2004) noted that an effective DI in the literacy curriculum
must start with an understanding of individual students’ lives. Teachers are cautioned against
approaching ELLs with a “deficit” model of instruction and are advised to maintain high
expectation from all students (MacGillivray & Rueda, 2004). Since many ELLSs live between
two or more cultures and languages, educators are advised to take advantage of students’

wealth of multiple cultural and linguistic resources. As Scholastic Inc. (2009b) maintains, the
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READ 180 program is designed to meet the needs of ELLs with its instructional contents and
instructions. In this study, | have attempted to explore students’ perspective of how this
reading intervention, in terms of the content, process and product, differentiates the cultural
and linguistic backgrounds of ELLs through their learning experiences.

A Comparison of CRP, LE and DI

The three theoretical frameworks, Culturally Relevant Pedagogy (CRP), Literacy
Engagement (LE) and Differentiated Instruction (DI), provide the lens for this study. CRP
allows me to closely examine the experiences and perceptions of ELLs and the ESOL teacher
with respect to their cultural backgrounds. LE allows me to examine how ELLS are engaged
in reading in the context of using READ 180. DI informs the ways in which READ 180
reflects their learning needs. The three theories emphasize the relationship between students’
identity, cultural background, and learning. In the following section, | describe how these
three theories intersect and inform this study (see Figure 2-1).

The advocates of CRP, LE and DI acknowledge the importance of learning and attempt
to empower students through various dimensions by: (1) activating the learner’s background
knowledge (e.g., cultural background and experiences); (2) using a variety of teacher/learner
strategies; and (3) promoting social interaction and engagement. These theories suggest that
effective teaching includes a variety of strategies to make curricula more relevant to students
so that students can make the connections in order to acquire new knowledge. Additionally,
dialogue and interaction can engage students in learning. In the next section, each aspect is
described in detail.

First, the three theories maintain that the background of a learner (i.e., culture and
experiences) influences her learning. The core objective is to make curricula more culturally
relevant for diverse student populations that prior knowledge or experiences may be used to

generate and acquire new knowledge. Content reading materials should be not only
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culturally relevant to students but also reflect their diverse and multiple perspectives. In this

study, how students relate their backgrounds to the texts in READ 180 is investigated.

Culturally relevant
materials reflects’
backgrounds (or identities)

Teacher and learner

strategies
Social interaction and
Culturally engagement
relevant

pedagogy

Differentiated
Instruction

Literacy
Engagement

Figure 2-1. Intersection and comparison of culturally relevant pedagogy, literacy
engagement and differentiated instruction

Second, using a variety of instructional strategies to meet various learners’ needs is a
second overlapping component. Although CRP advocates emphasize teacher strategies and
LE focuses on the learner strategies, the ultimate goal is to use a variety of teaching strategies
that align with student learning. Guthrie (2004) specified that reading strategies such as
“activating background knowledge, questioning, searching for information, summarizing,
organizing graphically, structuring stories, relating questions and answers, and performing
elaborative interrogation with text” (p. 24). Rothenberg and Fisher (2007) also indicated the
variety of instructional strategies suggests additional avenues to lessen the linguistic demands

and make the input more comprehensible. This study therefore investigated the perceptions of
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ELLs with regard to the degree that learning/teaching strategies are utilized appropriately in
the context of READ 180 to engage students in reading.

Finally, all three advocates consider the role of social interaction in the classroom as a
significant way to engage students in learning. Cummins (in press) considered dialogue as an
opportunity for ELLS to expand their use of language. Advocates of LE assert that classroom
conversation provides an opportunity for students to share their questions and clarify their
understanding after reading a text. Guthrie (2004) argued that “engaged reading is often
socially interactive” (p.4). Bender (2002) also used the whole group and small group
discussions to create more opportunities for social interaction. In this study, when the READ
180 design incorporates small group work in its educational rotation, it is important to
investigate how ELLs relate the small group discussions of READ 180 to the other two parts
of the rotation: the software program and the independent reading, It is also important to
observe whether or not students enjoy learning when using the READ 180 program.

Despite some of their differences, these theories are complementary to one another.
Culturally relevant pedagogy incorporates critical consciousness that is lacking in Guthrie’s
(2004) literacy engagement theory. The theory of literacy engagement reflects students’
propensity to read, but it does not address how certain mediums (e.g. texts, sounds, visual
aids) may convey stereotypes, prejudices, and discriminations. Gay (2000) contended that
the text materials were “controlled by the dominant group (European American) and
confirmed its status, culture, and contributions” (p. 113). The convergence of these ideas
suggested a need to examine how adequately cultural diversity was represented through the

perspectives of ELLs and their use of READ 180.
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READ 180

READ 180 is a reading program designed by Scholastic Inc. (2009a) to meet the needs
of struggling readers, including English Language Learners (ELLS) and students with
learning disabilities. The Scholastic website states the objectives of READ 180 as follows:

An intensive reading intervention program that helps educators confront the problem of

adolescent illiteracy and special needs reading on multiple fronts, using technology,

print, and professional development. READ 180 is proven to meet the needs of
struggling readers whose reading achievement is below proficient level. The program
directly addresses individual needs through differentiated instruction, adaptive and

instructional software, high-interest literature, and direct instruction in reading, writing,
and vocabulary skills. (Scholastic, 2009a, n. p., emphasis in original)

The following table (Table 2-1) indicates a program of 90-minute instruction using whole
group and small group instruction, sequenced by whole-group (20 minutes), small group
rotations (three rotations, 20 minutes each) and whole group (ten minutes). The three
rotations include computer, teacher, and individual station. During the three-stage rotations,
one-third of students learn with the topic CDs when they use the computer; one-third learn
with student books in a small group using student materials (e.g., rBook and LBook) with the
teacher; and one-third of students choose paperback books to read silently.

Table 2-1. READ 180 instruction model (Scholastic, 2009d)

Whole Group Small Group Rotations (60 minutes) Whole Group
Instruction Wrap-Up
(20 mins) (20 mins)
The teacher Small Group Software Individual The day ends
begins the day by Instruction (20 mins) Silent reading  with 10 minutes
providing direct (20 mins) (20 mins) of whole-group
instruction to the Studentsuse  Studentsusethe Students choose 'mStruction.
whole class. rBook, a software, to read
student comprised of paperback and
textbook with ~ four zones audio books
thematic unit, (Reading, independently.
ina small Word, Spelling,
group with the and Success)
teacher. independently.
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READ 180 offers reading instruction for three levels: elementary, middle, and high
schools; particularly for students with learning disabilities and English Language Learners.
According to the Scholastic Inc. website, the program has been sold to more than 7,000
schools in the United States (Scholastic Inc., 2009b). As it is designed to meet the needs of
ELLs, the READ 180 software offers additional language translation for anchor video
description and vocabulary definition, including Spanish, Cantonese, Haitian Creole, Hmong,
and Vietnamese for language support (Scholastic Inc., 2009b).

Table 2-2 indicated that READ 180 provides instructional materials and resources for
both teachers and students for use in a middle school classroom. The teacher resources
include instructional resources, such as an rBook Teacher’s edition, and the resources for
differentiating instruction, assessment, professional development and installation guide
(Scholastic Inc., 2009e). Student materials included rBook, LBook, software, paperback
books and audio books (Scholastic Inc., 2009f). The topic software included in READ 180
offered nine CDs. Both rBook and LBook are printed materials for students to use in a whole
group and small group instruction when they are not using the software. They were especially
designed for ELLs with three stages for three levels of students (Stage A-elementary, Stage
B-middle school, and Stage C-high school) and were intended to be used in whole group and
small group discussions (Scholastic Inc., 2009b). Scholastic Inc. (2009g) stated that the
LBook *

ensure[d] all READ 180 students, especially ELLSs at different language proficiency

levels are able to access the academic language, word learning strategies, and grammar

required to participate in accelerated instruction toward ELA [English Language Art]
grade-level standards” (Scholastic Inc., 2009f, n. p., emphasis in original)

The rBook series was designed to “promote active engagement of all students, even
those recently acquiring the English language” (Scholastic Inc., 2009b, n. p.). However, it
should be noted that the teacher in this study only used the rBook in her ESOL classroom

during the research period (see Chapter 4). Paperback books were leveled with three
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(elementary) or four (middle and high school) levels with a total number of forty titles
available for middle school students. The audio books offered 12 titles, each of which
included an audio CD, but were not leveled.

Table 2-2. Components of READ 180

READ 180 components

Teacher materials rBook (Teacher’s edition)
(Scholastic, 2009¢) «  Teaching resources for topic software, audio books, and
paperbacks
Placement, assessment guide
rSkills tests
«  Test-taking strategies
Student materials «  rBook (for ELLS)
(Scholastic, 2009f) « LBook (for ELLS)
«  Software
«  Paperback books
« Audio books

Review of READ 180 Studies

A review of the research conducted on READ 180 between 2003 and 2008 reveals 14
dissertations and one journal article (Papalewis, 2004) (see Table 2-3). These studies were
conducted using quantitative research (Barbato, 2006; Brown, 2006; Campbell, 2006; Gentry,
2006; Kratofil, 2006; Witkowski, 2004; Woods, 2007) or mixed method designs (Denman,
2004; Thomas, 2005; White, 2007). The findings from these studies are not consistent in
terms of the effectiveness of the READ 180 program intervention. This chapter is organized
to report on these studies in the following manner: (a) studies with findings that report the
positive effects of READ 180; (b) studies with findings that report no effects from the
implementation of READ 180; and (c) studies with findings that report confounding effects
on students’ reading achievement and/or attitudes toward reading.

Positive Effects

Six of the 14 studies showed positive results in terms of the effectiveness of READ 180

with students’ reading achievement (Denman, 2004; Felty, 2008; Kratofil, 2006; Nave, 2007;
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Papalewis, 2004; Thomas, 2005). Papalewis (2004) examined the effectiveness of READ
180 with 537 8" graders who were identified as struggling readers in an urban school district.
The ethnic composition of the sample population included: Hispanic (78%), African
American (14%), White (3%), and Asian (3%). Moreover, 69% of the students in the sample
population were ELLs. Using a quantitative experimental design within a treatment period of
one year, the results of the post tests suggested a significant gain in participants’ reading
achievement by comparing students’ Reading and Language Arts Normal Curve Equivalent
(NCEs) scores from the previous year. Although the study by Papalewis (2004) reported that
the READ 180 strategy was “particularly applicable” for ELLs, there was no concrete
evidence supporting how this was applicable to ELLs (p. 36).

Similarly, Nave (2007) examined the effectiveness of READ 180 on the reading
achievement of struggling readers from grades five to seven. Using a quantitative
experimental design, the study compared the results of the READ 180 intervention to
students’ test scores on the Tennessee Comprehensive Assessment Program (TCAP). This
comparison included the TCAP reading and math scores. The finding indicated that
participants who received the READ 180 intervention had significant gains in their test scores
on the TCAP as compared to their counterparts who had not used READ 180. The study
concluded that READ 180 may have a positive impact on students’ reading achievement.

Moreover, Thomas (2005) examined the degree to which implementation and teacher
fidelity of READ 180 influenced at-risk learners’ academic achievement and motivation.
Using both quantitative and qualitative methods, he studied 183 middle school students from
15 classes at nine schools. Classroom observations were also conducted. The results
indicated that a high level of teacher fidelity showed gains on students’ reading achievement.
The study concluded that teacher beliefs could influence the implementation and

effectiveness of READ 180 on students’ reading achievement.
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Denman (2004) and Felty (2008) used a mixed research design to explore students’
reading achievement and their attitudes toward reading. Both studies showed that READ 180
improved both students’ reading performance and attitudes toward reading. Denman (2004)
studied the impact of READ 180 on reading achievement of 85 struggling readers from
grades five to six. Using quantitative and qualitative methods, this study was conducted
using the following quantitative designs: (a) experimental and control groups, and (b) scores
from pre-and post- tests. The Standardized Test of Achievement in Reading (STAR) was
used as the baseline to separate the experimental and control groups. Participants’ test scores
from the Scholastic Reading Inventory (SRI) were used to determine the effects within the
experimental group. The qualitative techniques used included: (a) teacher interviews, (b)
focus group interviews, and (c) observations, to gather descriptive data that explore students’
attitudes toward reading. Like Thomas (2005), Denman (2004) found that students’ attitudes
and achievement in reading improved with READ 180 when teacher fidelity was moderate.

Felty (2008) examined the effectiveness of READ 180 on reading achievement and
motivation with 47 students in the eighth grade from non-White and low SES backgrounds
for a period of eight months. The study was conducted using quantitative and qualitative
methods using pretest-posttest, surveys, interviews, and observations. Using a series of five
tests from 4Sight Reading and the state’s standardized Pennsylvania System of School
Assessment (PSSA) as a baseline. The study showed that there was a significant gain in the
READ 180 treatment group. The study also explored teachers’ and students’ perceptions of
READ 180. The quantitative findings from the study indicated that READ 180 significantly
improved students’ reading performance on the PSSA. The descriptive data indicated further
that both teachers and students believed that READ 180 improved reading decoding, fluency,

vocabulary, and comprehension.
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Kratofil (2006) investigated the effects of READ 180 on 90 middle school students
who were considered struggling readers in grades six and seven. These students’ reading
performances prior to the implementation of READ 180 were at least two levels below their
grade level. Using an experimental research design, the study found that there was a
significant difference between the treatment and the control group by comparing the
participants’ reading test scores of SRI.

No Effects

Three studies showed that READ 180 did not improve students’ reading achievement
when using students’ standardized test scores as a measure of improvement. The findings
from these studies suggested there were no significant differences in reading achievement
after the use of READ 180 (Bebon, 2007; Caggiano, 2007; Campbell, 2006). One study
compared READ 180 with two non-computerized reading programs and found that READ
180 was no more effective than non-computerized reading programs (Witkowski, 2004).

Bebon (2007) examined the impact of READ 180 on middle school migrant students’
reading comprehension based on their reading performance scores from the Texas
Assessment of Knowledge and Skills (TAKS) from 2004 to 2006. Migrant students were
first language Spanish-speaking, from low SES backgrounds. Using a quantitative design,
Bebon (2007) compared the pre-test and post-test scores of the treatment group (N=349) and
control group (N=247). The findings indicated that there were no statistical differences
between and within these groups. Based solely on their reading scores, the study concluded
that READ 180 may not improve migrant students’ reading comprehension.

In another doctoral dissertation, Caggiano (2007) examined how READ 180 affected
the reading achievement of 120 struggling readers in grades six to eight. The findings were
mixed, indicating that when READ 180 was implemented with moderate teacher fidelity,

there were significant gains on the reading achievement of students in grade six, but not those
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in grades seven and eight. Scores were based on the Scholastic Reading Intervention (SRI)
test. The findings also indicated that there were no significant gains in reading performance
between the treatment groups (all grades) and the control groups (all grades) based on their
test scores from the Virginia Standards of Learning Assessment (VSLA).

Finally, Campbell (2006) studied the effectiveness of READ 180 on 144 middle school
struggling readers. Using an experimental design, the treatment group received the READ
180 intervention and the control group received the non-computerized Language Arts
Intensive Reading Instruction. Using ANOVA, the result showed no significant difference in
reading achievement between these two groups.

Rather than comparing students’ performance of READ 180 to standardized test scores,
Witkowski (2004) compared students’ use of READ 180 with two groups of students using
non-computerized reading programs, “Reading in the Content Area of World or U.S.
History” and “English Support.” The participants in this study were 63 high school students
with learning disabilities. Using pre-and post-test scores, the findings indicated that students
in the Reading in the Content Area program had better gains than those in READ 180 and the
English Support program. The study also used surveys to examine whether or not the three
reading programs improved students’ attitudes towards reading. The findings from the study
showed no significant changes in reading attitudes among these three groups.

Confounding Effects

Four studies indicated that READ 180 had either no effects or minimal effects among
certain group of students (Barbato, 2006; Brown, 2006; Gentry, 2006; Woods, 2007). Gentry
(2005) examined the effectiveness of READ 180 with a group of 30 students in the ninth
grade in an urban high school. Using a mixed method design, the study was conducted
quantitatively with pre-test and post-test scores using ANCOVA to analyze the differences

between the treatment and control group. The findings showed that there was no significant
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difference between these two groups. In terms of social variables, the findings suggested that
a gender effect was significant as the results show that girls scored higher than boys.
However, there was no significant effect related to students’ SES. Asa follow-up qualitative
component to this study, the researcher used class observations as well as teacher and student
interviews to explore students’ attitudes toward reading. The qualitative data supported the
quantitative findings of data that there was a gender difference in the attitude of reading
between boys and girls; girls tended to be more engaged in READ 180 than are boys.

Brown (2006) investigated the effectiveness of READ 180 with students in grades six
to eight by comparing students’” READ 180 scores to their scores from the Tennessee
Comprehensive Assessment Program (TCAP). With a total of 2,198 subjects (49% 6"
graders, 34% 7" graders, and 16% 8" graders), the findings showed that using the READ 180
program as a reading intervention improved students’ reading score in the TCAP. Similar to
Gentry’s (2006) findings, students’ from lower SES backgrounds did not benefit from the
implementation of READ 180. Furthermore, the levels of teacher fidelity with the
implementation of READ 180 did not significantly relate to the TCAP gains. Such findings
contradicted those of Woods (2007).

Barbato (2006) studied the efficacy of READ 180 on reading achievement scores with
91 elementary students in the fourth grade. Using a quantitative research design, he found
positive gains with the implementation of READ 180 by comparing participants’ pre-test and
post-test SRI reading scores. However, with the same participants, there was no significant
difference in their Group Reading Assessment and Diagnostic Evaluation (GRADE) test
scores between the treatment and the control group. The GRADE is an independent reading
assessment unrelated to the READ 180 intervention and Scholastic Inc.

Woods (2007) investigated the effect of READ 180 on reading achievement of 384

middle school students in grades six though eight for a period of three years. Using an
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experimental design, the study compared the differences between the treatment group that
used READ 180 and the control group that received traditional remedial reading intervention
and the impact of these interventions on dropout frequencies. The findings suggested that
there was no significant difference between treatment and control group during the first year
of implementation, whereas the results were significant for the second and third year of
implementation. This suggests that a long-term commitment to READ 180 may produce
academic benefits for students. The study concluded that when READ 180 was implemented
with moderate teacher fidelity, it could improve students’ reading achievement. In addition,

the study concluded that the READ 180 intervention did not reduce the dropout rate.
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Table 2-3. Summary of findings from 14 dissertation studies on READ 180

Author(s)  Title Study focus Methodology Significance/Conclusion Suggestions for
(Research Question) (Participants/setting) future research
Barbato, A preliminary examined the effect of a  Quantitative study: Students who participated
(2006)  evaluation of the modified 4 Repeated measures: in the READ 180
READ 180 Program implementation of Pre-test and post-test of  Program made
Scholastic's READ 180  reading score of SRI statistically significant
Program Participants: 91 4™ reading gains as
grade students evidenced by a pre-
intervention and post-
intervention test
administration of the
READ 180 Program's
SRI.
Bebon, C. The impact of areading  To determine whether or Quantitative study: using No statistically significant N/A
D. (2007)  program designed to not READ 180 is effective  causal-comparative design  differences were found
increase comprehension  for increasing the reading 6 middle schools (N=349/  within or between the
and proficiency of comprehension and N=247) groups.
middle school migrant proficiency of middle
students in a South Texas school migrant students.
school district.
Brown, S.  The effectiveness of the effect of READ 180 Mixed design: There was no significant N/A
H. (2006) READ 180 intervention  on Tennessee Quantitative methods: relationship between teacher
for struggling readersin ~ Comprehensive Survey and ANOVA data  perceptions of the READ
grades 6--8. Assessment Program analysis to indicate the 180 program
(TCAP) % proficient correlation between test implementation and TCAP
reading scores score; gains.

Qualitative methods:
interviews were identified
for improving the
program's design and
implementation.

N=925 students and 34
teachers
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Table 2-3. Continued

Author(s)  Title Study focus (Research Methodology Significance/Conclusion Suggestions for
Question) (Participants/setting) future research
Caggiano, Addressing the learning ~ To examine the impact of ~ Quantitative study: The modified To explore the impact
J. A needs of struggling READ 180 on grade 6-8  Experimental study implementation model of of culturally relevant
(2007).  adolescent readers: The  students’ reading 2 middle schools: the READ 180 program pedagogy in this

impact of a reading
intervention program on
students in a middle
school setting

achievement

Treatment group=1182;
Control group=888)

yielded significant results on
a measure of growth in
reading comprehension
(Scholastic Reading
Inventory) for Grade 6
students who participated in
the program.

The findings revealed no
significant differences for
students in grades 7 and 8
on this dependent measure.
There were no significant
differences in performance
between the groups of
students in grades 6, 7 and 8
on the 2006 Virginia
Standards of Learning
Assessments in reading and
mathematics when
compared to students who
did not participate in the
intervention.

remedial program on
students who come
from culturally
diverse backgrounds.
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Table 2-3. Continued

Author(s)  Title Study focus Methodology Significance/Conclusion Suggestions for
(Research (Participants/setting) future research
Question)
Campbell, Effects of an integrated Investigate the Quantitative study: No statistically significant More research is
Y. C. learning system on the effects of READ Experimental design difference in reading needed to
(2006) reading achievement of 180, an integrated ANOVA analysis achievement between the two determine whether
middle school students learning system, on  N=144 (Experimental groups. READ 180
the reading group=71; Control Outcomes of this study were instruction is
achievement of group=73) impacted by various contextual effective in
middle school issues such as program increasing the
students who read implementation and pedagogical  reading
below grade level support. achievement of
middle school
students with
reading delay, and
whether or not the
reading knowledge
and skills acquired,
transfer to other
reading tasks and
measures.
Denman, Integrating technology Evaluate a reading  Mixed design: Identifies low motivation, low N/A
J.S. into the reading curriculum with a Surveys, focus groups and confidence, and different
(2004) curriculum: Acquisition,  technology student interviews, learning preferences as three
implementation, and component (i.e. classroom observations, and  major obstacles that face our
evaluation of a reading READ 180) that pre and post testing, two struggling readers.

program with a
technology component
(READ 180(TM)) for
struggling readers

was designed for
struggling older
readers.

groups of students
(experimental and control)
were compared

Grade 5-12
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Table 2-3. Continued
Author(s)  Title Study focus (Research Methodology Significance/Conclusion  Suggestions for future
Question) (Participants/setting) research
Gentry, L.  An evaluation of Evaluate the effectiveness ~ Mixed design: Results were mixed, To study how
(2006) READ 180inanurban of an intensive reading Quantitative study: some positive implementations in an
secondary school program, "READ 180,"in  Experiment statistically significant ~ curriculum are related to
an urban secondary school.  Analysis of Co-Variance differences were found  administrative policy
with moderate to strong  To study what influences
Qualitative study: effect sizes, between students’ choices to read.
Student and teacher students involved with
interviews the READ 180 model
Participants: 9" grade and a comparison group
relative to standardized
reading achievement
measures.
Kratofil, A comparison of the Compare the effect of Quantitative study: The study found that  Define clearly the
M.D.  effect of Scholastic ~ Scholastic READ 180 to ~ Experimental study: there was a significant  relationship between
(2006) READ 180 and the effect of traditional ~ treatment (n=57)and difference between reading intervention and

traditional reading
interventions on the
reading achievement
of middle school
low-level readers

reading interventions on
the reading achievement
of sixth and seventh
graders who had been
diagnosed as reading at
least two levels below
grade level

control group (n=33)
Repeated measures
analysis of Co-variance
Participants: 90 6™ and
7" grade struggling
readers who are at least
two levels below grade
level

the treatment and the
control group by
comparing the
participants’ reading
test score of SRI.

reading achievement.
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Table 2-3. Continued

Author(s)  Title Study focus (Research Methodology Significance/Conclusion  Suggestions for future
Question) (Participants/setting) research
Nave, J.  Anassessment of Evaluate the effectiveness  Quantitative study: READ 180 was To study on the
(2007) READ 180 regarding  of READ 180 on the test Experimental significantly associated  program's impact on
its association with the  score of TCAP Three-way ANOCA with the success for

academic achievement
of at-risk students in
Sevier County schools

Participants: Grade 5
and 7

many of the at-risk
students whether by
gender, socioeconomic
status, or overall student
numbers as compared to
their at-risk counterparts
who were not enrolled
in the READ 180
program.

the Englishas a
Second Language
(ESL) students who
participate in the
program.
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Table 2-3. Continued
Author(s)  Title Study focus Methodology Significance/Conclusion Suggestions
(Research Question) (Participants/setting) for future
research
Thomas, Examining the Examine the Mixed design Students from classrooms with a high  Examine the
D. M. academic and academic and Quantitative study: level of fidelity in program teaching goal
(2005)  motivational motivational Experimental study. implementation demonstrated the orientation and
outcomes of students  outcomes among Qualitative study: greatest gains on the SRI. class contexts.
participating in the students exposed to  Observation
READ 180 program  various Independent variables in this
implementation study included grade, READ 180
fidelity levels of the  fidelity implementation levels
READ 180 (high, medium, low, or no READ
program. 180), teacher ethnicity and year's
teachers implemented the
program. Dependent variables in
the analysis included the
Scholastic Reading Inventory
(SRI) assessment, school
attendance, library checkout and
the Reader Self Perception Scale
(RSPS).
White, L. A middle school Explore and Mixed design: Special education students made N/A
M. (2007) under review: A compare the impact  Quantitative study: gains in reading while they were

study on the
effectiveness of two
implementation
models of the READ
180 program on
special education
students' reading
performance.

of these two READ
180 models on the
reading
achievement of
special education
students.

Qualitative study: Classroom
observation; interview

N=96 students

afforded the same educational
offerings of their peers in the regular
education population.
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Table 2-3. Continued

Author(s) Title Study focus (Research Methodology Significance/Conclusion Suggestions
Question) (Participants/setting) for future
research
Witkowski, A comparison Explore and compare the Quantitative study: There were no significant changesin ~ N/A
P. M. study of two impact of the programs, READ  nonequivalent, reading attitudes across time in any of
(2004) intervention 180, a content area reading control-group design  the three groups.
programs for program called Reading inthe ~ N=63 The Reading in the Content Area
reading-delayed Content Area of World or U.S. Program produced significantly better
high school History, and A third program, gains in reading comprehension than
students English Support. did either READ 180 or the English
Support Programs.
It is difficult to improve attitudes
toward reading once the student
becomes an adolescent.
Woods, D.  An investigation of Investigate the effects on Quantitative study: There were no significant differences A qualitative
E. (2007)  the effects of a reading achievement for middle Experimental group between the treatment and study is
middle school school students after Data analysis: t test comparison groups in reading scores  recommended
reading participation in READ 180, as  and chi-square during the first year of READ 180 to
intervention on well as the relationship of N=384 (grade 6 to 8 implementation. examine the
school dropout program participation to later students) An intensive reading intervention, administrative
rates dropout rates, compared to READ 180, can significantly improve .
students enrolled in a reading achievement for struggling decisions
traditional reading remediation adolescent readers when implemented  rélated to the
program. with moderate fidelity. reading
program.
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The Need for Future Research on ELLs

The majority of participants in these research studies are struggling readers or at-risk
readers. Although some ELLs could be struggling readers, their learning needs in reading are
significantly different, as noted in Chapter 1. Although Papalewis (2004) concluded that
READ 180 could be beneficial for ELLs, very few of the studies available for review targeted
ELLs as research subjects. The study by Bebon (2007) is the one exception because it
focused on students from migrant populations who were ELLs. Consequently, as Nave
(2007) suggested, there is a need for more research focused on the effectiveness of READ
180 and ELLs. Additionally, Caggiano (2007) suggested that researchers explored the impact
of culturally relevant pedagogy with respect to the READ 180 program and how it influenced
students from culturally diverse backgrounds. Overall, the research reviewed here indicates a
need for further exploration and descriptive data related to the contextual issues of cultural
diversity, SES, gender, and teachers’ beliefs about the use of READ 180 as a reading
intervention for ESOL students.

Conclusions

In this chapter, I used culturally relevant pedagogy, literacy engagement, and
differentiated instruction as the theoretical framework to study the use of READ 180 in an
ESOL classroom. The three theories are defined, described, and the relationship among them
has been discussed. In addition, a review of literature related to READ 180 has been
provided. In the following chapter, I will describe the methods and epistemological

framework that will guide the study.
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CHAPTER 3
METHODOLOGY

Introduction

For a long time, | was driven to the positivist philosophical stance that reality is fixed and
knowledge exists to be discovered. In my previous role as a learner and teacher, | was also
driven to believe that test scores were indicators of learning achievement. As | reviewed the
literature related to the use of READ 180 in Chapter 2, I discovered that | was not alone.
Students’ test scores were commonly used to evaluate the effectiveness of educational software
programs being used in the classroom. However, the literature did not provide me with much
information about how culturally relevant the content materials were for English Language
Learners (ELLS); thus, I applied the research paradigm of interpretivist, to my study in order to
explore the connection between research and teaching.

In this chapter, I will outline a methodological design that uses constructionism as the
epistemological stance that guided my study of READ 180. In the section that follows I will
explain the research design, including my data collection and data analysis methods.

Qualitative Research

Qualitative research is a field of inquiry that aims to understand the complexity of a social
context by exploring people’s beliefs, values, and attitudes within that context. Bogdan and
Biklen (1998) describe the purpose of qualitative research:
Unlike quantitative researchers, qualitative researchers do not see themselves as collecting
“the facts” of human behavior, which when accumulated will provide verification and
elaboration on a theory that will allow scientists to state cause and predict human behavior.
Qualitative researchers understand human behaviors as too complex to do that and see the
search for cause and prediction as undermining their ability to grasp the basic interpretive
nature of human behavior and the human experience. (p. 38)

Recognizing the distinction between quantitative and qualitative research allows a qualitative

researcher to report more than “just the facts.” Merriam (2002) states that, “the key to
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understanding qualitative research lies with the idea that meaning is socially constructed by
individuals in interaction with their world” (p. 3). In other words, one purpose of qualitative
research is to seek an understanding of the meanings that individuals make of their realities. A
qualitative research design in this study allowed me to capture the meanings that my ELL
participants made of their experiences using READ 180.

Pilot Study

In the fall of 2007, | conducted a pilot study that provided the impetus for the current
study. The purpose of the pilot study was to explore the perceptions of ESOL teachers and ELLs
regarding their experiences in using reading software. Using a qualitative research design, the
study examined both teachers’ and students’ perceptions of using two types of educational
software, READ 180, and a content-based software program, Orchard. The pilot study
emphasized the strengths and limitations of both software programs from the perspectives of two
ESOL teachersand 14 ELLs. Specifically, this pilot study answered the following research
questions: How do ESOL teachers and ELLs perceive the effectiveness of using reading software?
How does the use of reading software promote or limit ELLS’ learning?

In the pilot study, two ESOL middle school teachers, whom I refer to as Ms. Dickenson
and Mrs. Smith, and 14 ELLs were selected as study participants. A novice ESOL teacher, Ms.
Dickenson was in her second year of teaching. In contrast, Mrs. Smith was a veteran teacher
who had been teaching for more than 25 years. The students’ level of language proficiency was
determined by the school. Students assessed at intermediate level of language proficiency were
placed in Ms. Dickenson’s class, while Mrs. Smith’s class consisted of beginning level ELL
students.

Data were collected over a period of six weeks, from mid-October to the end of November

2007. The data sources included: (a) observations, (b) teacher interviews; (c) student focus
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group interviews, and (d) archival data, from instructional manuals. | used observations in order
to capture participants’ daily routines regarding the use of the software. The two teacher
interviews each lasted approximately 30 to 45 minutes. The interview questions included how
ESOL teachers perceived the pedagogical beliefs embedded in the software and how the
software influenced students’ experiences. The student interview protocol included questions
about students’ most and least preferred parts of the software and how the software helped them
learn English. The archival data included printed course materials related to READ 180, such as
teacher manuals and online information from the publisher’s websites. The content materials,
such as the topic CD, were used as probes for generating interview questions for Ms. Dickenson.
I used thematic analysis. Due to time constraints, only the interview data, including that
from the students and teachers, were analyzed. Three main themes emerged from the data: (1)
the cultural relevance/sensitivity of software; (2) the influences of using the software on
classroom interactions; and (3) ELLSs’ perceptions of how the software engaged them in learning.
Ms. Dickenson perceived that READ 180 was not sufficiently culturally relevant to her
ELLs, although the publishers of the software promote it as culturally relevant. Ms. Dickenson
found that many topics in the READ 180 software package were U.S. and Euro-centric (e.g., the
Little Rock Nine, the Art Attack, Skateboarding, Princess Diana). Accordingly, she suggested
that READ 180 could have provided more culturally relevant materials for international students.
Although the publishers of READ 180 stated that the software addressed the linguistic and
cultural needs of ELLs, it was Ms. Dickenson’s perception that students’ cultural backgrounds
were not sufficiently reflected in the software materials. Meeting the needs of ELLSs requires a
reading program that not only assists ELLs with second language acquisition but also one that is

culturally and linguistically sensitive to the prior knowledge of diverse students. The findings
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from my pilot study indicated that one ESOL teacher, Ms. Dickenson, believed that the READ
180 content was predominantly based on American popular culture. This intrigued me to
explore student perspectives on the cultural relevance of READ 180 since the students were the
ones who were exposed to the program. Because | had conducted focus group interviews with
several students at a time, my findings did not yield substantial data to obtain an in-depth
understanding of students’ perspectives or a deep understanding of how they perceived the
program’s benefits for learning English. Thus, in the current study, | attempted to deepen the
understanding of how ELLSs perceived ways in which the READ 180 program met their cultural
and linguistic needs.

Constructivism

Constructivism is a theoretical perspective that looks for the individual meaning making
processes of research participants, while rejecting the positivist view that knowledge is objective
and waiting to be discovered (Crotty, 1998; Fosnot, 2005; Gale & Steffe, 1995; LaRochelle &
Bednarz, 1998). Constructivism is grounded in constructionism, the epistemological belief that
knowledge is the product of social practices and institutions and is therefore socially constructed
(Audi, 1999; Berger & Luckman, 1967). Crotty (1998) further explained with regard to
constructionism, “meanings are constructed by human beings as they engage with the world they
are interpreting” (p. 43). From the perspective of constructionists, knowledge is the interplay
between the objective world and the subjective mind. Rather than believing that knowledge is
transmitted from the knower to the knowee, constructionists believe that knowledge is
constructed and multiple realities are created by individuals (Crotty, 1998). Constructionists
assert that there is no objective knowledge collectively agreed upon and that knowledge is

constructed by individuals under any given circumstance or situation (Schwandt, 2000).
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Gergen and Gergen (2008) employed constructionism and constructivism interchangeably
and were not consistent in the uses of the terms but they contend that there is a distinction
between constructionism and constructivism. While both share the view that there is no
objective truth, constructivism focuses on the individual meaning rather than the collective one.
Constructivism falls into a subcategory of constructionism because the mind “constructs reality
in its relationship to the world” (Gergen, 1999, p. 60). Constructionism has been developed into
several subareas, including constructivism (Wadsworth, 1996), social constructivism (Schwandt,
2000), radical constructivism (von Glaserfeld, 1995) and critical constructivism (Kincheloe,
2005). Inthis study, I took the theoretical perspective of constructivism, which allowed me to
explore the individual minds of the ELLs in terms of how their own culture and language shaped
their learning experiences with the use of READ 180.

The pedagogical implications of constructivism and literacy is that teaching and learning
practices take learners’ prior knowledge into account and allow learners to construct their own
meanings. In other words, multiple forms of knowledge exist to be explored and there is no
objective knowledge that all learners share. For ELL students, their language and culture
influence the ways in which they constructed their meanings in the learning context. In this
study, constructivism was used to describe the epistemological framework in order to explore
how ELLs construct meaning within their social world with their learning experiences with using
READ 180.

Research Design
Research Setting

The READ 180 program was designed for use with elementary, middle school, and high
school students. | was informed by the Florida County School Board (pseudonym) of one

middle school ESOL class using the program. As such, this study took place in a middle school
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ESOL classroom (see Chapter 4). 1 collected data from the end of November 2008 to the end of
January 2009 (see Table 3-1 for the timeline of the study). | used numerous data collection
techniques, including student interviews, field notes from classroom observations (researcher in
classroom), and unobtrusive data (publisher-related materials, student reading logs and
worksheets), in order to triangulate findings.

The primary data source was six sets of 30-minute individual interviews with the students.
The secondary data included 30 hours of class observations and student documents. The way |
integrated primary and secondary data was by beginning with classroom observations and using
the expand field notes to create interview questions. Student reading logs (see Appendix J for
example) were collected on a weekly basis and were also used for each participant to reflect on
the readings they had read. | used student reading logs as an ancillary tool to interview my
participants by asking them the reason that they chose to read particular books, both READ 180
and non-READ 180 books, and their reflections from the books.

Table 3-1. Data collection timeline

Data collection period Interview with Observation Documents (Secondary
each ELL (Secondary data) data)
(Primary data)

Week 1 (Nov.25~Nov.  First

30)
Week 2 (Dec. 1~6) Second Began on December
Week 3 (Dec. 7~13)  Third \tLI:etkf(;l;]:j thwsgsh%eurrs Student reading logs
Week 4 (Dec. 14~19)  Fourth per day. The total &‘edegsrgasgiets ona
observational hours
Week 5 (Jan. 15~21) Fifth were approximately 30
hours.

Week 6 (Jan. 22~ 28) Sixth
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Selection of Participants

I used criteria sampling to recruit study participants who provided me with data to answer
my research questions (Kuzel, 1999; Patton, 1990). Patton (1990) described the basis of this
method as “focus(ing) on selecting information-rich cases whose study will illuminate the
questions under study” (p. 230). | recruited four student participants in one local middle school
for my study.

I used the following criteria to recruit my student participants:

1.  Participants were currently middle school students in grade 8 who are receiving ESOL
Services.

2.  Participants were enrolled in one class in which the teacher utilizes the READ 180
program.

3. Participants spoke Chinese or Spanish as a first language.
4.  Participants were immigrants who have been in the United States for at least six months.
5. Participants used computer technology and have access to the Internet at home

In this study | answered the research questions presented above. In order to answer the
questions, | followed a data collection process as delineated in Table 3-2.

Data Collection

Qualitative data may consist of a variety of data collection techniques, depending on the
research study. Morse and Richards (2002) defined “good data” as information that is “rich,
thick, and dense,” and that offers sufficient detail to allow readers to understand the setting and
situation of the research without asking further information (p. 90). In this study, the data were
focused on understanding the ways in which the student participants made meaning and found
value in their use of READ 180 as an intervention for learning English. | used transcribed
interviews (primary data), field notes from classroom observations (secondary data), and

collected documents (secondary data) to enhance the validity of this study (see Figure 3-1).
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Table 3-2. Data planning and collection matrix (Adapted from LeCompte & Schensul, 1999)

Research Questions

What did | need to

Why did | need to

What kind of data

Where did | find

Whom did |

know? know this? answered the question? the data? need to contact
for access?
How does the READ 180 To what extent does To explore how Primary data sources: READ 180: District,
reading intervention reflect READ 180 address READ 180 Student interviews (Websites, Principal,
middle school ESOL students’ theissues of cultural ~ addresses ESOL student records);  Teacher,
cultural and linguistic and linguistic students’ cultural Secondary data sources:  Middle school Students,
backgrounds? diversity? linguistic and Archival data site Parents
How important is backgrounds. (Documents);
cultural diversity to Observations
ELLS?
a. How do middle school To what extent do To understand how Primary data sources: READ 180: District,
ESOL students perceive their READ 180 materials READ 180 Student interviews (content Principal,
cultural backgrounds as being  address ESOL materials address materials-topic Teacher,
reflected in READ 1807? students’ cultural ESOL students’ Secondary data sources: ~ CDs and books);  Students,
backgrounds? cultural Archival data student journal Parents
backgrounds. (Documents); logs;
Observations Middle school
site
b. How do middle school To what extent does To understand how Primary data sources: Middle school District,
ESOL students perceive their READ 180 help READ 180 Student interviews site Principal,
language learning as being ESOL students to responds to ESOL  Secondary data sources: Teacher,
reflected in READ 180? learn English? students’ linguistic ~ Archival data Students,
needs (Documents); Parents
Observations
c. How do middle school How do ESOL To understand how Primary data sources: Middle school District,
ESOL students perceive the students perceive ESOL students Student interviews site Principal,
use of technology facilitating technology helps learn with Secondary data sources: Teacher,
their learning? them learn? technology in Archival data Students,
READ 180 (Documents); Parents

Observations
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\ Secondary Data

/ Classroom \‘

Primary data:

\ Student Interviews / \

| materials | \ Student work \

Figure 3-1. Data collection within a constructivist framework
These multiple sources of data allowed me to gain complex and in-depth perspectives of my
participants’ perceptions of READ 180.

To get the approval for conducting this research, | submitted a proposal of research
protocol to the Institutional Review Board (IRB) at the University of Florida (Appendix A).
Upon receipt of the IRB approval, | contacted the director of research for the Florida County
School Board (pseudonym). Upon his approval, | was given permission to conduct my
research in one middle school in Florida County (pseudonym). | was also informed by the
director of research that there were three K-12 public schools providing ESOL services, one
of which was the middle school in this school district. The Office of Research contacted the
middle school principal and he agreed to allow me to conduct my research project at his
school. The ESOL teacher, Ms. Anderson, was informed by the school principal of my desire
to conduct research in her class. She initiated an interview with me to talk about my research

study and after meeting with me agreed to participate in the study. Informed Consents for the
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teacher (Appendix B), students (Appendix C), and their parents, were sent and signed before
data collection began. English (Appendix D), Spanish (Appendix E), and Chinese (Appendix
F) versions of the Informed Consents for parents and for students were provided.

The data collection process for interviewing participants, designed to be a combination
of classroom observations and interviews, began with the first round of student interviews.
Next, | used the data gathered from the observations and student documents to create
interview guides for each subsequent follow-up interview.

Interview: The Primary Data

Scholars have emphasized the importance of interview data and how knowledge is
generated from the process of interviewing (Holstein & Gubrium, 2003; Kvale, 1996, 1999;
Seidman, 1991). Kvale (1996) contends that interviews allow people to describe their
experiences and perceptions to the researcher in their own words. From a constructivist
perspective, interviewing is a method in which it is possible to capture the subjective views of
participants, providing that their knowledge is relevant to the topic under study. A good
interview will require the researcher to practice and to reflect on the interaction with
participants.

While interviews can be classified as structured, semi-structured, and open-ended, the
latter two are most commonly used in qualitative research studies. A semi-structured
interview model allows participants the opportunity to articulate their experiences in a natural
and non-restrictive way. The open-ended interview is an unstructured conversation with the
participant without prepared questions. One of the strengths of an open-ended interview is
that it can be conducted like a friendly conversation in which the researcher can establish
rapport with her participants (Hatch, 2002). When using observation as a secondary data
source, the interview developed from observations allows respondents to make meanings of

their observed actions. When using student work as another secondary data source, the open-
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ended interview allows respondents to make meanings of their thoughts. Moreover, multiple
follow-up interviews provide researchers with opportunities to clarify participants’ statements
for greater understanding of the interview data.

Interviewing adolescent students can be a difficult task for qualitative researchers in
terms of their recruitment and the manner in which adolescent students often simply respond
“Yes” “No” - or other short response - to interview questions (Bassett, Beagan, Ristovski-
Slijepcevic, & Chapman, 2008). Eder and Fingerson (2003) contend that the power
imbalance between the researcher and participants needs to be carefully considered,
especially when researchers conduct interviews with adolescents and children, as they are a
powerless group due to their age. If adolescents have been taught to obey authority figures,
as research participants they may simply respond in ways that they feel the researcher desires;
conversely, because of their developmental issues, some of them may be more resistant to
answering the researcher’s questions (Beaunae & Wu, 2009).

In this study, I interviewed four ELLSs to capture their personal experiences and
perceptions about using READ 180 as an English learning program. The student interview
protocol is included in Appendix H and the observation protocol is found in Appendix I. The
first set of student interviews focused on students’ perceptions of (a) their experiences with
using computer technology; (b) the ways in which using READ 180 engaged them in reading
English; and (c) its overall value to them as ELLs. The follow up interview questions
emerged from my observations of their behaviors while using READ 180. In addition, |
conducted an open-ended interview with each participant during his or her lunch break as a
strategy for developing rapport with the participants.

The Interview Process

A total of six individual, semi-structured interviews were conducted with the four

participants from the end of November 2008 to the end of January 2009. These interviews
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were conducted at either a table outside of the classroom during the classroom hour or at the
school cafeteria during the lunch break, depending on participant’s preferences. The initial
interviews began with participants’ personal introductions, including their immigrant
experiences and their uses of technology at home. Next | asked about their experiences using
READ 180. The follow-up interview questions were generated during the observation visits
and the questions that emerged from the data. | created the interview questions one or two
days after the classroom observations. These questions were based on my observations of the
participants’ interaction with the software and the reading materials. In addition to the semi-
structured interview, | used open-ended interviews as a way to understand students’ literacy
practices both in- and out-of-school, as part of the contextual background. | had an open-
ended interview with each of the participants. | also had lunch with some of the participants
individually and while they were with their friends. Because the purpose was to establish
rapport with them by understanding their school life not related to the focus of READ 180, |
did not record the open-ended interviews.

Interviewing the ELLs created both opportunities and challenges for my research. One
of the main challenges | faced during the interviewing process was that | had to conduct all
the interviews with my participants, except one, in English, which was not the first language
for either my participants or me. Occasionally, | had some difficulties understanding
Marco’s English during the interviews. On the other hand, I had no difficulties understanding
Eva and Isabel who were very fluent in English. | was able to conduct interviews with one of
my participants, Xiao Nan, in his native language, Mandarin, because | also speak Mandarin
Chinese. The challenges of working with adolescents also created an opportunity for me to
experience how sophisticated these teenagers were in their thinking. As the researcher is the
main instrument for conducting a qualitative research study (Glesne, 1998), it became crucial

to reflect on the strengths and challenges I had in the interview process. In the following
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section, | will describe my interview experience with each of my participants, as Eva, Isabel,
Marco, and Xiao Nan (alphabetically sequenced). Each interview lasted approximately 30
minutes and consisted of conversations about their experiences with using READ 180. The
interview protocol is listed in Appendix G.

By the time the research was conducted, these four participants, Eva, Isabel, Marco and
Xiao Nan, were eighth graders who were in the same ESOL class using the READ 180
intervention. Eva, Isabel, and Marco were native Spanish speakers while Xiao Nan was the
sole native Mandarin speaker. Eva and Isabel came from Puerto Rico, a territory of the
United States, and both had been in the U.S. for more than four years at the time of the study.
Marco came from Chile 18 months ago. Xiao Nan came from China nine months ago. In the
next chapter, | will provide a more detailed demographic description of each participant.

Interviewing Eva

Interviewing Eva was a very collaborative experience as she answered my questions
with her soft, fluent English, very freely and openly. She did not talk much, but her answers
indicated that she could articulate her thoughts well. Although she was willing to answer my
questions, | felt that she kept me at a distance in a way that was representative of her age. For
example, she was not interested in meeting with me during her lunch break because she
always had her lunch with friends. One day I decided to join Eva and her friend, who was
also from Puerto Rico, while they were having lunch. My questions to them were related to
how they perceive the differences between Puerto Rico and the U.S., such as their schooling
experiences. Although she answered my questions, I could sense that she was not interested
in having a conversation with me because she was with her friends. As I reflected on my
teenage memories, | remembered that socializing with my friends exceeded all other matters,

particularly those related to things that adults felt were important.
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I understood that being with her friends was more important than answering a
researcher’s questions and | felt | had intruded into her social realm. However, later that day,
while I was in Ms. Anderson’s class observing students, Eva was working on a synonym
worksheet. She approached me and asked me to help her for the first time. | felt that I had
apparently developed some rapport with her during my attempt to join her social circle.

Interviewing Isabel

With her fluent English, Isabel talked very openly during the interviews. Unlike some
teenagers who are not good at answering open-ended questions such as “how” and “why,”
Isabel was able to articulate her responses in a way that explicitly expressed her preferences
and opinions. Although there were times that she simply said “Yes’ or ‘No’ to my questions,
the kind of answer one might expect from a 13-year-old, Isabel was willing to generate her
stories by telling me about her personal experiences and preferences. Her answers were very
straightforward. Although she was very friendly to me, | consciously used strategies to
establish rapport and friendship with her. For example, most of the books she read in Ms.
Anderson’s class were not from the READ 180 program; Isabel read several popular teen
novels, such as Twilight (Meyer, 2005) and The Sisterhood of Traveling Pants (Brashares,
2003). I purposefully did research on these books in order to engage Isabel in more
conversations. | also self-disclosed my dislike for the movie The Sisterhood of Traveling
Pants when she told me that she did not like the book. She was very excited to know about
my feelings and that experience helped me to continue to develop rapport with her.

Interviewing Marco

Interviewing Marco was a very playful and collaborative experience, and | felt that he
treated me more as a friend than as a researcher. Compared to the other three participants, |
found it less challenging to interview Marco because he talked very openly with me about his

personal stories. For example, he showed no hesitation in sharing his critical thoughts on
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immigrant issues, his personal struggles with some of his academic work. The way he used
his teenage language, such as “thingy” (thing), made me feel as if | was a friend of his. In the
beginning of my data collection, while | was doing classroom observations, Marco would
approach me and ask me if I would like to interview him. When he described his reflections
on one of the books that he had read, he asked me if | had read that particular book or seen
the movie.

One of the challenges I had with him was trying to understand his English because he
had a very strong Spanish accent. This is not unusual, and in fact it is part of the natural
process of language acquisition for many bilingual learners. There were a few occasions that,
because I did not understand Marco’s accent, that | had to ask him to spell out words. For
example, Marco would say “Juck” instead of “Yuck” with his Spanish accent.

Another challenge with Marco’s interviews was that they were discursive and created
some difficulties for me in understanding his meaning. For example, the following excerpt
indicates that | was not able to interpret his meaning as | tried to ask him about the ways in
which READ 180 helped him understand history.

(Vivian= the researcher Marco= the participant)

Vivian: Does it [READ 180] help you understand the U.S. history?

Marco: Sometimes yes. Sometimes no.

Vivian: What do you mean “Sometimes yes. Sometimes no”?

Marco: | sometimes got confused.

Vivian: What confuses you?

Marco: Sometimes the teacher shows you one thing and then READ 180 tells you
another thing.

Vivian: Can you give me an example?

Marco: I don’t know. When | was watching a video about [it in] READ 180, and they

say, like, (3). They were like, they were talking about...(2) Oh. No. Now I get
it. That was in the past. | forget those videos, way longer. Never mind. 'Cause
there is one time and right now...There are a lot of legal immigrants before.
I’m kind of confused.

I was trying to ask for clarification based on Marco’s words and requesting an example but |
still could not understand him. Inthe end, | realized that he had mixed up other experiences

as he said “Never mind” and “I’m kind of confused.” However, | was not familiar with the
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middle school context, and that may have limited my ability of understanding his point. As
an alternative, he tried to indicate that READ 180 expanded his knowledge by challenging his
perceptions. Although some of Marco’s narratives were difficult to understand, | appreciated
his patience when sharing his knowledge with me and with his candid responses to my
questions.

Interviewing Xiao Nan

Xiao Nan was the only Chinese-speaking student in my study. As a native speaker of
Mandarin Chinese, | assumed that | was “a cultural insider” with him as we shared the same
Chinese culture. | expected that he would be more willing to tell me about his stories.
However, | soon realized that my belief was a fallacy as | conducted my first interview with
him. Xiao Nan's answers were short and he was openly resistant to some of my questions,
particularly when I asked him about his personal experiences. For example, in the first
interview, when talking about the Jane Eyre excerpt from READ 180 that he read, he just
said “something does not fit me.” Then | continued to ask him what he meant by that.
However, he changed his response by saying “It’s Okay. The book is okay. It’s good.”

Another example of Xiao Nan’s unwillingness to be interviewed by me was that he was
resistant to responding to my questions about “fitting-in” culturally in the third interview.
This was in response to an article that he had read about “fitting in” to American culture.
After | asked him a question, there were several long pauses when he uttered “U-Hm. (3) My
thought (8)...hm...I don't have much feeling (after reading "fitting-in") (6) [l want to] learn,
learn English well.” (fi&t = (3) Z5 o3k » (8)RL 127 [T - (6) ﬁlﬂl%‘;ﬁ»?’? ’ ﬁlﬁlfu?’?
B o) | feltasif my question had upset him and caused him discomfort.

Being aware of his resistance (Beaunae & Wu, 2009; Vitus, 2008), | decided to move
Xiao Nan’s interview time from the formal setting of the classroom to the relatively informal

setting of his lunch break. Although he and his mother had signed the Chinese Informed
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Consent, he expressed curiosity about my study during our third interview and began to ask
me: “Do you make READ 180?” “Why do you do this kind of study?” Our conversation
became more casual and he also showed his curiosity about me by asking me questions about
my research study and my life in the United States. | asked him if there was anything he
would like to add. Previously he had just said “No.” But, in our final interview, he
responded to the question “Is there anything you would like to add?” with “I don’t know.
What else do you want to know?” | was very pleased with his response because | perceived it
as an indication that | had established rapport with him and that he had become more
comfortable sharing his knowledge with me.

Observation: The Secondary Data

Adler and Adler (1994) characterized observation as “the fundamental base of all
research methods” in any of the social sciences (p. 389) as it allows researchers to capture the
complexity of a natural social setting. According to Marshall and Rossman (2006), the
process of observation “entails systemic noting and recording of events, behaviors and
artifacts (objects) in the social setting chosen for study” (p. 98). They also note that it is
important for researchers to conduct observations so they can take notes not only about the
setting of their research but also of the “body language and affect” of the participants (p. 99).
Eder and Fingerson (2003) suggested that a brief period of field observation preceding
interviewing could create an advantage for researchers, not only to provide a rich description
of the natural context but also to establish rapport with adolescent participants.

Observation in a constructivist framework invites a researcher to explore the ways in
which participants’ realities are constructed. However, the researcher should be aware of not
making subjective interpretations of participants’ actions. As a result, | considered
observation as secondary data to the data from interview questions, which | designed to

ascertain how the subjects’ realities were constructed through their daily routines; an
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elaboration of their actions. In this study, observation provided an opportunity to see how the
ELLs have actually learned with READ 180 so that interview questions could be well framed
to closely relate to students’ everyday experiences. The direct observations were used in
order to capture the everyday practices that ESOL students employed while using READ 180
and provided a contextual description of the study being researched (see Chapter 4). The
observation protocol used with the participants is located in Appendix I.

The Observation Process

I chose to do observations because it provided an opportunity for me to better
understand the study context by seeing the everyday activities that each ELL was engaged so
that interview questions could be better framed. Observations took place in a middle school
ESOL classroom during the time that READ 180 was being used, four days a week, from
early December 2008 to the end of January 2009. The total observation time was 30 hours.
During each visit | observed two of the four participants in order to generate interview
questions. | also created a schedule for myself in order to document my observation and
interview plan (see Table 3-1). The elements that | observed included participants’ actions
while using READ 180 and the ways in which they were engaged or disengaged in reading
(Appendix H). 1 created onsite field notes during my observations. A sample of my
expanded field notes is included in Appendix I. After writing abbreviated observation notes
in class, later that same day, | wrote the expanded field notes to reflect on my observations
and to generate interview questions for the next interview.

My observations included both the class and the software program and the four
participants. My observations of the class included the daily procedures and the classroom
structures, as well as the use of the software program, as indicated in the next chapter. For
each participant, | observed the tasks that they were doing, such as the “Zones” of READ 180

and whether or not they were reading audio or paperback books. The interview questions
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were designed to ask the participants why they chose what they chose to read and how they
reflected on the different tasks of READ 180. Second, | observed their acts of engagement
(e.g., staying focused on task) and/or disengagement (e.qg., talking with others, looking at
other students’ computer screens, or putting a book back without finishing it) of each student.
I asked them to make meanings of these actions that | had observed. Third, I also
documented my concern about their behaviors or words, if | was not sure if they were
engaged in learning. For example, I noticed that Marco sometimes talked to himself while he
worked at the computer and | asked him about this behavior.

Unobtrusive Data: The Secondary Data

Hatch (2002) described unobtrusive data as “artifacts, traces, documents, personal
communications, records, photographs, and archives” (p. 117). Unaobtrusive data can add to
the richness in portraying participants’ values and beliefs as they have the possibility of
offering insights into the ways that people have constructed and experienced their lives
(Hodder, 2000). Thus, the unobtrusive data were another source I drew from in order to
supplement my interview data. Documents were collected from the following sources:
students” work related to READ 180, which included reading logs and worksheets, and the
publisher’s descriptions of the READ 180 software program from the Scholastic Inc. website.
Following a constructivist perspective, the use of unobtrusive data from students, including
student reading logs and the work being produced from using READ 180, had the potential to
illuminate the ways in which students made meanings of their learning. In this study, |
collected students’ work (Appendix J), including reading logs and worksheets. In addition, |
collected materials that were posted on the publisher’s website, including a list of topic CDs
(Appendix K) and audio and paperback books as supplementary sources for interview
questions. These materials served as supplementary sources for interviews by asking ELLs

questions related to the publisher’s information. For example, | asked them to comment on
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the READ 180 materials that they had read. | also asked my participants about the
worksheets and reading logs to comment on the relevance of them with respect to their
cultural backgrounds.

A Recapitulation on the Data Collection Process: Reciprocity

Reciprocity is identified as an approach to equalize the power imbalance between the
researcher and the researched by giving something in return to participants (Zigo, 2001). In
this study, | used this strategy in order to establish rapport not only with my participants but
also with the teacher who gave me permission to observe her class. To establish rapport with
my participants, | prepared a holiday card with a bookstore gift card and had lunch with each
of my participants.

Although the teacher was not my participant, | expressed my appreciation for her by
volunteering to be her teaching assistant on the days that I visited her class. | helped some of
her students with the worksheets. During the research data collection period, | helped her
supervise students who were performing or practicing for an interview play for the school’s
multicultural week. There was also one occasion, while I was in her classroom, that she had
difficulties displaying photos through her computer. As | helped her solve the technical
problem, Ms. Anderson was grateful for my assistance and | established some rapport
through this reciprocity.

Data Analysis

Data analysis is a systematic way to analyze the data that a researcher has gathered.
For a qualitative researcher, it involves making decisions about what and how to represent
data (Grbich, 2007). A rigorous data analysis, as part of the methods for an investigation,
must align with the theoretical perspective of the study (Hatch, 2002). While several

common data analysis techniques (e.g., narrative and grounded theory) fit into the
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constructivist framework, grounded theory was more appropriate because little is known
about how ELLs use the READ 180 reading program.

Grounded theory data analysis has been commonly used by qualitative researchers
(Charmaz, 2006; Glaser & Strauss, 1967; Strauss & Corbin, 1998). The different elements of
grounded theory data analysis such as coding, categorizing, and memo writing reflect the
inductive, analytic, and interpretive nature of qualitative research. Strauss and Corbin (1998)
characterize grounded theory as a way to inductively obtain phenomena from a research
study. When using grounded theory data analysis, it is possible to collect, discover, and
analyze data related to the research study in a systematic way. Through such methods,
themes emerge from the data and those themes lead to the development of a theory.

Constructionist grounded theory is concerned with understanding the studied
phenomenon. A constructivist oriented researcher using grounded theory “places priority on
the phenomena of study and sees both data and analysis as created from shared experiences
and relationships with participants” (p. 130).

Charmaz (2006) stated:

o Conceptualize the studied phenomenon to understand it in abstract terms
. Articulate theoretical claims pertaining to scope, depth, power, and relevance
. Acknowledge subjectivity in theorizing and hence the role of negotiation, dialogue,
understanding
o Offer an imaginative interpretation (p. 127)
Additionally, when using grounded theory to analyze interview data, it should be
noted that:

A constructivist would emphasize the participant’s definition of terms, situations, and

events and try to tap the participants’ assumptions, implicit meanings, and tacit rules.

An objectivist would be concerned with obtaining accurate information about
chronology, events, settings, and behaviors (Charmaz, 2003, p. 317)

Following a constructivist perspective combined with grounded theory methods, the

purpose of this study was to understand the relationships between the perceptions of my ELL
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participants using the READ 180 reading program and the statements of program’s
effectiveness for ESOL students supplied by the publisher, Scholastic, Inc.

As for the role of the researcher, Charmaz (2006) explained that the use of
constructivism encourages the researchers’ self-reflection with respect to their interpretations
of the data as well as those of the research participants. Thus, constructivist grounded theory
researchers ideally are self-reflective about their constructions, preconceptions, and
assumptions that inform their study (Charmaz, 2003).

In the process of grounded theory, data analysis is imperative to break down the data by
phrases or “meaning units,” code the meaning units, and then group the codes into concepts
in order to create a theory (Strauss & Corbin, 1998). Charmaz (2006) described the three-
stage coding process: initial, focused, and selective codes. The initial coding process
involves breaking down the raw, transcribed data into codes and renaming them as closely as
possible to the original meaning of the transcription. The focused coding process involves a
set of procedures of synthesis and explanation of the larger selections of the data (Charmaz,
2006). The purpose of focused coding is to rearrange all the initial codes into categories, in
which constant comparison techniques can be applied. The selective coding process, or the
final stage, is where the data are given specific properties and categorized into larger themes
(Charmaz, 2006). The categories are conceptualized and refined for theory development.

One of the ways that the reflexive process of analyzing data takes place is through
memo writing. Memo writing is a crucial stage of grounded theory analysis regardless of the
specific theoretical perspectives that the researcher holds. Good memo-writing helps lead the
researcher to an early phase of developing her findings. In memo writing, researchers reflect
on their data while collecting, transcribing, analyzing, and coding it to trace their thoughts as

they are developing their theories.
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Data Analysis Process in This Study: The data analysis process co-occurred with the
data collection. | used memo writing to reflect on my data analysis. | revisited the same
interview question with one participant when he or she had not given me enough information;
or when | found a theme emerging from the responses of another participant. Then | began
with transcribing the interview data by following the transcript convention (Appendix L). All
interview data were transcribed by the researcher. | converted my transcribed interviews
from a word processing program to a spreadsheet program, which allowed me to do coding,
retrieving, and sorting of my data.

Issues of translation needed to be attended to as part of this cross-cultural research
study (Tsai, Choe, Lim, Acorda, Chan, Taylor, et al., 2004). As Xiao Nan and | were both
Chinese native speakers, we used code-switching, using English phrases or terms as an
alternative, during the interview to ensure that we did not misinterpret the one another’s
meanings of words. As an English-Chinese bilingual speaker with knowledge in
ESOL/bilingual education, I had the confidence to translate Xiao Nan’s data from Chinese to
English accurately. To ensure that the translation was both accurate and meaningful, I not
only included the original Chinese text but also had my translation reviewed by an English
native speaker for analyzing data.

Making comparisons occurred in the process of collecting and analyzing data. In the
data collection phase, | asked each participant questions in relation to the literature. In the
data analysis phase, | grouped the codes that shared similar ideas. The comparison was
constantly refined until the core category was formed.

I conducted the first-stage of open coding for the participants’ transcribed interviews.
All the transcripts were read several times while | tried to identify the meaning units line by
line. The strategies | used to label codes were (a) to summarize a code in relationship to the

meaning unit of the text with respect to my research focus or (2) to use “In vivo” codes,
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(participants’ actual words) as a label. The number of open codes totaled more than 900 for
the four participants. However, based on my memos, there were some data that were
transcribed but not coded because they fell into the following categories: (a) contextual
background (particularly in the first round of interviews that are described in Chapter 4); (b)
Brief answers, which were too vague to create meanings, such as “Yes,” “No,” or “I don’t
know;” (c) Participants’ clarifying questions, such as, “What do you mean?” and (d)
Participants’ narratives that did not relate to the research focus, such as the description of
other reading materials.

In the second-stage of focused coding, | constantly compared all of the open codes in
order to combine codes that shared the same theme. | eliminated some open codes that |
considered trivial or unrelated to the actual focus of the study, such as the description of
another reading software program Reading Counts. | also eliminated some of the data that
were related to the teacher in order to narrow the research focus to the perceptions of the
ELLs and their interactions with the READ 180 curriculum materials.

In the third-stage, selective coding, | continued to make comparisons between focused
codes that were alike or related in order to categorize them into selective codes. For example,
some of the major selective codes that emerged from the data were, “the lack of culturally
relevant materials” or “the need for conversational learning” and so on. | eliminated codes
that did not fit into the aforementioned selective codes since they did not fit into my theory or
the purpose of the study. Appendix M is a coding trail that shows the three-stage coding
process; moving from the initial codes to the selective codes.

Meanwhile, I also used memos for two purposes: One was reflectional to document the
observed events during the data collection process; the other was analytical to document the
themes | found important and wanted to explore further. This helped me look for gaps in the

data I found within and across my participants and created memos to document the
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explanation of each code. The final theory is an integration of all of the categories, including
the selective codes and focused codes. In Chapter 5, | described the emergent theory, named
Differentiated Learning, in relation to three category, culture, language, and technology,
along with the properties and dimensions. The sub-headings were the selective codes and the
words in bolded text are the focused codes.

Subjectivity Statement

My research on READ 180 and ELLs was inspired by a research project | conducted in
a Curriculum Materials and Development course in March 2007. This was the first time |
had been exposed to the READ 180 program and the ways in which teachers working with
two very different populations of students used it in their curriculum. | spoke to two teachers,
Mrs. Pratt (pseudonym), the special education teacher, and Ms. Dickenson (pseudonym), the
ESOL teacher, regarding their perceptions and experiences with using READ 180. After a
two-hour observation with Mrs. Pratt, a veteran teacher of 28 years, | found that she was
pleased to tell me in an interview that READ 180 had helped her students who were
struggling readers. She was eager to share how “amazing” READ 180 related materials were
to the needs of her students. At the same time, | saw that many of her students were listening
independently to its audio books with their own recorder.

After my experience in Mrs. Pratt’s special education classroom, | visited Ms.
Dickenson’s ESOL classroom where | saw a very different representation of READ 180.
Perhaps because she was a novice ESOL teacher and passionate about her work, Ms.
Dickenson found it challenging to integrate the READ 180 program into her ESOL
curriculum. From her experiences of working with ESOL students, she contended that (a)
ESOL students for the most part liked to read and that (b) ESOL students found reading
valuable for learning English and they did not need the READ 180 topics in order to attract

them to the content.
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Mrs. Pratt’s and Ms. Dickenson’s competing narratives about their experiences with
using READ 180 inspired me to explore the use of READ 180 for ELLs. The publisher of
READ 180 claimed that it was designed for both struggling readers and ELLs. After my
interviews with the two teachers, | began to question whether a reading program, originally
designed to help struggling readers, could possibly meet the needs of ELLs. | asked myself:
How different are the needs of struggling readers and ELLs? How are they similar? These
questions continued to intrigue me and thus became the impetus for this research study.

My interest in studying READ 180 with respect to cultural relevance has also had a
profound influence on this study. As I continued to explore the specifics of the READ 180
program in the Fall of 2007, | read some of the materials offered as part of the curriculum.
One of the READ 180 resources | read was an rBook about “The New Americans.” This
lesson was designed to introduce ELLS to the topic of immigration. On the cover page of the
book was a picture of people with dark eyes and dark hair laughing with an American flag
behind them. | found this image disturbing. My sensitivity as an international student and
member of a non-Caucasian group in the U.S. caused me concern about the implicit message
of assimilating newcomers into American society. Furthermore, my doctoral training in the
ESOL program has sensitized me to question the idea of “assimilation” conveyed to me, as a
reader and as an immigrant (or a visitor) of the United States. This experience inspired me to
critique the cultural relevance of READ 180 for English Language Learners.

My subjectivity also informs my interactions with adolescents. As | spent time
interviewing and developing rapport with my four young participants, | reflected on the time
when | was a 13-year-old searching for peer affirmation and life values. One of the darkest
periods of my life occurred when I was 13 and was both frustrated by trying to establish
relationships with my classmates and felt pressured by my academic performance. Recalling

myself as a teenager with all my conflicting feelings and emotions, | was both empathetic and
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curious about how hard it would be for my teenage participants to study in the U.S. with
limited English proficiency. | wondered how they might feel like cultural outsiders— how
difficult it would be for them to try to learn to fit into the microcosm of their schools as well
as to the macrocosm of American society.

Validity

Validity in any research project is crucial as it challenges how researchers claim that
they know what they know. It requires researchers to ensure that the procedure of the study
that they use is rigorous and that their findings and conclusions are credible (Denzin &
Lincoln, 2005; Hatch, 2002). Qualitative research does not assume that there is an objective
representation of the reality of participants. This is what Denzin and Lincoln claimed as a
“crisis of representation” (1994, p. 9). For qualitative research, validity needs to be
considered as the integration of theoretical perspectives and the methods being used. It also
requires the researcher’s awareness of her work through the data collection and analysis
phases (Gergen & Gergen, 2003). In addition, Whittemore, Chase, and Mandle (2001)
indicate that the primary criteria for evaluating a qualitative study are “credibility,
authenticity, criticality, and integrity” (p. 522). Credibility and authenticity are concepts
concerned with the accurate representation of participants’ perceptions, whereas integrity is
more concerned with the researcher’s self-awareness of bias and assumption.

Negative case analysis and member checks are essential to enhancing the validity of a
constructivist study because they allow the researcher and the researched to co-construct their
meanings. The view of negative case analysis helps a researcher seek the explanation for her
data as it creates both opportunities and threat to the validity of her study (Emigh, 1997). The
use of negative case analysis or disconfirming evidence, from the lens of the researcher, is
essential for the constructivist paradigm because the realities are complex and multiple

(Creswell & Miller, 2000). The examination of negative case examples also has been
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implemented in grounded theory studies through the constant comparison methods in order to
look for any inconsistencies in the data (Glaser & Strauss, 1967). The analysis of negative
case methods can expand the researcher’s view of the focus of the study and allow new
dimensions to emerge.

Member checking ensures that the data findings are credible by having the participants
validate them. According to Lincoln and Guba (1985), member checking is the most
essential technique that a qualitative researcher has for establishing credibility. At the same
time, member checking has the potential for gathering additional information to enrich the
data. To conduct member checking, | presented the transcripts along with my findings to my
participants to elicit their feedback in March. The four participants agreed with the way |
presented their ideas in the findings. In addition, they provided comments on the analysis of
the data. For example, although Eva thought that being a Puerto Rican is a “privilege”
compared to that of other immigrants, she experienced the same challenges as did other
immigrants. | also asked participants for clarifications as I noticed some inconsistency within
a participant's responses or vague comments in the data.

In addition, I used triangulation to enhance internal validity. Triangulation refers to the
use of different data sources to create a point of convergence for all of the data. Morse and
Richards (2002) simultaneously critiqued and explained the misuse of the term triangulation
in the following passage:

Triangulation refers to the gaining of multiple perspectives through completed studies

that have been conducted on the same topic and that directly address each other’s

findings. To be considered triangulated, studies must “meet”- that is, one must
encounter another in order to challenge it (for clarification), illuminate it (add to it

conceptually or theoretically), or verify it (provide the same conclusions). (p. 76,

emphasis in original)

The purpose of triangulation should be the expansion of the views of data to see if any

incongruence occurs. Therefore, | used the data from interviews, observation, documents,
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field notes, and memos in order to substantiate the research findings through multiple
perspectives.

To conduct a peer review, | solicited the advice from two colleagues who have
conducted grounded theory studies - currently or previously - and had solid professional
knowledge in qualitative research. Specifically, | asked these colleagues to comment on my
data collection and analysis processes and check for problems or inconsistencies. 1 also
presented my data analysis process and findings to a qualitative support group, comprised of
methodology professors and graduate students at the university, for feedback on my data
analysis procedure. The feedback I received enhanced my understanding of interpreting my
data and helped me to validate my analyzing procedures.

Limitations

While I acknowledge that my responsibility is to ensure the best conditions for my
research, there are some significant limitations with respect to this study in the process of
participant sampling, data collection, and data analysis. The following descriptions will
inform the readers in order to interpret the findings and conclusions | have made.

Participant Sampling

The best criterion for doing grounded theory studies is to recruit a homogenous group.
In my case, this would have required me to recruit participants that were all Chinese native
speakers so | could have theoretically had an insider’s view of both language and culture.
However, given the fact that Chinese-speaking ELLs make up less than 5% of the ELL
population in Florida, it would have been impossible to recruit four Chinese-speaking
participants in the same class, using the READ 180 program given the limitations of doing a

doctoral dissertation.
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Data Collection

The other limitation of the study is related to the ESOL class’s use of READ 180. The
teacher integrated READ 180 into her class curriculum in November 2008. Although |
focused on the participants’ current experience using the program, the findings and
conclusions of this study could have been quite different if the class had been using READ
180 for a lengthier period of time. This is especially true when considering the diverse topics
that READ 180 provides. For example, when | asked participants to reflect on the ways in
which READ 180 helped them with content areas, such as social studies, math, and science,
Isabel told me that she did not know how to relate READ 180 to other subjects. “I don’t
know. | haven’t really gotten to the science of READ 180 yet. So far, | only got into the
sports.” When | asked about social studies, she said “It’s not something that I am [learning]
right now.”

Data Analysis

As the teacher takes part in the READ 180 reading program's three rotations, the
teacher's influence is significant in terms of the material selection and the implementation of
READ 180. However, due to the large amount of data collected from the six interviews and
the fact that the teacher was not the study participant, I eliminated the data related to
students’ descriptions of the teacher’s involvement with READ 180. This way | focused
solely on students’ perceptions of the READ 180 materials.

Conclusions

In this chapter, I used a qualitative research paradigm with a constructivist lens to
explore the perceptions of ELLs’ use of READ 180. Constructivism rejects the idea that
there is an objective truth in the external world waiting to be discovered. This constructionist
epistemological perspective guided this study through the voices of adolescent ELLSs.

Included in this chapter were the data sampling procedures, methods, collection and analysis
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techniques that were used to conduct the study. | also addressed the means by which |
establish validity for conducting this study and the limitations of the study that occurred in

the recruitment, data collection, and data analysis stages.
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CHAPTER 4
CONTEXTUAL BACKGROUNDS

Introduction

Discussion of contextual background in a qualitative study is not simply a report of an
act but rather an explanation that provides understanding for the meaning of an act. This
chapter will provide an understanding of the context in which the research took place with
READ 180, including the contextual backgrounds for both the research setting and the READ
180 component description. While I aimed to describe the study context, my description was
accompanied by my subjective interpretation.

This chapter is structured in three major sections: (1) the research setting, (2) the four
participants, and (3) the READ 180 components that were used by the students in the ESOL
class. The research setting includes the Sunshine Middle School, the ESOL classroom, and
how the ESOL teacher incorporated the READ 180 program into her curriculum. The
descriptions came from my 30-hours of classroom observations and documents | collected
from the teacher. Next, | describe the participants’ contextual backgrounds, which were
primarily grounded in both semi-structured and open-ended interview data and supplemented
by my classroom field notes. Finally, the READ 180 component descriptions were the
documents | collected from the Scholastic Inc.”’s READ 180 website.

Research Setting
The Sunshine Middle School

The Sunshine Middle School (pseudonym), comprised of approximately 900 students,
was a public school located in north-central Florida. According to categories used by the
State of Florida, the student diversity backgrounds were White, Black, Hispanic, and Asian.
However, it should be noted that such categories are too generic to represent student diversity.
According to the Florida Department of Education’s school accountability report, the

minority rate in Sunshine Middle School was 49% in 2007-2008, showing a slow increase
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since 2002. In addition, 43% of the student population at the Sunshine Middle School
received free and reduced lunch in 2007-2008. (This percentage has consistently remained
over 40% since 2002). Currently, the Sunshine Middle School offers two ESOL courses for
English Language Learners (ELLS), one for beginning and one for intermediate- level. The
school classified each student according to his/her level of proficiency;

As stipulated by the federal No Child Left Behind act of 2001, Sunshine Middle School
was labeled a Grade A school for two consecutive academic years from 2004 through 2006.
However, it did not meet the Adequate Yearly Progress (AYP) in the two consecutive
academic years from 2006 through 2008.

The school purchased the READ 180 package for teaching in 2004-2005 along with the
computer equipment for classes, one of which is Ms. Anderson’s intermediate-level ESOL
class.

Ms. Anderson’s ESOL Class

Ms. Anderson (pseudonym) was the certified ESOL teacher instructing two classes of
ELLs at the Sunshine Middle School. However, she only integrated READ 180 into her
intermediate -level class instruction. She explained that the content of READ 180 may be too
difficult for beginning ELLs. The 17 students in her intermediate-level class are culturally
and linguistically diverse, coming from 11 countries or regions (see Table 4-1): Chile, China,
Egypt, El Salvador, Honduras, India, Mexico, Puerto Rico (U.S. territory), Turkey, Ukraine,
and Vietnam. Nine languages were spoken by these students as their first language, including
Spanish, Chinese, Arabic, Gujarati, Tamil, Turkish, and Ukrainian. In this study, I
specifically focused on the eighth graders and recruited the four participants: Eva, Isabel,

Marco, and Xiao Nan.
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Table 4-1. Student demographics of Ms. Anderson’s intermediate ESOL Class

Country/Region Languages # of students Grade
Chile Spanish 1 8
China Chinese 1 8
Egypt Arabic 1 6
El Salvador Spanish 1 7
Honduras Spanish 1 6
India Guijarati, Tamil 3 6,7
Mexico Spanish 2 6
Puerto Rico (U.S. territory) Spanish 3 8
Turkey Turkish 1 7
Ukraine Ukrainian 1 6
Vietnam Vietnamese 1 6
TOTAL 17

The Physical Environment of the ESOL Classroom

Ms. Anderson’s ESOL classroom (see Figure 4-1) provided a learning environment for
culturally diverse students who were learning English. On the top of the whiteboard, there
were 20 paper characters dressed in costumes from different countries, such as Mexico, Japan,
and Korea. Inaddition, there was a world map displayed on the window so that students
could easily locate a country if they were interested. When Chinese New Year came at the
end of January, | observed Ms. Anderson celebrate Chinese New Year with cultural objects,
such as Chinese paintings, red envelopes, and characters decorated on the bulletin board.

The ESOL classroom contained different forms of educational resources, including
technological tools and printed materials, for ELLs. It was equipped with seven DELL
computers, six for students and one for the teacher. These computers were purchased by the
school in order to run the READ 180 software package in the year 2004-2005. Each
computer was equipped with Windows XP operating system and the READ 180 software
program. Student computers had limited Internet access.

Other technology in the classroom included a Lexmark printer, a TV that hung in the
corner, an overhead projector, and a multimedia NetTV monitor with DVD and VHS players.

The multimedia TV functions as a computer. During the data collection period, | observed
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Ms. Anderson using the multimedia TV to display photos taken at an event. | also watched
movies and video clips that students made for the school’s multicultural week.

Posters from READ 180 program were displayed on the walls of the classroom. The
posters included the READ 180 instructional model and a poster of the READ 180 audio
books and paperback books of Stage B (for middle school). Additionally, READ 180

materials and books were on the shelves in the classroom for students’ easy access.
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Figure 4-1. The physical environment of the ESOL class
Descriptions of Participants

The four students (see Table 4-2) in this study included Eva and Isabel from Puerto
Rico, Marco from Chile, and Xiao Nan from China (all names are pseudonyms). The
students shared some commonalities: they were all 13 years old, enrolled in the 8" grade,
came to the U.S. with their parent(s), and received ESOL services from Ms. Anderson during
the time this study was conducted. All participants received free or reduced lunch. The

91



following section describes the participants, including their respective lengths of stay in the
U.S., their self-reported family background including literacy practices as well as home use
of technology, and my observations of their personality traits. The following section
describes each participant alphabetically by first name.

Eva

Eva emigrated with her family from Puerto Rico to the U.S. five years ago. She was
the eldest child with two other siblings—one brother and one sister, both eight-years-old.
Her father worked as a communications teller and her mother was a housewife who formerly
worked as a nurse. Her parents were separated and she lived with her mother and her aunt’s
family. When Eva came to the U.S., she barely spoke English so her mother hired a tutor to
help her. Eva enjoyed living in the U.S. and said she felt the educational quality was “more
advanced” than Puerto Rico.

Eva “liked to read” and read “a lot” at home. Currently, she was re-reading Twilight
(Meyer, 2005). She considered herself a serious reader because she enjoyed reading very
much. The topics she enjoyed most were love, mystery, and fiction. She was not interested
in non-fiction.

Eva used the computer at home for non-academic purposes but did not use it very
frequently. She said, “Only [when] | have nothing to do, | use the computer.” She explained
that she only used the computer to check email, play video games, such as Play Station,
search via Google, look at photos, and listen to music. For example, she had done some
research on “biography and history” and “information about different countries.” She also
played online games she described as “Like little cartoon that you get to [put] the clothes on
them and you move them around. You have to earn points so you can buy stuff.”

Eva looked mature for her age perhaps due to her long curly hair. She sometimes wore

earrings and makeup as well. She was relatively quiet in Ms. Anderson’s class and spoke
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very softly. During the lunch break, she ate with a girl who also came from Puerto Rico and
was enrolled in Ms. Anderson’s beginning-level class.

Isabel

Isabel emigrated to the U.S. from Puerto Rico four years ago. Her father came from
Puerto Rico and her mother was from the Dominican Republic. Her father passed away
seven years earlier and her mother and she came to the U.S. for economic and educational
opportunities: “The economy is better over here [in the U.S.] and my mom wants a better job.
They want us to study here because she thinks it’s [the education] better.”

Isabel enjoyed reading long chapter books. For example, she was very interested in
adolescent popular literature, such as Twilight (Meyer, 2005). On average, she read at least
five books a week, depending on the size of the book. During the interviews, she liked to
share her reflections about the books and articles she read. She told me that she had finished
reading the whole collection of Twilight (Meyer, 2005) and she was very interested in sharing
the story she read with me.

Isabel used the computer at home mainly for academic purposes and used it very
infrequently. When | asked her whether she played games online, she said that “I get tons of
homework. | don’t use that much.” She used the Google and Yahoo search engines in order
to do research and read articles. As she said, “I like to research and know some stuff.” She
did not use the computer for social networking. She had never used computer software such
as READ 180 in Puerto Rico but she enjoyed using it in Ms. Anderson’s class. During my
class observations, there were times when Ms. Anderson did not know how to connect her
laptop to the TV in order to display some photos she took for the students in a school event,

but Isabel was the one she called on for help.
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Marco

Marco came to the U.S. from Chile with his parents in August, 2007 so that his father
could pursue a doctoral degree at a nearby university. The family planned to stay in the U.S.
for at least four years, the time required for his father to complete the degree. Ina similar
regard to Eva, Marco was also the eldest of four children, with three other siblings, one sister
(seven years old) and two brothers (five years old and two years old).

Marco’s father was concerned with Marco’s academic performance and had high
expectations of Marco. When he learned that he got 70 out of 100 from a Reading Counts
quiz, he said to me: “It’s not good. If | said it to my dad, he would get really mad. He would
say ‘No, you have to get straight As.”” There were times in the interview process that he
talked about how his father helped him with reading, such as making him word quizzes to
help him learn English.

Marco liked to read culturally relevant books as he told me that he liked to learn about
Latino culture. He also said he liked “graphic novels and all kinds of books except [for] the
fantasy ones. Fantasy does not get me along with the reading.” He continued, “‘Cause it
[fantasy books] gets a little weird. There are some words, for example, like “elf.” I knew that
word but for example...I know the word, there are some other words like half man and half
horse. | think it’s Centaurs. |1 am not sure. OK...those kinds of words kind of get me
confusing [confused].”

Marco was technologically savvy and he used technology for a variety of entertainment
and social networking purposes. He liked to play all kinds of games, such as “GunBound,”
which he had played in Chile. Besides e-mail, he also used Internet social tools, such as
MySpace, Instant Messaging, blogging, and Facebook, to network with his friends. His

amount of his computer usage was, however, not fixed. Sometimes he was online “almost all
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day” and sometimes he only did it “once a week.” When he received a bad grade, his parents
would restrict him from using the computer.

Marco was outgoing and social. He had frequent interactions with other students, both
male and female, most of the time. When the class was doing the sustained silent reading
activity or when he worked on the Skill section, he changed seats very often. Sometimes he
sat at his and other students’ desks and even at the teacher’s desk to connect to others. In the
beginning of my visits, he approached me and asked me if | would interview him.

Marco was an active student and involved in school projects. During the school’s
multicultural week, the school invited some of Ms. Anderson’s ESOL students to present
their cultures to the mainstream students. Marco was one of the six students who volunteered
to participate in the project. His role was to describe his immigrant experience when he first
came to the U.S. He explained how he was disturbed by seeing the phrase “Welcome to
America” because, being from Chile in South America, he already considered himself an
American.

Xiao Nan

Xiao Nan was the most recent arrival in the U.S among the group of participants;
having come in March 2008. He came with his mother, a visiting scholar at a nearby
university. They planned to stay in the U.S. for one year and then to move back to China in
March 2009. Xiao Nan came from a single-parent family whose mother was a professor at a
university in Shen-Dung.

Xiao Nan used technology at home almost every day for academic and non-academic
purposes. He did research for his school homework on English language web pages. For
example, he did research for a paper on the Revolutionary War in his social studies class. He
also studied for his Spanish class using the Internet. He used to play computer games, such

as “strategic video games” related to fighting while he was in China. He also liked to read
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fiction online, including “Kung-Fu” fiction. Since he has been living in the U.S., he has
enjoyed reading news in Chinese. Once in a while, he will do online chatting with his friends
in China.

Xiao Nan was very quiet in and out of the classroom. In class, | seldom saw him
interact with other students. He talked to Marco, who sat next to him, more than other
students. Most of the time, he sat at his desk quietly and did not talk to other students.
During the lunch break, he had lunch with three or four boys, some of whom | recognized, as
other ESOL students from Ms. Anderson’s class. Once while | was having lunch with him
outside of the school cafeteria, one of his friends from the U.S. came to him and said he
would like to learn Chinese. Xiao Nan seemed to be very surprised as he said “Really? You
want to learn Chinese?”

In an open-ended interview, Xiao Nan told me that some school students talked about
him behind his back because they thought he did not understand English. Although he cannot

speak and write very well, he said he was able to listen and understand.

READ 180

READ 180 is an intervention program, designed specifically for K-12 English-
speaking struggling readers and English language learners (Scholastic, 2006). The program
is divided into three stages: Stage A is for elementary level students, Stage B is for middle
school level students, and Stage C is for high school level students. While READ 180
provides three stages, the current study focuses on Stage B, the middle school aspect. The
program is specifically targeted to two student populations: struggling readers and English

Language Learners.
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Table 4-2. Demographics of the four participants

Participants Gender Grade Age Country/ uU.S. Time in the Technological usesat ~ Books of
Region citizen u.S. home interest
(year)(until
December, 08)
Eva Female 8 13 Puerto Rico  Yes 5 years Research Love,
Photos Mystery
Playing video games
Isabel Female 8 13 Puerto Rico  Yes 4 years Research Love, Mystery,
Social networking Fiction
(e.9. MSN)
Marco Male 8 13 Chile No 14 months Facebook Graphic novels
Instant Messaging
Games
Xiao Nan Male 8 13 China No 8 months Playing games Ethics, Mystery,

Reading Kung-fu
Fiction
Research

Adventure
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The READ 180 software program includes four major zones, sequenced by (1) Reading
Zone, (2) Word Zone, (3) Spelling Zone, and (4) Success Zone. Students are expected to interact
with these zones, from which they resume the task for 20 minutes when they are in the Computer
group during what is called the three-phase rotation. The program keeps a complete record the
Zone they have not completed and request them to continue it. In the following section, I will
describe each zone based on the student tasks and my interpretation about how it helps students
to read.

Reading Zone

The Reading Zone involves three subsections: (1) Video, (2) Passage, and (3) Self-check.
First, students watch a realistic video clip that is related to a passage that they will read following
the video. The video is one minute long. After watching the video, students listen to one of
four-level passages. Sentences in the passages are highlighted in violet while the narration takes
place. In addition, some important phrases are colored in pink for extra attention. Students can
also choose to listen to a word or a phrase by moving the cursor over it. After students have
watched the video and listened to the passage, they are expected to record themselves reading the
passage. During the Self-check section, students answer ten multiple-choice questions intended
to test comprehension and vocabulary. In the Self-check section, they receive immediate
feedback confirming or disconfirming their answers. If students answer the questions correctly,
they move to the next item. If they answer incorrectly, they click on another answer until they
find the correct answer. Students are allowed to return to the passage at any time during the
exercise.

Word Zone
The Word Zone includes (1) Word Assessment, (2) Word Clinic, (3) Word Match, (4)

Word Review, (5) Self Check, and (6) Speed Challenge. In the Word Assessment section,
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students make initial contact with the words that relate to the passage they had previously read in
the Reading Zone. “Word,” “Sentence,” and “Pause” buttons are available for students who
need additional assistance or a break. Students click on a word from a list to identify what they
have heard. In the Word Click section, students record the words shown on the screen. “Tip,”
“Record,” and “Pause” buttons are also available. They can listen to tips on how to sound out
words before recording their answers. There are five words on the screen at a time. In the Word
Match section, students match a word from a list to what they have heard, based on what they
have heard. Once again, there are five words on the screen at a time. A “Mix-up” button is
available for students to redo the task. Inthe Word Review section, students practice words that
the program has identified as words with which students need more practice, usually commonly
misspelled and missed words. “Word,” “Sentence,” and “Pause” buttons are also available here.
In the Self Check section, students self-assess their own accuracy by recording each word
themselves without hearing the narrator. The “Record” button is made available, and one word
appears on screen at a time.

Finally, in the Speed Challenge section, students click on the words that they hear as
quickly as they can and are shown immediately whether their answers are correct. Once they
complete the whole section, the READ 180 program will present a report indicating words in

77 Gk

groups that are “incorrect” “slow” and “missed.”
Spelling Zone

The Spelling Zone section is comprised of (1) Spelling Assessment, (2) Spelling Clinic, (3)
Spelling Challenge, and (4) Proofreading. In the Spelling Assessment section, students listen
and spell out the words that they hear with their headsets with ten words listed on the screen.

Then they receive immediate feedback by being told which items are correct and which are not.

The incorrect words are retained for students to practice in the spelling clinic. In the Spelling
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Clinic section, students practice words that they typed incorrectly in the Spelling Assessment. In
the Spelling Challenge section, students hear a word and type it in as quickly as they can. There
are three buttons included: “Word” (for word meaning), “Sentence” (for contextual meaning),
and “Pause” to give a break for students who need extra support. Once students enter a word,
they receive immediate feedback on the accuracy of their answers. If they receive a “Yes,” they
then move to the next item. If they receive a “No”, the correct word spelling appears on the
screen with a small box in which students can practice by typing it. Finally, in the Proofreading
section, students identify the misspelled words within a sentence by choosing the correct one
from a list of five words. The questions are based on the words students have misspelled. Again,
they receive immediate feedback to indicate whether their answers are correct.

Success Zone

The Success Zone section includes (1) Discrepancy Passages, (2) Context Passages, (3)
Final recording, and (4) Fluency self-check. In the Discrepancy Passages section, students
identify the passage that correctly reflects the meaning of the original passage from three
passages. In Context Passages, students do a cloze, or fill-in practice exercise, in which they
read the same passage in which some vocabulary words are missing. Students click on the
blanks and choose the correct answer from a list of six words to fill in the blank. If their answers
are all correct, students move onto the next page to continue the rest of the passage. If their
answers are incorrect, the sections become blank and students are expected to reselect an answer
from the same list for further practice. In the Final Recording section, students record the whole
passage again. This isaimed at providing students with an opportunity to practice fluency.
Finally, in the Fluency Self-Check section, students listen to their own recording. After the

Fluency Self-Check, the screen shows a word count that students have read per minute (WCPM).
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The content of the READ 180 software program for middle school students (Stage B)
provides three content areas with nine topics (see Appendix L). In each topic, students are
expected to finish each unit before they go to the next topic.

READ 180 Paperback Books, Audio Books, and rBook

In addition to its software, READ 180 includes a collection of paperback books as well as
audio books and an rBook (Scholastic, 2005). These materials are designed for teachers and
students to use in a 90-minute instructional model when students are not using the computer.
This model suggests beginning with a 20-minute whole group instruction, followed by a 60-
minute rotation, and ending with a 10-minute whole group discussion. According to the READ
180 program manual, students choose to read paperback books or audio books when they rotate
in the independent group (also called the Skill Section). The READ 180 website also indicates
other student materials related to READ 180, such as Fact & Fiction and Ultra-X paperback
books, but, I did not see these materials being used by my participants. Consequently, this study
could only focus on the materials that were currently being used by the participants in Ms.
Anderson’s classroom.

The READ 180 rBook is designed specifically for teachers who work with English
language learners (ELLS) in the whole group and small group discussion format. The book is
arranged by themes that the publisher asserts are related to the experience of ELLs. The first unit,
The New Americans, describes immigrant experiences in the United States. This rBook also
provides opportunities for students to practice different genres of writing. To accompany the
rBook, Scholastic Inc. also provides videos as additional resources for teachers to show in class.

The ESOL Class Routine of Using READ 180

Ms. Anderson’s intermediate-advanced ESOL class began during the fifth and the sixth

class periods at Sunshine Middle School, which took place from 1:40 p.m. to 3: 30 p.m. She
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always had her class spend 20 minutes on sustained silent reading (SSR). Students chose the
books they wanted to read in either paperback or audio book form. Then students wrote in their
reading logs about what they read before they started the READ 180 rotation.

The READ 180 materials in Ms. Anderson’s ESOL class included a classroom storage unit
with paperback books and audio books. The audio books provide CDs that narrate the book to
students while they read along with the book on screen.

Ms. Anderson only adopted the rotation aspect of READ 180 (see Table 4-3) into her
ESOL curriculum. After the class filled in student reading logs, she announced what Skill
section they would do for the day before the READ 180 rotation started. Then one-third of the
students went to the computers, one-third of the students worked in a small group with the
teacher, and one-third of the students worked on previously assigned tasks or independent
reading.

In small group work, Ms. Anderson provided READ 180 instructions for using rBooks.
During my data collection period, she went through the first two chapters of the rBook for
middle school students: The New Americans and The Disaster Lesson. Also, during Small Group
work she provided feedback to students on their reading logs.

In the Skill section, Ms. Anderson asked her students to work on both READ 180 and non-
READ 180-related tasks. The non-READ 180 tasks can be anything from spelling tests to non-
READ 180 writing.

With the exception of the use of READ 180 software program, Ms. Anderson’s class did
not use technology very often. During my visits, she displayed some photos to the class and the

video clip that students made for the multicultural week through the TV. However, the class did
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not have to learn to videotape because the staff at the media center at the Sunshine Middle
School made it for them.

Table 4-3. A typical routine of Ms. Anderson’s ESOL class

1:40 p.m. Class begins Student Task
1:45 p.m. Sustained Silent Reading Students chose to read books, either
(SSR) READ 180 or non-READ 180 related.

2:05 p.m. Reading logs Students filled out their own reading
logs.

2:10 p.m. READ 180 Rotation (1) Students began with the three-stage

2:30 p.m. READ 180 Rotation (2) rotation—Computer, Small Group, and

2:50 p.m. READ 180 Rotation (3) Skill.

3:10~3:20 p.m.  Class announcements

3:30 p.m. Class dismissed

The following table (Table 4-4) indicates the four participants’ reading activity, including
READ 180 and non-READ 180 books based on students’ reading logs from November 2008 to
January 2009. All of the participants had read both READ 180 books and non-READ 180
books. For example, Eva, had read READ 180 paperback books and non-READ 180 books,
such as Inkspell (Funke, 2007) and the popular teen fiction, Twilight (Meyer, 2008). Isabel had
read only two READ 180 books, Love Letters and The Good Fight, but she had read six non-
READ 180 books, such as Dacey’s Song (Voigt, 2003) and Homecoming (Voigt, 2003). Marco,
had read five READ 180 books and one non-READ 180 book, entitled From Amigos to Friends
(Garcia, 1997). Xiao Nan had mostly read READ 180 books with the exception of Rave Master
(Mashima, 2003).

Both Eva and Isabel read more non-READ 180 books than READ 180 books, preferring
popular fiction, whereas Marco and Xiao Nan read more READ 180 books. What is interesting
to note is that the non-READ 180 book that Marco read was culturally relevant in that it
portrayed immigrant experiences in the United States. Pelayo Pete Garcia’s (1997) From

Amigos to Friends describes a Cuban child’s exile experience to the U.S.
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Table 4-4. An overview of participants’ reading (Based on students’ reading logs)

Participants

READ 180 Books (Paperbacks &
Audio books)

Non-READ 180 Books

Eva

Isabel

Marco

Xiao Nan

Money Hungry

Love Letters and Other Stories
Wait until Dark: Tales of Suspense
Classic Tales of Terror

The Mighty

Love Letters and Other Stories
The Good Fight: Stories about
Real Heroes

Daniel’s Story

Odd Job

Frankenstein (Graphic novels)
Jane Eyre (Graphic novels)
The Star Fisher

Classic Tales of Terror
Creatures Infest Local School!
Daniel’s Story

Inkspell
New Moon
Eclipse

Twilight Sisterhood of the
Traveling Pants

Dicey’s Song
Homecoming

Ruby Holler

Princess Academy

From Amigos to Friends

Rave Master

Conclusions

Based on the interview, observational and archival data collected in this investigation, this

chapter provides a detailed description about the context of this study, including the school

context, the daily practice of ESOL class, the students’ literacy practices with and without

technology and the descriptions of the components of the READ 180 reading program. The

context showed that the participants selected to read numerous books as part of their everyday

literacy practices. The next chapter will delineate the study’s most significant findings.
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CHAPTER 5
FINDINGS

Introduction

The purpose of this study was to show an understanding of the ways in which adolescent
English Language Learners (ELLS) perceived the use of the READ 180 software program. This
understanding was made through my exploration of the READ 180 software program and the
books being used by adolescent ELLs in their ESOL classrooms. The data that I collected from
each student, including student interviews, were analyzed using grounded theory methods. It
should be noted that the findings may be influenced by the imbalance of power dynamic between
adults and teenagers (Eder & Fingerson, 2003). While there may be multiple data interpretations,
the interpretations are subjective to the researcher, who co-constructed the knowledge of the data
emerging from the study with her participants. To eliminate my subjective bias, | provide an
alternative interpretation to some elements of my findings. In this chapter, | provide a theory
diagram in order to present how adolescent ELLs interviewed in this study perceived the use of
READ 180.

Theory of the Ways in Which Adolescent ELLs Perceive the Use of READ 180

The theory diagram (Figure 5.1) below illustrates the context of the ways in which
adolescent ELLs described their learning experiences while using the READ 180 reading
intervention. The theory is based on the 14 selective codes developed during the data analysis
process as described in Chapter 3. The diagram shows the core category as Differentiated
Learning. | described Differentiated Learning with respect to the degree in which the READ 180
program differentiated instruction for ELLS’ needs, abilities, and interests. The cultural and

linguistic backgrounds of ELLs shaped their perceptions and experiences while using READ 180.
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In addition to their cultural and linguistic experiences, students reported that the use of
technology in READ 180, including software and audio books, also provided an individualized
learning environment that met ELLS’ needs and interest to keep them engaged. | categorized the
14 selective codes that reflected students’ needs into three overarching groups: culture, language
and technology.

The ways in which the adolescent ELLs perceived READ 180 and the degree to which it
differentiated their learning were multi-faceted and multi-dimensional. | made an attempt to use
the two aspects (responsive and non-responsive) to present the theory of how READ 180
responded to the needs of ELLs. The responsive aspect of READ 180 illustrates how the
program responded to the needs and interest of ELLs. Students’ cultural needs included the
ways in which READ 180 responded to some students’ cultural backgrounds and their immigrant
experiences. READ 180 responded to their linguistic needs by providing repeated reading
practice and scaffolds students learning on both decoding and comprehension. The integration of
technology in READ 180 provided an incentive to motivate ELLs and synchronized their
learning paces with choices and feedback.

The non-responsive aspect, of READ 180 illustrates how the program failed to respond to
the unique cultural and linguistic needs of ELLs. ELLs were disengaged due to the cultural
conflict created by their interaction with the program’s materials, the lack of culturally relevant
materials, and the lack of connection to their prior knowledge. The reading comprehension
difficulties encountered by the participants suggested that they needed more support for
comprehension. Lower-level ELLs desired more opportunities for conversational learning.
Technology did not sufficiently synchronize their learning pace because of limited choice,

inaccurate feedback, and redundant auditory supports.
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In this chapter, I argue that READ 180 responded to the general needs of ELLs, yet the
program failed to respond to their unique cultural and linguistic needs and interests. Additionally,
ELLs identified the technological aspect of READ 180 (software and audio books) as an
incentive to motivate them with learning. However, the findings from this study showed that the
students were already intrinsically motivated to learn English and engaged in reading activities in

their everyday practices.

o Cultural Identities
o ldentity Conflict 0 Experiencing Reading Not svnchronizing learnin
L |o The Lack of Culturally Comprehension Difficulties Y g g
, = . . Pace
c 2 Relevant Materials 0 Need for Conversational
© o |o Not Connecting to Prior Learning
z 2 Knowledge
@ g
Differentiated Learning
=
2 Understanding Immigrant o English Language System 0 Motivation
o Experiences o Scaffolding Strategies 0 Synchronizing Learning
o .
R 0 Repeated Reading Pace
o
CULTURE LANGUAGE TECHNOLOGY

Figure 5-1. Theory of the ways in which adolescent English Language Learners perceive the use
of the READ 180 reading program

The following section begins with a description of the responsive aspect with respect to
differentiated learning and culture, language, and technology, for ELLs using READ 180. Then
I move on to discuss the non-responsive aspect with the equal three dimensions. The heading
indicates selective codes and the words in bold within the text indicate the focused codes (see
Chapter 3).

Responsive: Culture-Understanding Immigrant Experiences
Culture shapes the ways in which one thinks and acts. In the learning context, what one

brings from his or her culture influences his or her knowledge construction process. Asa
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demonstration of distinguishing ELLs from mainstream English native speakers, READ 180 met
ELLs’ cultural needs by echoing immigrants’ experiences in the United States in the New
Americans lesson. The portrayal of difficult life experiences was familiar to these ELLSs and they
were intrinsically interested in learning about it.

Difficult lives: The New Americans lesson of READ 180 (see Chapter 4) contributed to
responding to ELLS’ culture by providing an opportunity for the ELLSs to reflect on their
immigrant experiences in the United States. Indeed, ELLs appeared to be interested in learning
about similar, difficult life experiences that other immigrants had encountered. Participants
described how some of the challenges they encountered were similar to those portrayed in the
lesson, and they were interested in learning about other immigrants.

Participants described the difficult lives that immigrants face in the New Americans lesson
of READ 180, such as speaking limited English and experiencing an isolated social life. Isabel
described the life of a teenage girl featured in READ 180 materials, who came to the United
States as an immigrant:

It [READ 180] said that everything she is going through, like, she doesn’t know about

English and she wants to go back. Because she is an immigrant and all that, and starting all
over is like hard for other people and I think that’s the one. (Isabel, 12/19/08)

Eva agreed with the way in which READ 180 portrayed the arduous lives of an immigrant,
“Yeah. When you are new to a country, it’s hard and tough,” echoing her life experiences when
she first came to the United States (Eva, 12/15/08). Xiao Nan also agreed: “Their [immigrants’]
life is tough.” (f4 {2 iﬁﬁr}j # HY o ) (Xiao Nan, 12/15/08). lIsabel agreed with him, stating
that, “the first year it was hard” and “I didn’t know much English.” (Isabel, 12/04/08). Marco
added: “Like you don’t have friends. [There is] Nobody to help [you].” Eva added that,

“Making friends is hard too” (Eva, 12/15/08). Addressing newcomers who try to keep up with
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their peers, Eva expressed: “You wanna do good but you just don’t know what they [her peers]
are doing.” The four ELLs all argued that the challenges they faced when they arrived in the
United States were similar to the experiences featured in the New Americans lesson.

Interest in learning about other immigrants: As immigrants in the United States, these
adolescent ELLs described their interest in learning about other immigrants who came from
other countries and understanding how they acclimated to life in the United States. For example,
feeling that he was not alone, Marco described his fondness for learning about immigrants: “[1t’s]
good “cause | learn more [from] immigrants [who] are coming here” (Marco, 11/25/08). Marco
continued: “They [READ 180] talk about how it’s like to be an immigrant here; [it] was really
hard. The [airplane] flight was really long and everything [they said was] right. It was long.
[Making friends is hard, too.] Really hard to fitin” (Marco, 12/11/08). At the same time,
learning about the experiences of other immigrants seemed to reassure the ELLS about their own
immigrant identities. Isabel said that it was “really cool to learn about other immigrants” and
know “how [what] they go through” (Isabel, 12/04/08). She learned that people from different
countries have different experiences as they immigrate to the U.S. For Eva and Isabel, both
native Puerto Ricans, this was particularly interesting because, Puerto Ricans are “automatically
citizens of the United States,” (Isabel, 12/04/08) and they sensed their “privilege” (Eva, 12/15/08)
over the other immigrants described in the READ 180 unit on immigrants. Eva also mentioned
that she learned about immigrants in a class discussion with the teacher: “I... like being with the
teacher ‘cause we get to read from books and know about immigrants and stuff like that” (Eva,
11/25/08). Thus the materials in READ 180, especially the New Americans lesson, encouraged

the ELLs to learn English by connecting the content to their cultural experiences.
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Responsive: Language

READ 180 responded to participants’ linguistic needs in three ways: first, it helped ELLS
build on their knowledge of English language system, including decoding, spelling, word pattern
identification, and word meaning. Next, it provided a variety of scaffolding strategies, including
visual, auditory, identifying the main ideas, and questioning. Finally, it promoted ELLS’ reading
proficiency through repeated reading practices to promote both fluency and understanding. In
this way, the phonological processing language skills were emphasized to promote reading with
drill and practices.

English Language System

READ 180 responded to ELLS’ learning needs by helping ELLSs to learn about the English
language system. Participants identified the ways in which READ 180 responded to their
linguistic needs by helping them understanding the letter-sound connection and the structure of
English words through practice. It also assisted them in approaching the meanings of words.
Participants also focused on exploring the meanings and patterns of English words with READ
180. The findings of this study indicated that READ 180 provided strategies for understanding
English language usage, including the following areas: (1) decoding, (2) spelling, (3) word
pattern identification, and (4) word meaning.

Decoding: Decoding is a process in which students convert written symbols into sounds
and subsequent meanings. All four participants said that READ 180 helped them to explore the
sound system of the English language so that they knew “how to say the word” (Isabel,
12/01/08). Xiao Nan specifically pointed out that the Word Zone section (see Chapter 4) helped
him with words by offering him the opportunity for repetition (Xiao Nan, 12/01/08). Marco
believed that if he knew how to say a word he could “read faster than before” (Marco, 12/19/08).

Isabel commented that working with the READ 180 computer software allowed her to improve
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her decoding skills: “If you don’t understand the word, it’s like you can have a person read with
you, so you can see how it is pronounced” (Isabel, 01/21/09). For example, some of the
participants described how this function helped them to identify word segments by
deconstructing a word into syllables. Isabel used her name as an example, stating that, “my
name is like I-SA-BEL, like three parts” (Isabel, 01/21/09). “Sometimes in the Word Zone, they
separate words like...you know when you have to put two words together [a compound word]”
(Eva, 01/21/09).

Referring to another decoding strategy, Isabel described how word recognition practice
provided by READ 180 “helped” her, “Because in Word Zone, they [READ 180] give you a list,
they tell you the word but you have to look for it in a list, it’s like a lot of words looked alike. So
you have to find the right one that is spelled.” This process specifically targeted word sounds
rather than meanings.

Spelling: READ 180 responded to ELLS’ linguistic needs by providing opportunities for
students to practice spelling. All of the participants described how READ 180 helped them learn
“how to spell” words (Eva, 11/25/08; Isabel, 12/01/08; Xiao Nan, 11/25/08), particularly words
that are “long” (Isabel, 01/21/09) or “difficult to spell” (Eva, 12/19/08). For example, instant
computer feedback that informed them if they had misspelled a word was seen by the study
participants as helping them the most. Isabel commented that, “In Spelling Zone, they tell you
the word, and you have to spell it. And if you don’t spell it right, they will give you other
chances” (Isabel, 01/21/09). The READ 180 program also offered the students “tips” on how to
spell words correctly by opening up a small window and telling users the right way to spell them

(Marco, 12/19/08). Their fondness for spelling aids will be further explored later.
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Identifying the word patterns: Participants reported that they learned word meanings by
identifying the word patterns of English. This practice helped them to “organize the words” that
already existed in their individual knowledge bases (Isabel, 12/04/08). “l have a way to see it [a
word] when I finish” (Isabel, 12/04/08). They specified the ways in which words can be
organized through the use of rBook, such as “antonyms and synonyms” (Xiao Nan, 12/01/08),
“prefix and suffix” (Eva, 01/27/09), “the future tense and the present tense” of a word (Isabel,
12/04/08). This opportunity for practice greatly enhanced students’ learning as they explained
that they “always got future and past tense mix up” (Isabel, 12/19/08) or “got [it] wrong” (Marco,
12/19/08).

Word meanings: Participants also focused on word meanings with READ 180. As Eva
reported, “they give you a good definition” (Eva, 01/21/09). Marco was also pleased that READ
180 provided effective explanations of words:

They [READ 180] explain really good, like, say for example, | press the word, |

accidentally press the word “very” they say “very.” “Very” means much, not....they

explain so good that | understand better than I did last time...than my dad told me (laugh).
(Marco, 01/21/09)

However, perhaps because of their more advanced language proficiency in English, Eva
and Isabel said that they did not often use that part of READ 180. Instead, they clicked on
words in order to understand their meanings, “I use it [clicking on words] once in a while “cause
sometimes it [a reading passage] has words I’ve not heard before so I just click for what it means
and it really helps” (Eva, 01/21/09). “I only do it [click on the Word Definition button] for really
long words” (Isabel, 01/21/09).

Some participants stated that they learned to predict meanings of words within a sentence
by using contextual cues. This strategy demonstrated cognitive thinking with inductive

reasoning. For example, Eva said that, “if you don’t know what it means, you can find out what
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it means by how it is made [placed] in a sentence” (Eva, 11/25/08). Xiao Nan perceived
contextual meaning in READ 180 helpful as a way to understand word meanings in a sentence,
“there are words I’ve seen before and | just forget, [but if | see it in the context of a sentence] I’ll
know their meaning in that sentence.” (?Jgfg:ajj‘}ﬁr’fgiﬁ} » R e P T o GRS IEHN FN%'EI’,‘HI
JifEp P s o) (Xiao, 12/03/08). Marco jokingly said that he learned to understand a word

contextually, but “if that’s the only word | get, | would get it zero” (Marco, 12/19/08).

Scaffolding Strategies

The way in which READ 180 responded most effectively to ELLS’ linguistic needs was
with scaffolding strategies that deepened their levels of comprehension. In this section, the four
adolescent ELLs perceived that the READ 180 materials met their linguistic needs by providing
various strategies as scaffolds to help them comprehend/understand a text. These strategies
provided additional support to engage them in language learning. The findings that illustrated
how READ 180 provides scaffolding strategies for understanding were comprised of the
following areas: (1) visual aids; (2) auditory aids; (3) identifying the main idea; and (4)
questioning.

Visual aids: Providing visual aids was a way that READ 180 offered scaffolding for ELLs
by promoting their understanding of a text. Marco and Xiao Nan acknowledged that READ 180
provided visual aids, including videos and pictures, for increased understanding. Marco
described how he made connections between the video and the text, “cause in Snowboarding [a
session of CD topic of READ 180], it shows me that snowboarding is a sport that is really an
extreme sport so | start thinking about sports. It’s really cool.” (Marco, 01/21/09) With his
limited English, Marco explicitly described how the video provided in READ 180 supported his

understanding of the text:
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The video makes the topic and me [connects me to the topic] without reading. And then
when | read it, | make my own topic [l connect to the topic] but it’s based on the video and
what | read. And then | answer the questions so they are [become] really easy.” (Marco,
01/21/09)

The use of graphic novels (illustrated books) was another “awesome” form of visual aid
that READ 180 provided (Marco, 11/25/08). Xiao Nan also indicated that he enjoyed reading
the graphic novel Moby Dick “because it is graphic.” ([~ E@“Lb'ﬂga'%',ﬁfwﬁr) (Xiao Nan, 12/03/08)
Indeed, both of them perceived that visual aids were “an advantage” with READ 180 (Marco,
01/27/09). Furthermore, Eva described the ways in which videos engaged her in reading: “It
does make the story of the book interesting...the way they say it makes you wanna read it” (Eva,
12/19/08).

Auditory aids: The use of auditory aids was a strategy that READ 180 used as scaffolding
for ELLs by promoting their understanding of a text. These auditory aids were perceived as
more valuable for beginning- or intermediate- level ELLs, Xiao Nan and Marco, than for
advanced ones. Both Xiao Nan and Marco expressed that the narration of an audio CD helped
the ELLs to comprehend better the text. The advanced-level ELLs, Eva and Isabel, were not
interested in using audio CDs at all, an issue that | will discuss later in the technology section.
Xiao Nan reported that, “the audio CD has another voice that tells you how s/he thinks of this
reading and it helps me understand.” (%[} [audio CD]&%E@E% fige > w",‘ﬁé“&i%— f[ﬁ'@f{ ’
M EFUE R g S Fre PVREERY U E 2D ARG R Y ) (Xiao Nan,
01/15/09). Marco also agreed with Xiao Nan because the narrators “explain things | don’t

know” (Marco, 12/11/08). He gave an example of how he inferred a word meaning with the
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auditory support: “I’ve been thinking about the word ‘amune®’ [immune] with some fish;
something and then they told me...since they say this and that, | think ‘amune’ [immune] means
‘it does not affect to something.” That’s what | was taught” (Marco, 12/11/08). His use of the
word “taught” illustrated how the narrator can function as a teacher for some of the processes in
READ 180.

Identifying the main idea: Identifying the main idea of a passage was another scaffolding
strategy that illustrated the ways in which READ 180 responded to ELLS’ linguistic needs. The
participants described the ways in which READ 180 worksheet helped them find main ideas and
details in the New Americans lesson of the rBook (see Chapter 4) (Eva, 12/02/08; Isabel,
12/04/08; Xiao Nan, 12/03/08). For example, Isabel described how identifying the main idea
helped her because “sometimes there’s always the first sentence or the second sentence but today
we were talking about that it’s [the main idea] not always in the first sentence” (Isabel, 12/04/08).
She continued to relate: “We read a story together and after that we made a web and in the
middle, it’s about the main idea and on the web you have to support the main idea, like evidence
from the story. That helps me find what the story is mainly about.” (Isabel, 12/04/08). In other
words, such exercises helped ELLs understand the structure of a passage better and thus
improved their reading comprehension. Xiao Nan also reported that identifying main ideas was
an aid to his reading comprehension: “we practiced by writing down the main idea and the

details of a passage...how it began and developed...that really improved reading comprehension
GEERafy= oI FL detail xgd=” > gy B R | PO e > R ] BT - R EE

;%a%)lfif “J4 =) (Xiao Nan, 01/15/09). Eva also found it helpful as she noted:

! The word “amune” was the actual sound pronounced by Marco although he was trying to say “immune.” This is
typical for Spanish speakers whose English is in early developmental stage.
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That [Finding the main idea] helps me find what the story is mainly about. If someone
asks you what the story is about, you can tell them what’s in the reading. You can tell the
person quickly what the story is about without having to read the whole story.” (Eva,
12/03/08)

Thus, the four ELLs all agreed that identifying main ideas deepened their understanding of texts.
Questioning: Questioning was another scaffolding strategy used by READ 180 to meet
ELLs’ linguistic needs. This strategy responded to ELLS’ needs because it promoted their
reading comprehension skills. Although questions were used as a way to assess their reading,
this type of assessment helped ELLs reflect on what they had read (see Chapter 4 for the
software description). Xiao Nan noted that these kinds of assessments functioned as a learning
aid to help his reading comprehension: “these exercises you do help you understand the passage
better.” (fé‘rﬁﬂf@&ﬂ%g’l@ﬁ%ﬁ:%ﬁ%ﬁw ﬁ’[fﬂﬁféﬁl%ﬁ > ) (Xiao Nan, 01/21/09). He further said
that, “You have to think very hard on some exercises to get it right.” ({5 7% 7 RUE -
oy el <) (Xiao Nan, 01/21/09). Isabel also agreed that she thought that, “questions are

really good” to help her “pay attention to what’s happening in the story” (Isabel, 01/21/09). Eva
felt questioning was a way to “prepare” her for transitioning from the ESOL program into “a
regular English class” (Eva, 12/19/08). In sum, READ 180 provided the ELLs studied with
effective scaffolding through questioning.

Repeated Reading

The findings of this showed that READ 180 provided repeated opportunities for reading
practice in order to meet ELLS’ linguistic needs so that they could read more quickly and
effectively. The four participants described the ways in which READ 180 integrated repeated
reading activities into the design of the program for them to improve both their reading fluency
and their reading comprehension. For example, the recording of READ 180 allowed students to
practice their oral reading fluency; the Word Zone and Spelling Zone helped students review
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words; and in the Success Zone, students reviewed and were tested on what they had learned (see
Chapter 4). It was also through repeated practice that they learned to comprehend a text. The
findings of this study indicated that these repeated reading activities included repetition for
fluency and repetition for understanding.

Repetition for fluency: On the one hand, participants in this study indicated that repeated
practice helped develop their oral reading fluency skills. Isabel indicated that repetition helped
her with pronunciation accuracy: “You can hear yourself and if you don’t say it right, you can
record it again” (Isabel, 01/29/09). Marco described the same experience with repetition and the
way that it helped him learn to pronounce words more accurately: “They [the READ 180
program] say once, and I say twice. They say it and then | say it back” (Marco, 12/19/08). Xiao
Nan also described the way that he learned a word if he saw it by “practicing a couple times in
Word Zone” (Word Zone %iﬁwé‘ﬁ*i@mﬁr‘%@ 17 o) (Xiao Nan, 12/01/08).

Repetition for understanding: On the other hand, the ELLs interviewed in this study
noted that repetition built upon their text and word familiarity so that they increased their
understanding. Isabel explained that, “Once you read it [the passage] again, it helps you to get
the basics. | think that they [READ 180] do that, so you can understand it” (Isabel, 11/25/08).
Eva agreed with Isabel that practice made learning occur: “If you practice on them [words], you
do good on them” (Eva, 01/21/09). Isabel described her experience:

There is one time that | was in Reading Zone, | didn’t really get the question, so if you

don’t get that, you have to go back to the passage, and read it again, so it can help you
answer the question. (Isabel, 11/25/08)

Isabel explained that she understood the text better when she was able to revisit the text with the
questions in her mind. Xiao Nan also commented that his understanding was influenced by the

repetition of a text, and he re-read a passage in order to do the exercises: “l only read that
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passage once; | was not [very] familiar with it. | had to read it [the passage] again...” (X[i5y~ %1"[
ESY - ko AT R NGRS FYRIF) T kb EF]4¢..) (Xiao, 12/03/08). Altogether,
the READ 180 software package was successful in providing scaffolding for ELLS’ learning

needs.

Responsive: Technology

The use of technological components (software and audio CDs) provided an incentive to
engage ELLs to learn and for individualized learning. The findings from the study indicated that
participants were motivated when the READ 180 software offered access to a variety of topics
that met their individual interests and expanded their knowledge bases. Additionally, READ 180
responded to the needs of ELLs when the pace between READ 180 and ELLs paralleled, where
ELLs made choices and received prompt feedback. With the use of technology that responded to
their needs, each ELL was able to adjust his or her learning in terms of what and how he or she
learned.

Motivation

The findings from the study showed that the use of technology provided an incentive to
motivate ELLSs to engage in reading. The four participants perceived that the use of computer
within READ 180 served as an extrinsic point of motivation. The specific technological
components in READ 180 that provided extrinsic motivation for ELLs were opportunities for
spelling practice, a variety of topics, and test scores. Two of the participants, Marco and Isabel,
stated that the grades that they received motivated them to work. However, Xiao Nan and Eva
did not believe that READ 180 gave them a sense of accomplishment. While READ 180

provided extrinsic motivation for ELLSs to read, such motivation was not necessary, as the four
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participants showed intrinsic motivation and actively engaged in reading activities outside of the
READ 180, which I will describe later.

Spelling: The students interviewed for this project specifically pointed out that “the
computer” kept them engaged (Eva, 11/25/08; Marco, 01/21/09; Xiao Nan, 11/25/08). The
phrase “the computer” refers to the computer-based learning component of READ 180. Both
boys, Xiao Nan and Marco, used the word “because” to indicate that the computer was an
incentive for them to learn, *“'cause it’s the computer. | like the computer” (Xiao Nan, 01/27/09).
“The computer part is what I like the most “cause with the computer you hang out and it’s so
cool” (Marco, 01/21/09). Marco also pointed out that the spelling activities of READ 180
engaged him more than did other parts, “*cause with the computer you hang out and it’s so cool,
especially when you go to the Spelling Zone. I like it!” (Marco, 01/21/09) Among all of the
rotations of READ 180, Eva and Isabel expressed that the spelling practice included in READ
180 engaged them the most. Eva said that, “I like the spelling the most” (Eva, 11/25/08).
Similarly, Isabel said that spelling was her favorite part: “I like it when we do the spelling. | like
doing spelling.” (Isabel, 01/29/09). She found that the spelling practice prepared her for the
FCAT, as “it helps you spell the word better so in case you have the FCAT, you did get the
spelling mistakes” (Isabel, 11/25/08). Xiao Nan also indicated that working with the computer

was his favorite part of doing the READ 180 rotations: “I like the computer the most!” (f #1 &
piERLESL computer 1) (Xiao Nan, 12/01/08). Xiao Nan did not express any pleasure with the

spelling activities. Instead, he was concerned with learning the strategies of “how to spell
words” (r‘%ln?:mjpfjjrﬁfﬁj,’) (Xiao Nan, 12/01/08).
A variety of topics: The READ 180 publisher provided the adolescent ELLs interviewed

for this study with a variety of topics in both the software program and the print materials for the
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sake of breadth and depth of knowledge. The participants indicated that they were specifically
attracted to the software because of the availability of diverse topics. Asa demonstration of
differentiated learning offered by the program, the variety of topics served to respond to the
needs and/or interests of each ELL. Participants identified the topics offered in the READ 180
program as diverse in terms of the quantity and quality of topics. Given a list of the titles of all
topic CDs available, Xiao Nan exclaimed, after learning about the total number: “Wow, there are
S0 many!” (ﬁﬁ 2 1 ) (Xiao Nan, 12/15/08) “Oh my God! There are so many....it’s 144
[sessions].” (Oh my God! ‘E’ﬁiﬁ’ﬁg %...144 i - ) (Xiao Nan, 12/15/08). While Xiao Nan was
impressed by the sheer volume of topics, Isabel described the variation of topics: “the rBook has
like a lot of topics. They can go like from somebody got shot [hit] by the lightening, to like
animals.... It gives a variety of topics” (Isabel, 11/25/08). Xiao Nan commented that the topics
of the CDs on the computer which kept him more engaged than during other rotation. He stated
that, “the topics are interesting and novel so | like to work with the computer better.” (¥ =15
PR | > BB > FREPT B 55RO R ) (Xiao Nan, 12/03/08).
Eva reported that the variety of topics met her interest: “There is a lot of different topic, like,
more than one session. | really like the topics. They are interesting” (Eva, 11/25/08).

Multiple topics allowed ELLSs to choose the subjects that interested them most. For
example, Isabel chose to work on the topic “The Extreme Sports” as she enjoyed outdoor sports,
“cause the topics in READ 180 are interesting like sports are dangerous but it makes it more fun
to see” (Isabel, 01/29/09). In addition, Eva enjoyed learning from a READ 180 section about
teenagers and the legal system. She enjoyed reading a story about a mother who inadvertently
violated the law because she did not know that there was a curfew for her teenage son. She

stated that, “I really like the topics... like, curfew...he was arrested because there was a curfew”
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(Eva, 11/25/08). Eva explained that both the mother and the son were punished for violating the
law even though they did not understand it. As such, these interesting topics seemed to fulfill the
participants’ individual interests.

The variety of topics provided opportunities for these adolescent ELLs to “learn new
stuff,” so that they could expand their knowledge (Eva, 12/15/08). “You learn more than you did
before” (Eva, 12/15/08). The forms of knowledge identified by the participants were things such
as world culture and science, topics designed to expand their understanding of the existing world.
For example, Isabel mentioned that she enjoyed learning about other cultures, for example
“something around the world,” through READ 180’s rBook topics (Isabel, 01/29/09). Xiao Nan
learned how U.S. dollars were minted from a science lesson included in READ 180: “I learned
that U.S. dollars are made of a special paper with many substances. | didn’t know that until |
read it (75 5B BB B TR+ RLA PR FIOAES. e LR AT

S0 <) (Xiao Nan, 01/15/09) Isabel reported that she learned about American history: “In

-1

Reading Zone, it talks a lot about the history of America, like how long it has been here, and it’s
really cool” (Isabel, 11/25/08).

Feeling accomplished: Two participants reported that they felt accomplished by receiving
the READ 180 test scores, which served as another source of extrinsic motivation whereas the
other participants did not indicate similar motivation to learn. Because of her apparently high
scores on READ 180, Isabel felt good about herself and said that, “I feel good about that “cause |
feel good about myself [when | get those scores].” She further noted that the practices in Word
Zone and Spelling Zone “help me build on my confidence about it [words].” (Isabel, 12/01/08).
Marco felt accomplished as well; after receiving a good score on a task he had completed, he

could “show off” his work to his peers (Marco, 12/01/08). However, Eva and Xiao Nan did not
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feel a sense of accomplishment from the scores that they received from READ 180. Eva
expressed that a good score from READ 180 did not motivate her; instead she reported that, “If |
get the score, | want it to be like a prize” (Eva, 12/01/08). Similarly to Eva, Xiao Nan said “I
don’t care” about the score (Xiao, 12/03/08). Rather, he felt that the design of READ 180 did
not motivate him very much and he suggested that the program designers “make it fun when we

do practices” (¥iEfLEE [ SETEGRL T S TV < ) (Xiao Nan, 12/15/08). He further explained,

“It's not to make it [practices] easy but make it interesting, like adding some activities and steps
and all that.” (kL5 f” bl WOE (EERIE Y YR - WHE@{E » BART (Y o)
(Xiao Nan, 12/15/08). Thus, the findings of this study were mixed in regard to the ELLS
interviewed feeling a sense of accomplishment based on the test scores reported by the READ
180 software package.

Multiple goals: When asked to provide suggestions for learning with the computer, some
of the participants reported that their extrinsic motivation could be adjusted in a way that would
better serve their needs. For example, Eva described that she would like to have “a prize” from
READ 180 for her performance (Eva, 12/01/08). Xiao Nan described how READ 180 could

have motivated him extrinsically by setting up multiple “small goals” (-] [ '1%) to see if he could
reach them; then he would like “rewards” (4 Z[| {-f ’ijt:fﬁﬁn hd) after he reaches these small goals

(Xiao Nan, 01/27/09). In addition, he suggested that the design of the READ 180 computer
component could be more engaging by creating an adventure gaming environment, “It's like
adventure...like you go to an island, you make it there, and then you get some rewards, then you

go to the next island, and if you make it, you can move on to the next island.” (§ifL i 5. .ok
RLEEFE L Fe > ooyl s ST I E] SR o SRR (W U

TPt e PEEL A = W ES <) (Xiao Nan, 01/27/09). For Xiao Nan, the value of rewards (or
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goals) equaled a sense of accomplishment. He stated that, “When you achieve it, you have a
sense of accomplishment. That is, when you achieve a small goal, you’ll feel accomplished.”
(Hiocsk = (RO o gy ¢ Rl o WRRLELH A [ | SR e o o0

Fﬁ’ﬁ%?ﬂ&ﬂ’?‘}ﬁj‘a’ﬁ% > ) (Xiao Nan, 01/27/09). Once again, it can be seen that extrinsic and

intrinsic motivation are closely related to the needs and experiences of these ELLSs, as indicated
by Xiao Nan: “When you achieve these small goals, you’ll want to reach the big goal at the end.”
(i PR BRI | F USRI r’ﬁ«ﬂﬁ‘wﬁ?ﬁﬁ!ﬁﬁ FpYAF g o) (Xiao Nan, 01/27/09).
Synchronizing Learning Pace
The READ 180 software provided opportunities for differentiated learning for the ELLSs

interviewed by synchronizing their learning paces. This was helpful for ELLs because their
linguistic needs were different. The term "Synchronizing learning pace" refers to the situation in
which the computer component of READ 180, as a demonstration of instructional functions,
allowed learners to determine their own learning pace. Additionally, the ELLs interviewed had
the choice to construct their own learning path according to their interests and linguistic needs.

Prompt feedback: The study participants identified READ 180 as providing prompt
feedback while they were in the midst of an exercise or after a task as another way to support
their individual learning. The feedback was helpful in monitoring their learning performance, as
Eva described: “they [READ 180] tell you how you read it and understand it.” As noted earlier,
all participants recognized that READ 180 helped them with spelling. Marco specifically
mentioned the feedback that helped him spell more effectively through use of the Spelling Zone.
A small window appeared whenever he misspelled a word:

In Spelling Zone...when it is wrong, they show me the right way to type it.... Then when |

type it wrong again, they open up a little window. They say this is the right way to spell it.

When | type it wrong again, they open up a little window, they say this is the right way to
spell it... If I miss it again, they open up a little window again. (Marco, 12/19/08)
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This is an example of the prompt feedback provided by the READ 180 program.

Choice: Participants in the study expressed the idea that the READ 180 software offered
them the choice to construct their learning. In response to questions concerning their interests,
the ELLs participating in this study had the ability to choose a topic of interest to them. In
response to their linguistic needs, participants clicked on buttons that offered aids for
pronunciation and word meaning. For example, Marco was pleased that READ 180 provided
good explanations for words when he clicked on a word meaning:

They [READ 180] explain really good, like, say for example, | press the word, |

accidentally press the word “very” they say “very.” “Very” means much, not....they

explain so good that I understand better than I did last time...than my dad told me (laugh)!
(Marco, 01/21/09)

However, the advanced-level ELLs in the participant sample, Eva and Isabel, said that they did
not often use that part of READ 180. Instead, they clicked on words in order to understand their
meaning. Eva commented that, “I use it [clicking on words] once in a while ‘cause sometimes it
[a reading passage] has words I’ve not heard before so I just click for what it means and it really
helps” (Eva, 01/21/09). “I only do it [click on the Word Definition button] for like really long
words” (Isabel, 01/21/09). The findings emerging from the data were therefore mixed on the
issue of student choice.

Non-responsive: Culture

The ELLSs expressed their unique cultural needs and interests and sometimes these were
not met by the offerings of READ 180. The findings showed that they were proud of being part
of their own culture and hoped to share this cultural understanding with others. However, READ
180’s presentation of an immigration lesson created some cultural conflict and did not reflect the
ELLs’ identities. Moreover, three participants indicated that there was a lack of culturally

relevant materials in READ 180. Finally, READ 180 was not always culturally relevant
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because the topics did not connect to students’ prior knowledge in areas such as extreme sports
(e.g. snowboarding) and dramatic topics, which appeared to attract learners’ attention without
relating to their life experiences very much.

Cultural Identities

Understanding these ELLSs’ cultural identities helped me to interpret both their cultural
needs and their perceptions of learning with the READ 180 program. Two ELLS, Marco and
Isabel, expressed that their cultural needs in regard to the New Americans lesson of READ 180
offered them the opportunity to reflect upon their immigrant identities in the United States and
their pride in their culture.

Cultural pride: ELLSs not only expressed a positive value toward their culture in their
responses, they also expressed their desire to share their cultures with others. For instance,
Marco and Isabel described their feelings of pride for their own cultures. “I like it [the U.S.] but
it’s not as good as mine [Puerto Rico]” (Isabel, 12/19/08). The way Isabel used the word “mine”
suggested that she considered herself Puerto Rican rather than American even though she was an
American citizen. Asa person who lived within two cultures, Isabel described herself: “I have
more stories to tell people” (Isabel, 12/19/08). Marco explained that, “I would like to have
people know about Chile and the culture” (Marco, 11/25/08). In other words, regardless of the
fact that they lived in the United States, they not only maintained strong cultural identities but
were also proud of being members of their respective cultures. However, the ways in which they
perceived their cultural identity(ies) were not expressed through the use of READ 180. Rather,
Marco’s cultural pride, for example, helped me to understand the ways in which he encountered
identity conflict in his use of READ 180.

Immigrant identities: The ways in which each ELL perceived themselves as immigrants

varied. Although the New Americans lesson invited these adolescent ELLSs to explore the idea of
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their “immigrant” identities, some of them were uncertain as to whether they were immigrants.
For example, READ 180 defined “immigrant” as “a person who moves from one country to
another.” However, Eva, as a Puerto Rican and a permanent resident of the United States, said:
“I don’t know if I am considered an immigrant ‘cause Puerto Rico is kind of a territory of the
USA” (Eva, 12/15/08). In other words, the way Eva interpreted “immigrants” from the READ
180 New Americans lesson was that she considered herself a U.S. citizen and that the
relationship between immigrants and citizens was dichotomous. By contrast, Isabel perceived
herself as an immigrant from Puerto Rico in transition to becoming a U.S. citizen and enjoyed
learning about immigrants. “I like it [the immigrant lesson] ‘cause I’m an immigrant” (Isabel,
12/04/08). Although both Eva and Isabel came from Puerto Rico to live in the United States,
they perceived their immigrant identities differently. On the other hand, as a short-term visitor,
Xiao Nan noted that he was not sure whether he was an immigrant in the United States. Based
on his understanding of the New Americans lesson included in READ 180, he did not perceive
himself as an immigrant: “I don’t think | am because what they [READ 180] mean is people who

settle down here.” (Z% 38 T ETRLIET « PUEL 1 [READ 180] #i E,lfg?“iiﬁ?g% - ) (Xiao Nan,

12/15/08). However, he subsequently changed his answer in his sixth interview. While pointing
to other students around him, he affirmed that he was an immigrant: “They are all citizens but |
am not. | am an immigrant.” ([’*‘jff‘ﬂﬁﬂﬂ citizen =5 - kL citizen » Z5 &L immigrant - ) (Xiao Nan,
01/27/09). Xiao Nan remained consistent with the idea of himself as immigrant. His confusion
about the term “immigrant” suggested that his immigrant identity was situated with respect to the

people with whom he was relating.
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Identity Conflict

The data from this study suggest that the New Americans lesson in READ 180 did not
differentiate ELLSs’ cultural needs because it did not reflect their identities as immigrants.
Identity conflict refers to the ways in which adolescent ELLs see their identities in contrast to the
“culturally relevant” materials in READ 180. For example, Marco strongly disagreed with what
they had read in the immigration unit, while Eva and Xiao Nan disagreed that they fit into the
category of immigrants as described by READ 180, as | will describe.

Uncertain about being immigrants: Although the New Americans lesson invited
adolescent ELLs to explore the idea of their “immigrant” identity, Xiao Nan and Eva were
uncertain as to whether they were immigrants. For example, the way in which READ 180
defined “immigrant” was “a person who moves from one country to another” assuming that all
ELLs are immigrants to the United States (Scholastic Inc., 2005, p.9). However, Eva, as a
Puerto Rican who lives permanently in the United States, said, “I don’t know if I am considered
an immigrant ‘cause Puerto Rico is kind of a territory of the USA” (Eva, 12/15/08). In other
words, Eva considered herselfa U.S. citizen rather than an immigrant. By contrast, Isabel
perceived herself as an immigrant [emigrant] from Puerto Rico in transition to becoming a U.S.
citizen and enjoyed learning about immigrants. “I like it [the immigrant lesson] *cause I’m an
immigrant” (Isabel, 12/04/08). Although both Eva and Isabel came from Puerto Rico to the U.S.,
the ways in which they perceived their immigrant identities were different. On the other hand, as
a short-term visitor, Xiao Nan did not perceive himself as an immigrant: “I don't think 1 am

because what they [READ 180] mean is people who settle down here.” (% 3 7> FTRLIT o PUEL

(" [READ 180] #t F'mlﬂ*&iﬁ?&? > ) (Xiao Nan, 12/15/08). Perhaps as a result of not

considering himself an immigrant, Xiao Nan had no interest in learning about immigrants: “I
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don't care what it says.” (35f]"| FL J2F] 2 NEE o) “ldon’t care. Really, | don’t. It’s [The
immigrant lesson] just an article.” (512 % f ﬁfFFS«?*» o HIfY o YRR < 2R T E’IﬁFﬁ’f‘EﬁF“l
SEIERR J’TI £ ° ) (Xiao, 12/03/08). In the end, the materials in READ 180 created cultural conflict

among the ELLs interviewed by rigidly defining cultural identities such as that of immigrants.

United States is America?: Although Marco enjoyed learning about immigrant
experiences, he specifically disagreed with the way READ 180 used the terms "America" and
"the United States" interchangeably. He stated that, “I was born in America” (Marco, 11/25/08).
While in Chile, he learned that America is a geographical designation rather than a country's
name, “Back into my country, they say South America, North America. [But here they say]
“Welcome to America!” | don’t get it. Why do they say that United States is America?” (Marco,
11/25/08) His words indicated that what he learned in the United States contradicted what he
had learned in Chile. His confusion had nothing to do with his English language proficiency;
rather, he questioned the sociopolitical implications of using the term America to refer to the
United States:

I don’t get this stuff. They [READ 180] say, like, “Welcome to America!” They should

say ‘United States,” not ‘America.” It makes us...our country, like, a little bit, like, lower.
We [The United States] are higher. You [Chile] are lower.” (Marco, 11/25/08)

While Marco expressed his awareness of the sociopolitical meaning of America, when referring
to the United States, he also defended himself as a Chilean in a way to affirm his identity as an
“American.” In other words, he considered himself both a Chilean and an American.

In addition to using the term America to refer to the United States, Marco felt that READ
180 was trying to force him to assimilate into the “American” way of life because “it says ‘Here
in America, we do this stuff and this stuff and this stuff, too, since we are in America; not in

other countries.” It does put, like, that stuff. And I don’t like [the way they say it]” (Marco,
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11/25/08). He felt hurt because his own Chilean identity was not affirmed. Marco defended
himself by using the third person and saying, “Other people don’t like it” (Marco, 11/25/08). He

[1X3

referred to a friend of his who came from Honduras, “*cause | have asked people; | used to ask
‘Hey, where are you from?” ‘Honduras.” ‘Do you like when people say Welcome to America
since we are already in America? Do you like that stuff? ‘No, I don’t’” (Marco, 11/25/08).
Despite his limited English, he was very clear about expressing how he and his friend felt hurt by
not being considered “Americans” and that what they read in the READ 180 program conflicted

with their cultural identities.

The Lack of Culturally Relevant Materials

The lack of culturally relevant materials provided additional evidence that READ 180 did
not sufficiently differentiate the learning needs of the ELLs interviewed for this study. The
findings emerging from the data showed that sometimes READ 180 was not culturally relevant
to ELLs because the content had little connection to his/her own culture and the cultural
representation of READ 180 materials tended to focus on the U.S. culture. Additionally, one,
Eva, explained that the materials of READ 180 could be misleading because they were culturally
generic showing an overgeneralization of her own culture. The findings showed that the lack of
cultural relevance in READ 180 amounted to little from his/her culture/country and a generic
representation of culture.

Little from his or her culture or country: The findings from this study showed that
there was a lack of culturally relevant materials because participants expressed that they found
little from their cultures or countries. Eva, Marco, and Xiao Nan reported that the READ 180
materials they had read did not reflect their own culture or native country. For example, coming

from China, Xiao Nan said that he could not connect READ 180 with his own native Chinese
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culture, “I have not learned about China yet.” (f 'ﬁfjﬁi;‘é%‘?»;ﬁm] I8! - ) (Xiao Nan, 12/15/08).
What he had learned from READ 180 was “all about American culture” (ﬁﬁﬂ* B (= 0)

(Xiao Nan, 12/15/08). He used an example from a lesson he learned from the Reading Zone, “I
learned how to do collage into an art. | find it [collage] very interesting. And it’s my first time
to see it.” (WRRLF [FRF R 5 9 fif [ﬂﬁ%’, ) };LE"EJ,*E{’L LY <) (12/03/08). In other words, he did
not see his Chinese culture reflected by READ 180 and READ 180 introduced topics which were
common to American students but not to him. However, he found it very interesting. Coming
from Chile, Marco also said “I read a lot of books from READ 180. There is no book related to
Chile.... So I haven’t heard anything about Chile” (Marco, 11/25/08). However, the book he had
read other than those offered in the READ 180 program, From Amigos to Friends (Garcia, 1997),
was more culturally relevant (see Chapter 4).

Similarly, as a Puerto Rican, Eva could not relate READ 180 to her Puerto Rican culture as
she said that “they [READ 180] don’t really talk about my country [culture].” She further
explained, “There isn’t so much about Puerto Rico. | just learn it from my Mom and what |
remembered from Puerto Rico” (Eva, 11/25/08). Each of them reconfirmed his or her comments
related to the cultural relevance of READ 180 as | conducted the member checks. In one case,
Isabel said: “I have been learning a lot from my culture” from READ 180. She explained that a
book that she had read, entitled Quinceanera Means Sweet 152, specified that the main character
was from Puerto Rico. From Isabel’s point of view, READ 180 seemed to provide culturally
relevant materials for her. In contrast, Eva, who also came from Puerto Rico, commented that

READ 180 did not adequately represent her culture. The reason was that Isabel perceived the

% Quinceanera is a well-known celebration for girls who turned to the age of 15, which is a significant event within
the Hispanic culture.
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book Quinceanera Means Sweet 15 as a representation of her Puerto Rican culture, whereas
Quinceanera isa common celebration in the Hispanic culture.

A generic representation of culture: Eva noted that there is a generic representation of
Hispanic culture in READ 180 because people in so many South and Central American countries
speak Spanish: “Sometimes they [READ 180] use it [my culture] for other countries ‘cause they
speak Spanish so basically almost the same thing but sometimes it doesn’t” (Eva, 11/25/08). She
acknowledged that her culture differs from other Hispanic cultures but stated that the READ 180
program over-generalized the “culture” of Spanish speakers. Asa Spanish speaker, she further
explained that words in Spanish “could mean different things that you really don’t know” in
different Spanish-speaking countries (Eva, 11/25/08). Eva also acknowledged the general
representation of the immigrant lesson: “It [READ 180] just talks in general, like how many
people from different countries” (Eva, 12/15/08) come to the U.S. as immigrants. Thus, the
findings of the study suggested that cultural over-generalization was an issue with the READ 180
software program.

Not Connecting to Prior Knowledge

ELLs’ prior knowledge was culturally shaped as knowledge and was grounded in their
previous experience. Differentiated learning occurred when instruction became connected to
ELLs’ prior knowledge or previous experience. However, READ 180 was not culturally
relevant because topics were unfamiliar for ELLs or irrelevant to their life experiences. The
topics that they identified were extreme sports and dramatic topics, which greatly caught their
attention, but did not speak to their prior knowledge.

Extreme sports: The ELLSs interviewed in this study thought that READ 180 provided
topics related to extreme sports in order to capture the attention of its readers. Both Eva and

Isabel described they felt scared when they read about dangerous sports in the READ 180
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software program. Eva had never snowboarded in her life. When being asked if she was
familiar with snowboarding, she said: “I am not at all” (Eva, 12/19/08). She continued:
“Because | don’t see the snow when [until] | was two years old and | never [went] snowboarding
in my life.” She felt that snowboarding was a dangerous sport and that one had to practice as
much one could and “gear up” in order to snowboard safely. She added that, “In the software,
it’s kind of danger [dangerous]. To snowboard, you need to have a lot of practice... the right
gear” (Eva, 12/19/08).

When watching a video clip about kayaking while using the READ180 program, Isabel
had never tried kayaking and would never want to try it as she said, “I’m a girl who is interested
in sports a lot but I would never do kayaking. It’s scary!” (Isabel, 01/21/09) Her selection of the
kayaking topic may be the result of her interest in sports; however, she became too scared to
consider kayaking because it seemed life-threatening to her. As an alternative interpretation to
account for Isabel’s frightened state, the instructional design of READ 180 may be oriented more
to boys’ preference with a focus on adventure in representing sports lessons.

Dramatic topics: As they reflected on some of the things they had read in the READ 180
program, the four adolescent ELLs expressed their feelings about these dramatic topics with
words such as “scared/scary” (Eva, 12/15/08; Isabel, 01/21/09; Marco, 01/21/09), “emotional”
(Isabel, 01/21/09), “gross” (Marco, 12/11/08), and “yuck” (Marco, 12/11/08) to express their
negative responses to what they had read or seen. On the surface, their responses indicated that
READ 180 materials made them feel emotionally uncomfortable. On a deeper level, these topics
were detached from their actual life experiences. For example, Marco described one of books
that he had chosen to read entitled Oh! Yuck! from Scholastic Inc. He reflected on what he had

read in his reading log, “Really gross!”, “Really yuck!”
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In notes, I put “Mummys = [means] no organs.” They have no organs. Okay, next day I
read Oh, yuck! then that’s how | am finishing it. The worms are really awesome. They
crawl, they...they are under the ground and then some people eat those and then they giggle.
(Marco, 01/21/09)

Both in oral and written forms, Marco expressed that the book made him feel disgusted as he
said “really yuck!” (Marco, 01/21/09). As he reflected on the book Moby Dick, of which READ
180 provided a simplified version, he commented on how “bloody and awful” Moby Dick of
READ 180 was (Marco, 01/21/09). In this study, Marco described a bloody scene from Moby
Dick of READ 180 where people were stabbing into the whale. Moreover, in discussing another
READ 180 book that he had read titled Odd Jobs, he described *“Alligators are creepy” (Marco,
01/21/09).

As another example of the dramatic topics contained in the READ 180 materials, Isabel
described some adventurous experiences as she reflected on the materials of READ 180. Isabel
recalled a topic that she read in a READ 180 book about how people stay in a submarine for 48
days under the water without seeing sunlight. “It’s about how people go without sunlight, how
people go underwater. The U.S. machinery... how they go, like, 48 days, under the low sea, and
they don’t see day or night” (Isabel, 12/01/08). Although they caught ELLS’ attention, these
types of topics were not what ELLs could relate to their own life experiences.

Non-responsive: Language

READ 180 did not respond to the four ELLs’ linguistic needs because of the diverse
English language levels and various linguistic backgrounds. Both created instructional
challenges to meet each learner’s linguistic needs. Beginning-level learners needed extra
language support, while advanced-level learners wanted more challenged texts to read. All of
the ELLs interviewed encountered reading comprehension difficulties, at the text- and word-

levels. Moreover, beginning-level ELLs indicated a need for conversational language, whereas
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the READ 180 software focused primarily on reading. The overemphasis on oral reading
disengaged them in reading and levels of understanding. The READ 180 books responded to the
needs of the beginning-level ELLs but not to that of the advanced ELLs. As such, they sought
other avenues that responded to their cultural and linguistic needs and interests.

The learner profiles of the participants in the study also showed that these adolescent ELLs
were passionate readers who had diverse interests and were actively engaged in reading. They
valued reading and they read books that interested them.

Experiencing Reading Comprehension Difficulties

While participants were using READ 180 materials, they experienced difficulties with
respect to their comprehension of English, indicating that they needed more support for reading
comprehension. The difficulties with reading comprehension experienced by these participants
occurred on two levels: the text-level and the word-level. All of the study participants
experienced text-level difficulties, indicating that their linguistic needs for comprehending the
text, such as coherence, inference making, and identifying main ideas, were not adequately
addressed by the READ 180 program. Beginning- and intermediate-level ELLs experienced
word-level difficulties, indicating that READ 180 did not sufficiently scaffold users for
understanding word meanings. To accommaodate their linguistic needs, respondents demanded
concrete examples and visual aids that supported both text-level and word-level comprehension.

Text-level: Each of the participants revealed in their interviews their linguistic needs in
relation to increasing their reading comprehension as they encountered text-level difficulties. As
READ 180 provided a fill-in-the-blank exercise to assess students’ text-level reading
comprehension in the part of the program called "Success Zone," “you pretty much gotta read the
passage really well so then on the Success Zone you know what to fill in” (Eva, 01/21/09).

However, the participants felt that these questions were “hard” (Eva, 11/25/08, Xiao Nan,
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11/25/08) or “confusing,” so that they could not get it right (Marco, 12/01/08). Eva reported that
she “sometimes” did not know what word the program was asking for, “any one [word or phrase]
could go in to the blank” (Eva, 11/25/08). They “really don’t know which one goes into the
blank and she reported that “I sometimes take a guess.” (Eva, 11/25/08). In other words, she
was not good at making inferences. Indicating that his skill in this area was weak on the Success
Zone, Marco reported that, “I guess right but the first time, | got it wrong. The second time, | got
it wrong again. The third time, I got it right.”

Isabel found that the visual aids were not sufficient to support her text-level
comprehension. Although READ 180 provided video clips to help readers understand the topics
(as described in Chapter 5), Isabel did not find the video clips helpful in identifying the main
idea as she said that, “some of the video has not enough information [for the passage]. Some
videos are a minute long and they tell you all those things [too much information]” (Isabel,
12/04/08). She continued to say that, “they [videos] don’t tell you the main idea that you want to
know” (Isabel, 12/04/08). According to Isabel, finding the main idea of a passage was a
challenge and extended language and visual support through the use of video was occasionally
helpful to students in order for them to discern the meaning of the passage.

Both Eva and Xiao Nan also experienced text-level comprehension difficulties when
reading some of the READ 180 books. Having difficulty with seeing a specific text as coherent,
Eva described that she could not understand a READ 180 book that she had read called Wait
until Dark. It was “confusing” to her because it “told you something that starts with different
stories” (Eva, 01/21/09). She assumed that the book was about “a scary story” but it was not as

scary as she thought: “It was supposed to be horror but it was not that scary” (Eva, 01/21/09).
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This indicates that she had not obtained adequate examples or evidence to see the story as scary
and had difficulties conceptualize the new knowledge.

In another case, Xiao Nan reported that his limited English prevented him from reading a
book that was beyond his comprehension level but that nonetheless appealed to him. Xiao Nan
specifically mentioned that he had avoided reading READ 180 books that he could not

understand. He “put it back” (5¢]pi'=.) after he found that he could *not understand” (£, T ‘Iﬁ)
Terror, when he saw that it was “not [his] level” (- kL=% 2l =735 f1v) (Xiao, 12/03/08). The

book Terror was categorized as Level Four whereas Xiao Nan had been ranked between Level
Two and Three by READ 180. “I won’t read them [books] even if | want to. It must be
something | can read.” ({8%,[1% > 54 7% - §= T 7 =) (Xiao, 12/03/08). As soon as he
found a text that was “hard to understand,” he chose “not to finish reading it.” Tﬁﬂ Eﬁigil
e s Bl <2 E; 07 o ) (Xiao Nan, 12/15/08). He was discouraged when reading this READ
180 book because it only met his interest but not his level of language proficiency.

Word level: Word-level difficulties were expressed by the lower-level ELLs interviewed
for this study, indicating the need for more support in vocabulary building within the READ 180
program. While the Reading Zone included both buttons as aids for pronunciation and definition,
Xiao Nan reported that he did not find the word definition buttons helpful or understandable. “It
[Reading Zone] explains words well but it’s just not clear to me.” (&¢ uEﬁi%“ »fRLT R
- Pif e - ) (Xiao Nan, 01/15/09). He felt that his limited English was what prevented him
from understanding word meanings as he emphasized that the READ 180 program “explains

words well but I still don’t understand some words even when the computer [READ 180]

explains to me.” ([NELE [ H 5 » ﬂﬁ@ﬁﬁ%#ﬁ@% ) *EJE%T f’%ﬂﬁj\ i oH = #{ FE[F1) (Xiao Nan,
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01/15/09). Thus, he wanted more scaffolding for understanding, such as the addition of more
detailed explanations of words. This indicated that simply providing word explanations was
insufficient to helping him understand a word. On the other hand, the other three ELLs (all
Spanish-speaking students) were satisfied with the definition buttons and found them beneficial
in aiding them in learning English. Marco also described his word-level difficulty as he reported
that he could not understand some words: “Sometimes | know the word but sometimes | don’t
and I have no idea what it means” (Marco, 12/19/08). When encountering a word he did not
know, he turned to a dictionary for its meaning, “when | don’t know the word, I go to get the
dictionary” (Marco, 12/19/08). However, the use of a dictionary was not an adequate strategy
for him. For example, Marco approached the teacher for the meaning of “groundhog,” *“’cause |
didn’t know the word [groundhog] but when | am looking [looked] up in the dictionary, they say

‘wood chuck” and then I didn’t know. | looked up the meaning of ‘wood chuck.”” Xiao Nan
also described the way that he used an electronic Chinese-English dictionary whenever he
encountered word-level difficulties. He reported that “[Creature Infest Local Schools] was kind

of hard, I had to use the electronic dictionary to look up some words” (¥~ E-#54%, » 25 E'J?E,:‘
=" BRdl S - 55 o ) (Xiao Nan, 11/25/08). His electronic dictionary was bilingual, which
offered him a translation from English to Chinese. These examples indicated that lower-level
ELLs demanded more supports for understanding word meanings. While READ 180 provided
some scaffolding strategies in order to promote reading comprehension, these were not sufficient
for Marco and Xiao Nan, the lower-level ELLs included in the participant sample.

Needed concrete examples: Because of the insufficient aids to support his learning with
words, Xiao Nan specifically noted that he needed more concrete examples for word-level

comprehension. READ 180 provided word definitions that were not sufficient for Xiao Nan. He
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said that, “It would be better to have an example to explain the word.” (Z& [ iﬁ’Ji’ﬁ‘}ﬂﬂ_H Fffj_;agpfj)

(Xiao Nan, 01/15/09). Conversely, he also demanded that, “I can understand it [word definition]
if it isin English. But you need to give me some examples.... For example, | didn’t know what
‘bother’ was. If you could give me an example, like, ‘I am working. Don’t bother me.”” (fjﬁﬁ
(AL R 254 B 1 > (AL L o E s B T
bother » 7" 'R fy]=" » E=Y[BL > | am working. Don’t bother me.) (Xiao Nan, 01/15/09).
In other words, he felt that his current English proficiency did not prevent him from
understanding word definitions, but rather that the lack of examples provided by READ 180
posed a problem for him.

In expressing a desire for more concrete examples, Xiao Nan suggested that READ 180
“add more word explanations” (i - E-HIFHVE RIA2R), adding that he wanted READ 180
to provide him with more explanations rather than mere definitions. He said that “words can be
explained to be more specific and concrete (Xiao Nan, 01/15/09). It would be easier to
understand.” (FiERL{E IRV EL F;!Eﬂ%%ﬁ%gi% &ﬁ Efﬁ%‘f &ﬁ f“*ﬂﬁ, phZEIEE o ) (Xiao Nan,
01/15/09). As an alternative, he wished for “some simple sentences that are easy to understand,
or explain the word better.” (— gfk“ﬂftg, b ERE F[J%‘ ; FL‘ ph Rl AN F[J;’ ) ﬁ%{i_— b
e iR ER ) (Xiao Nan, 01/15/09). The comments of the ELLs interviewed for this study

therefore reinforced the need for more concrete examples within READ 180 materials.

Need visual aids: Although visual aids were available as a scaffold for the ELLs
interviewed in this study in order to meet their linguistic needs, they were not always available or
adequate in some parts of the READ 180 program to support their text-level and word level

reading comprehension. To support her text-level comprehension, Isabel suggested that “They
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[READ 180] can make... the video a little longer so that we can know what they are talking
about cause sometimes if you don’t get the exact thing [the main idea of a passage] then you
don’t know” (Isabel, 12/04/08). To support his word-level comprehension, Xiao Nan suggested
that if it had “some pictures, it would have been better to understand it [a word].” (5% # &Ll ffst
[ (s > S AR - ) (Xiao Nan, 01/15/09).
Need for Conversational Learning

The data from this study also suggested that READ 180 did not respond to ELLS’ linguistic
needs because the current opportunities for speaking practice were limited to reading a passage
aloud through a recording. In contrast, the beginning- and intermediate-level ELLs interviewed
expressed their desire for oral language--conversational English. The reading aloud practice was
criticized by Xiao Nan, Eva and Isabel, who reported that it disengaged them from reading and
that they preferred to read silently. Additionally, Marco and Xiao Nan identified their need to
practice their oral English skills more extensively. The opportunities for participants to speak
occurred when they were asked to record a word or a passage themselves; in contrast the
participants wished that they had had opportunities to practice their spoken English with the aid
of a computer.

Oral reading: While the recording practice offered by READ 180 allowed learners to
practice their oral reading skills (see Chapter 4), these ELLSs specifically indicated that the
recording practice of Reading Zone left them feeling disengaged from the material. Xiao Nan

said that he “felt bored” with reading aloud (ZV =2 ?JWE > ) (Xiao Nan, 12/01/08). Ina

follow up interview, Xiao Nan made the additional comment that “I prefer to read silently to read
aloud” (Z5 E=qet 7 B SRR 0 T PR RN < ) (Xiao Nan, 03/16/09). These feelings

were also echoed by Eva: “I don’t like to read it out loud. 1 just like to read it to myself. | guess
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it kinds of helps you to read it faster if you practice it.” (Eva, 01/21/09). In Eva’s estimation,
reading fluency can be achieved without doing much oral reading. In a similar vein, Xiao Nan

indicated that, “I used to do that [read aloud] but I found that it’s not helpful” (I'J kL » F*&L75
."éﬂééﬁfﬁiﬁﬂﬁﬁj P o) (Xiao, 12/03/08). He felt that the reading aloud exercises did not

help him understand a text better than silent reading or, at least, he felt he needed to be more
focused on reading comprehension than on articulation. Reading along silently allowed him to
focus on contextual cues and to use a dictionary. Xiao Nan continued: “I could know the
meaning in that sentence. If not, I’ll look it up in the electronic dictionary.” (f§%ff F[JQ'FII}’HIBT}\:
g ’]Fn&r_%'ﬁ [efiv > geH | FE= Gl i~ ™) (Xiao Nan, 12/03/09). Xiao Nan
reported that the recording or reading aloud exercises were unhelpful because he already knew
most word meanings: “I know most of the words so | think it’s kind of a waste of my time [if |
have to read the whole passage in Reading Zone].” (% Fﬁﬂ\‘ﬁﬁ ['}}Eﬁi?-ﬁf“?ﬁl??dn , ’ﬁ’?’?ﬂ%ﬁiﬂ
ia'#E\ﬂJ%F'E?J > ) (Xiao Nan, 01/15/09). In other words, he found the oral reading practice unhelpful.

Moreover, Isabel reported that she disliked having to record herself because it disengaged
her from the reading process: “I like reading a whole lot of stuff but [except for] the Reading
Zone “cause you have to record it. 1 don’t like recording” (Isabel, 01/21/09). She continued that,
“l don’t like recording....I don’t like it. 1t’s weird” and she further explained that, *“I never record
it that much and it was weird for me to record” (Isabel, 12/01/08). In other words, Isabel’s use of
the word “weird” indicated that reading aloud [recording] was not a familiar language task that
she had previously experienced with and that for her it had no value. However, this could also
possibly mean that she was just uncomfortable with hearing her voice through the recorder and
her complaints about this section had little to do with the quality of the technology offered by
READ 180.
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Conversational English: The beginning- and intermediate- learners in this study, Xiao
Nan and Marco, perceived their linguistic needs as focused on speaking practice; however, the
READ 180 software was designed to focus on reading practice rather than on speaking practice.
Xiao Nan expressed that his linguistic needs existed more in writing and speaking than in
listening and reading: “I can only listen and read in English. | can’t speak and write.” (Z% 25l 7 fi
R F’J‘Z‘JJ Elﬁ?ﬂ%ﬂ%ﬁ@ﬁ:w o %‘ﬂl%ﬁ@’:‘ﬁ\g > ) (Xiao Nan, 12/03/08). He also reported
that READ 180 did not help him “with speaking and writing” (Xiao Nan, 12/03/08). When
asked how this program could be improved to meet his ELL needs, Marco said he would “add a
new zone called Conversation [Zone]” (Marco, 01/21/09). He wanted the computer component
of READ 180 to provide him with the opportunity to practice his conversational English. He
noted that READ 180 “doesn’t help me how to speak [conversational] English” (Marco,
12/19/08). Although participants worked with the teacher and other peers in their rotations, most
of the time they worked on READ 180 rBook worksheets and provided feedback to students in
their reading logs rather than engaging in group discussions (see Chapter 4).

Marco expanded on his linguistic needs by further describing his idea of a “Conversation”
Zone: “l would add a new zone called, Conversation. For example, they [the computer] talk to
you and you, with the microphone, got to answer and then they record it” (Marco, 01/21/09). He
felt that he was not given opportunities to practice his conversational English when using READ
180. He wanted dialogical practice such as, “*Hi! My name is John. How are you?’ ‘Good, my
name is Maria.” And then they say ‘How old are you?” ‘I’m 15. What about you?’ And then
they answer back until it’s finished” (Marco, 01/21/09). The process of using language socially
involves cognitive thinking and Marco said he used a computer program in another class that had

a component that was similar to his idea of a Conversation Zone. He further explained:
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We had to put them [sentences] together and the words, we say it and we record it and then
the computer says it. We check if it’s the right way how to say it. Ifit’s yes, we put “Yes.’
If it isn’t, we put ‘“No.” (Marco, 01/21/09)

Marco’s idea of a Conversation Zone thus delineated having interaction with the computer which
could actually respond to him verbally.

The Passionate Readers

The learner profiles of these four ELLs indicated that they were passionate readers who
had strong and diverse interests in different types of texts and were engaged in reading.
However, their interests and experiences with reading came from popular teenage literature
rather than from the READ 180 materials. In fact, the advanced-level ELLs clearly expressed
the view that READ 180 books were not as engaging as were long chapter books. Furthermore,
this response indicated that READ 180 paperback books did not correspond with the interests of
ELLs with more advanced English language proficiency due to its simplified texts.

Like to read: The ELLs interviewed in this study were passionate readers because they
already liked to read and they had strong motivation and engagement in reading. Three
participants expressed that they enjoyed reading outside of the READ 180 program. Xiao Nan
expressed this explicitly by saying that, “I like to read.” (Zy 3 %«{[?} > ) (Xiao Nan, 01/27/09).
When | asked Xiao Nan whether READ 180 made him want to read more, he said that, “I can’t

like reading more because | already like to read a lot. | can’t like more than that.” (Z% % < JiEF
B - 12 I # T ) (Xiao Nan, 01/15/09). During his member check interview, Xiao

Nan confirmed that READ 180 did not motivate him to read, but rather it helped him understand

a text: “l don’t think that the program motivates us to read. It does help me expand vocabulary

and understand it better.” (5 program Z&4 {4 # E«.%E‘F‘} ) TV E PR - f??‘i’fﬁiﬁl’[ﬁ'

_-E‘H

program i fy "~ EXHIEARR ~ L £ - ) (Xiao Nan, 03/16/09). Eva also stated that she
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“liked to read” and that she read “at home” (Eva, 01/27/09), and whatever she didn’t finish
reading at school, she would continue to read at home. In response to the question of whether he
was an “engaged” reader, Marco responded with emphasis: “Yeah. Yes. | do. | do like to read”
(Marco, 01/27/09).

ELLs were also were motivated to read by searching for texts that fit their interests. Eva,
Marco and Isabel described their engagement as they wanted to read books recommended by
their peers or to read long chapter books. They described both their intrinsic and extrinsic
motivation. For example, Isabel said she was intrinsically motivated to read as she “[doesn’t]
want to stop reading” (Isabel, 12/04/08). “l wanna read thick books” (Isabel, 12/04/08). While it
took her three weeks to finish a long chapter book, she expressed her excitement about having a
new book to read: “It’s good ‘cause now | have new books to read” (Isabel, 12/04/08).

Isabel continued to express her desire to read the popular teenage Twilight fiction series
(Meyer, 2005), “There is another book that I wanna read. It’s Twilight.” However, she did not
have access to it but “my friend has it [Twilight] so I can borrow it from him. He said | can
borrow it.” This illustrated her motivation and desire to read for her own enjoyment and as a
result of peer influence, “Everybody is kind of reading the book. | got curious... | started reading
it [Twilight]” (Eva, 01/21/09).

Enjoyed reading non-READ 180 chapter books: As passionate readers, the four
participants enjoyed reading non-READ 180 chapter books that met their individual interests in
the ESOL class during the study period. In fact, this was largely due to the fact that READ 180
books did not correspond with the interests of ELLs interviewed, particularly those who had
better reading proficiency. For example, Eva and Isabel both commented that they do not like to

read the READ 180 books. Eva said that, “Sometimes | don’t like to read books over there
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[meaning READ 180 paperback book]” (Eva, 12/01/08). She would also avoid re-reading the
READ 180 books: “I don’t want to read the books [READ 180 books] again” (Eva, 12/01/08).
She further explained her lack of interest in READ 180 books, commenting that, “They [READ
180 books] are pretty easy for me.... The books over there [referring to READ 180] are short, not
long” (Eva, 12/01/08). Similarly, Isabel expressed her lack of interest in reading these books
without a specific critique of the books: “The READ 180 books are good but | don’t think | am
interested in them that much” (Isabel, 01/21/09). Isabel further expressed that she attempted to
read some of the READ 180 books but found them boring. For example, “I read the book, like
some pages, and | am not that interested so | don’t read them [READ 180 books]” (Isabel,
01/21/09). Her reading logs also indicated that while she only read two READ 180 books, Love
Letters and The Good Fight, she also read six non-READ 180 books, including Twilight (Meyer,
2005), Sisterhood of the Traveling Pants (Brashares, 2003), Dicey’s Song (Voigt, 1982),
Homecoming (Voigt, 1981), Ruby Holler (Creech, 2002) and Princess Academy (Hale &
Holzbrinck, 2005).

Although Marco did not express his lack of interest in the READ 180 books, he agreed
with Eva that they did not “take me that much time” (Marco, 01/21/09). He liked to read books
from READ 180, particularly the graphic novels. However, he read books from library as well.
For him, the library books and those included in READ 180 were “even” because both had their
advantages and disadvantages:

Sometimes I like the READ 180 books, [but] sometimes not...and the library books

sometimes. Yeah, | guess | like both of them so. [The library comic books] don’t have

color but here in READ 180 does. So that’s kinda one disadvantage of the library [books]

and but an advantage of READ 180 books. Yeah. That kinda makes them even. (Marco,
01/27/09)

Instead, participants such as Eva, Isabel and Marco, were all currently enjoying reading

chapter books. Eva noted that, “I like chapter books...long chapter books” (Eva, 12/01/08). She
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expressed how seriously engaging the Twilight book series was as she began reading one book
and ended up reading the whole collection. “I ended it [up] reading the whole collections [of
Twilight]. It was really good” (Eva, 01/21/09).

Isabel described another book she was reading: “it [a chapter book] was really fun reading”
(Isabel, 12/04/08). Although Isabel expressed her uncertainty about her reading abilities with
respect to reading chapter books, she challenged herself, stating that, “At first, | wasn’t sure
‘cause | haven’t read a book with 26 chapters before” but after spending three-weeks reading on
it, she said “it was really fun reading” (Isabel, 12/04/08).

Marco expressed how reading the chapter book Indiana Jones (Jones, 2008) was more
engaging than was seeing the movies made from the books. When describing Indiana Jones,
Marco said that the movie did not follow the plot of the book very closely: “I read the book, a
part of it. Then | watched to the movie.... | like it better when | read than watch some movie”
(Marco, 01/27/09).

With less dense and complicated linguistic structures, the READ 180 reading materials met
the needs of ELLs for lower-level reading comprehension practice. This was particularly true for
Marco and Xiao Nan, who seemed to increase their comprehensible input with reading a
simplified text. However, this was not the case for advanced ELLs such as Eva and Isabel. Eva
wanted more books from READ 180 while Isabel avoided reading READ 180 books because
they were too simplified to meet her language learning needs. Both of them chose to read long
chapter books from the library, which provided them with richer vocabulary and denser sentence
structures with which to meet their linguistic needs.

Non-responsive: Technology-Not Synchronize Learning Pace
While technology provided a potential to individualize learning, the findings from the data

showed that READ 180 did not always synchronize the learning paces of the ELLSs interviewed.
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First of all, they did not have the choice to skip the part that they found disengaging. Second, the
feedback for their oral reading performance was not helpful because it only measured their rate
rather than accuracy. Finally, the mono-speed narration made it difficult to respond the diverse
language levels.

Limited choice: The responses of the participants in this study suggested that ELLS
disengaged when READ 180 did not synchronize with their learning paces. The findings of this
study showed that students did not experience enough choice when using READ 180 software or
the audio books.

Although the data from this study suggests that READ 180 allows ELLs to “do it by
yourselves” (Marco, 11/25/08), some of the students felt that their choices were limited. For
example, Eva used the phrase “have to read” several times to describe her disengagement from
READ 180 when she felt that she was forced to read. She remarked: “It pushes you to read even
if you don’t want to” (Eva, 01/27/09). She further explained that, within the context of the

(113

structure of the Reading Zone section, she was disengaged “‘cause like from the Reading
Zone...the program... you have to read it and understand it, and answer the question. Even if you
don’t want to, you have to do for the good” (Eva, 01/27/09). In other words, when some students
felt forced to complete all of the assignments in the program, they became disengaged from the
materials. In a follow up interview, Eva explained that, “I don’t feel like reading but I still have
to because it’s a requirement for READ 180” (Eva, 03/24/09. Marco did not comment that he
felt pushed to read but rather he said that when he became “tired” and “lazy,” the reading task
became “difficult” for him to complete (Marco, 12/01/08).

Eva and Xiao Nan revealed that their sense of disengagement resulted from feeling as if

they had limited choices in their instructional options. The most salient example of this was in
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regard to the use of the recording part of the READ 180 program. Eva explained that her
disengagement from the program was exacerbated by the fact that she “has to read.” Given the
fact that students have to either listen to or record the passages they are working on, she felt that
her choices were limited: “If you don’t want it to read to you, you gotta record it, so you still
have to read” (Eva, 01/27/09). Similarly, Xiao Nan stated that the use of the READ 180
recording device did not offer him ownership, “[be]cause | learn after reading it [the passage] a
few times. But | have to read it every time | am in it. Otherwise, | can’t do the questions.” (X £%
%"ﬁ*ﬁfwﬁéﬁﬁf > B BT ERELE G T\?#“i“?ﬂfiﬁjﬂ i Bk i g - ) (Xiao Nan,
12/01/08). Thus, the limited choice of reading materials appeared to discourage ELLS’
engagement with the READ 180 program.

Inaccurate feedback: Additionally, respondents received inaccurate feedback to their
read aloud task because it only measured their speech rate rather than accuracy. They reported
that the feedback on their speech recording was not as helpful or, in some cases, made no sense
to some of them. For example, Marco commented that the feedback he had received after he
completed his recording in READ 180 was problematic because it only showed him how quickly
he read a passage per minute (rate) without measuring his accuracy. He jokingly expressed that
READ 180 did not recognize whether he had missed reading something: “[ After doing
recording], it [READ 180] says that | always do it right even though sometimes I miss
something...and like...I miss something...they [READ 180] say I’ve tried and everything. It’s
very cool” (Marco, 01/21/09). In other words, READ 180 only measured the speed of the user’s
speech without recognizing the parts that the user skipped. Eva shared this view as did Marco,
who remarked that, “If I did [miss reading a sentence while recording], it [READ 180] won’t say

anything.” This seemed to suggest that the feedback for an individual learner’s read aloud task

147



was not only limited but also that its measurement was problematic in that it did not provide
accurate feedback for learners. As opposed to ELLS’ identification of synchronous learning, the
next section illustrates the ways in which READ 180 failed to synchronize the ELLS’ learning.

Not follow the audio narration: The emphasis on read aloud practices disengaged the
ELLs from their reading. According to the testimony of the participants in this study, the use of
audio CDs that provided audio narration for the READ 180 program was not necessary for
advanced language learners. Eva and Isabel revealed that they preferred not to have the auditory
support when they read because they did not follow the audio narration. For example, Eva said
that, “I don’t like when the program [READ 180] reads to me” (Eva, 01/27/09). She “tried to do
it once” but the pace of the CD seemed “slow” to her, implying that her reading speed was faster
than that of the narrator (Eva, 01/21/09). Eva described her inattention to audio narration: “I am
not following it [audio CD]. I just want to read the book” (Eva, 01/21/09). This indicated that
not only did she not follow the narrator but also that her reading speed was faster than the
narration. Furthermore, Eva and Isabel expressed that they did not like audio books. Isabel
noted that, “I don’t like audio books” (Isabel, 01/21/09) and she “would rather read them [books
only]” (Isabel, 12/01/08). She further mentioned that she preferred not to have this kind of
auditory support: “It [audio CDs] helps me how to say the word but I think if I can figure it out
myself, I know | have accomplished something. That’s how I feel good about myself.”
(12/03/08). The phrase “how to say the word” indicated that Isabel thought that the audio CD
provided more scaffolding for decoding than what she felt she needed.

The findings from this study indicate that availability of audio narration met the needs of
beginning- and intermediate-level ELLs, such as Xiao Nan and Marco. However, the narration

did not offer them enough choice in order to accommodate their individual learning paces.
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Because he did not have the choice to select the part on which he would like to focus, Xiao Nan
did not follow the narration line by line. Instead, he selectively listened to it by focusing on the
meanings of unknown words: “When it [the narrator] reads to you, I’ve known most of the words
in a passage...only a couple words that I don’t know. 1 can just focus on the meaning of these
new words.” (]I » BETL i AF"I'H' ; *‘\ﬁﬁf}}ﬁmﬁ?‘/‘ﬁﬂ?iﬁ? ’ mﬁﬁf‘@%ﬁT?ﬁ? » W
fol F1 ¥ R 5 7 o ) (Xiao Nan, 01/15/09). In other words, Xiao Nan was more concerned

with his understanding of a word than with its pronunciation.

Marco enjoyed reading with audio books that included an audio CD. However, he was
sometimes distracted by the narrator because he did not have the choice to skip a part to which
he did not want to listen. He said that, “I kind of listen to it and do something else, like, | do
things like [using his gestures to show that he likes to play around when he reads]” (Marco,
12/11/08). He became distracted when there were “breaks” or when the narrator did not read the
lines of a text but instead asked questions that were not shown in the book, “*cause there are
breaks that are not in the book. [For example,] when they [audio CDs] go like ‘Ding!” and then
they [Audio narrators] said something about the book, not reading on the book. So I go like that
[meaning he is wandering]” (Marco, 12/11/08). In other words, he was only able to follow the
narration when he had the choice to skip the part of which he did not want to listen.

Conclusions

This chapter described a theory of the ways in which the four adolescent English Language
Learners interviewed in this study perceived their use of the READ 180 software program. The
theory, Differentiated Learning, represented an understanding of the ways in which READ 180
met, or failed to meet, the four participants’ individual needs and interests. This study found that

the four participants had different experiences with the READ 180 reading program. However,
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the data showed that students were engaged with the reading program as the program responded
to their needs, whereas they were disengaged as it failed to respond to their unique cultural and
linguistic needs as well as to their interests. The responsive aspect showed that students’ cultural
needs included the ways in which READ 180 responded to some students’ cultural backgrounds
and their immigrant experiences. However, the non-responsive aspect showed they were
disengaged due to cultural conflict, the lack of culturally relevant materials, and the lack of
connection to their prior knowledge or previous experiences. The responsive aspect showed
READ 180 provided repeated reading practices and scaffolding on both decoding and
comprehension. In the non-responsive aspect, the reading comprehension difficulties
encountered by the participants suggested that they needed more support for comprehension.
Beginning- or intermediate-level ELLs desired more opportunities for conversational learning.
The responsive aspect indicated that the integration of technology in READ 180 provided an
incentive to motivate ELLs and synchronized their learning paces with choices and feedback.
The non-responsive aspect indicated that technology did not sufficiently synchronize their
learning pace because of limited choice in instructional functions, inaccurate feedback, and the
redundant auditory supports. These findings, which I conceptualized as culture, language, and

technology, will be discussed in the next chapter.
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CHAPTER 6
DISCUSSION

Introduction

This qualitative study was designed to explore the perceptions of four adolescent English
Language Learners (ELLs) with respect to their use of the READ 180 reading intervention
program. The theory that emerged from the findings showed that adolescent ELLS’ experiences
with READ 180 were informed by their cultural and linguistic backgrounds. The way in which
the Differentiated Learning theory is situated within the READ 180 context is essential to
understanding the needs and interests of ELLsS. Moreover, the discrepancy between responsive
and non-responsive aspects showed that meeting the cultural and linguistic needs of ELLs may
be oversimplified if teachers only focus on the aspect that READ 180 responds to their needs.
These findings are essential to filling the gap existing in the current literature on READ 180 as
none of the previous studies focused on the use of the reading program and its application with
culturally and linguistically diverse students. In this chapter, I argue that the diversity of
backgrounds and the diverse levels of language proficiency among the ELLSs in this study made
it difficult for READ 180 to provide differentiated instruction in order to respond to the ELLS’
unique needs. The Differentiated Learning theory inspired educators to rethink the ways in
which READ 180 responds and do not respond to the unique needs and interests of ELLs. This
chapter is structured to discuss the major findings from the following three perspectives: (1)
culture, (2) language, and (3) technology.

Culture

The findings from this investigation indicated that the READ 180 program was
responsive when the ELLs who participated in this investigation were engaged in learning about

immigrant experiences in the New Americans lesson of READ 180, whereas it was not
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responsive as there was some cultural conflict among the participants interviewed questioning
the cultural appropriateness of the content materials in READ 180 (Hoover & Patton, 2005;
Rothenberg & Fisher, 2007; Tomlinson, 2003). In this section, | make an attempt to address the
relationships between ELLSs’ identity development and their learning from culturally relevant
pedagogy (CREDE, 2002; Gay, 2000; Ladson-Billings, 1995). | argue that READ 180 materials
may oversimplify the cultural needs of ELLS and, as the non-responsive aspect indicates, the
materials needed to be culturally specific in order to meet their needs.

Culture, Identity and Learning

Nieto (2004) noted that, “culture is integral to the learning process, but it may affect each
individual differently” (p. 148). She further explained that culture is important to students and
something that they are usually proud of, but that, “students also learn that culture is unimportant
in the school environment” (p. 320, emphasis in original). This insight about the unimportance
of culture is reflected in the findings of this study: some participants reported that, although
READ 180 was designed for ELLs, it offered limited culturally relevant materials. Additionally,
some participants experienced cultural identity conflict. Finally, topics that were about extreme
sports and dramatic topics prevented participants from connecting the READ 180 materials to
their life experiences.

Research indicates the importance of affirming the cultural identity of immigrant children
as a way to meet their cultural needs and to promote their literacy engagement when learning
English as additional language (Cummins, 2000; Nieto & Bode, 2008). Cummins (2001) noted
that the degree of incorporation of ELLS’ native language and culture into classroom curriculum
can be a significant predictor of academic success. Consistent with research that addresses the
importance of cultural identity in ELLS’ literacy practices, the findings from this study showed

that these participants described their understanding of the importance of integrating cultural
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identity as part of their learning experiences with READ 180. As one participant, Isabel, stated,
“It’s important to know where you are right now but it’s also important to know about your own
culture.” She also expressed a sense of pride about her multicultural experiences and recognized
them as resources that not all individuals share: “I have more stories to tell people [as a result of
my experience here in the U.S.]” Similarly, Marco said that, “I would like to have people know
about Chile and the culture.” He expressed his cultural needs through the books that he chose to
read such as From Amigo to Friends (Garcia, 1997) and the READ 180 book, The Star Fisher,
both of which were about immigrant children in the United States. The ways in which the
cultural needs of the ELLs interviewed for this study were expressed through the attempts to
negotiate their cultural identities within their new learning environment supports the research
claims of several scholars in the field (Cummins, 1996, 2001; Cummins et al., 2007).

As an example of ELLs’ attempts to connect to the READ 180 topics, the findings from
this study showed that ELLs valued the input of integrating a unit about U.S. immigrants into the
New Americans lesson in READ 180. This lesson, however, created both opportunities for and
challenges to the identities of these young participants. When READ 180 is responsive, the
opportunity provided by this lesson invited the students to explore their understanding of
immigrant trends within the United States in a way that allowed them to reflect upon their own
immigrant experiences. As Isabel noted, “I like it [the immigrant lesson] ‘cause I’m an
immigrant.” Learning about the experiences of other immigrants seemed to reassure these ELLS
about their own immigrant identities.

However, the findings of this study showed that READ 180 was non-responsive by

showing a general representation of immigrants that were more concerned about life in the
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United States than about the lives of fellow compatriots back in their own native countries.

Nieto (2004) delineated her ideal lesson for teaching about new Americans when she wrote,
What is “American” is neither simply an alien culture imposed on dominated groups nor
an immigrant culture transposed indiscriminately to new soil. Neither is it an amalgam of

old and new. What is “American” is the result of interactions of old, new, and created
cultures. These interactions are neither benign nor smooth. (p. 319)

Nieto’s words explain that the complexity of a new immigrant experience, which should not just
begin with general experiences but rather with a deep understanding of the cultures that
immigrant students have had both in the United States and in their countries of origin. Such
general expressions of immigrant experiences shed light on assimilation into American culture
rather than making an attempt to understand immigrant experiences from the perspective of
ELLs’ home culture. As an example, Marco expressed his resistance to the READ 180 materials
as he felt the lesson in READ 180 tried to assimilate him into American society: “Here in
America, we do this stuff and this stuff and this stuff, too, since we are in America; not in other
countries.” ...And | don’t like [the way they say it].” Presenting immigrant experiences on the
new land without exploring their past stories seemed to devalue their home culture and may
create tensions for them to fit into American society.

While the ELLs interviewed for this study echoed the difficult lives that immigrants shared,
three respondents did not perceive that the New Americans lesson represented their individual
realities. Each of their statements contrasted to READ 180’s definition of the immigrant as “a
person who moves from one country to another” (Scholastic Inc, 2005, p. 9). First of all, Marco
was resistant to accepting the ideological framework presented in READ 180 in that the phrase
"United States" was used synonymously with the word "America:" “Why do they say that United
States is America?” He explained that referring to the United States as America was misleading

and that he felt as if it positioned his native country as subordinate to the United States. “It
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[referring to the U.S. as *America’] makes us...our country, like, a little bit, like, lower.” His
remarks indicated his self-awareness and cultural identity and his knowledge of the asymmetrical
power relations between the U.S. and other countries located in the Americas, such as Chile
(Freire, 1990; Freire & Macedo, 1987). This echoed Bourdieu’s (1986, 2000) notion that
language is indeed a symbolic capital and using “America” and “United States” interchangeably
was a form of symbolic violence which make a Chilean student felt emotionally hurt (Shannon
& Escamilla, 1999).

Perhaps because he did not see his native culture reflected in the materials, Xiao Nan was
uninterested in learning about immigrants in the aforementioned READ 180 lesson, due to the
fact that he did not consider himself an immigrant. He viewed the word “immigrant” as referring
to someone who planned to stay in the United States permanently, and, in contrast to this, he
only intended to be in the country for a temporary period of time. He refused to identify with an
immigrant identity when he said that, “I don’t think I am an immigrant.” As such, he resisted
reflecting on the New Americans lesson: “I don’t care what it says.” “l don’t care. Really, |
don’t. It’s [the immigrant lesson] just an article.” The meaning that Xiao Nan constructed about
immigrants revealed an understanding of different types of immigrants in the United States,
depending on the length of their stay. To echo his identity, a lesson that reflected their
immigrant experiences should delve into ELLs’ diverse cultural backgrounds.

The experiences of Marco and Xiao Nan suggested that they both had as strong sense of
themselves and their respective cultures, whereas the messages that they were receiving from the
READ 180 materials challenged their confidence by simplifying the immigrant experience,
ultimately making it generic. This kind of schooling experience often leads to resistance on the

part of ELLs as Nieto (2004) explained,
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Although students from dominated groups might partially internalize some of the many
negative messages to which they are subjected every day about their culture, race, ethnic
group, class, and language, they are not simply passive recipients of such messages. They
also actively resist negative messages through more positive interactions with peers, family,
and even school. (p. 321)

This quote illustrates how Xiao Nan’s and Marco’s resistance can be understood as a way in
which they actively sought to maintain their pride about their cultural identities.

Although she encountered similar challenges to those of other immigrants, the third
participant, Eva, did not perceive herself as an immigrant in the manner that READ 180 assumed.
This is because she was from Puerto Rico and thus had U.S. citizenship status. Zentella (2000)
used the term “in-migrant” to refer to Puerto Ricans and those like Eva who come from colonies
or territories of the United States (p. 141).

Based on their experiences with READ 180 materials and their responses to their own
immigration statuses, Marco, Xiao Nan, and Eva showed that the meanings of the terms
“immigrant” and “America” are both culturally and political shaped. Asan expression of their
cultural needs, all three students wanted their individual, unique, and reflective identities to be
made clear, rather than to have the READ 180 materials categorize them all as “American
immigrants.”

Cultural Knowledge

The non-responsive aspect indicated that some cultural needs of the ELLs interviewed for
this study were not met because there was a disconnection between the ELLSs’ cultural
knowledge and the READ 180 content materials. In other words, students’ cultural needs may
not be met because there was some cultural discontinuity between the READ 180 content
materials and the participants’ life experiences (Hoover & Patton, 2005; Rothenberg & Fisher,
2007; Tomlinson, 2003). This finding is especially important since READ 180 is marketed as a

program that offers culturally and linguistically diverse materials for students from all non-
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English-speaking backgrounds. Prior research, however, has not investigated the representation
of cultural diversity in the READ 180 program materials, an issue indicated in the problem
statement in Chapter 1.

The types of topics offered in the READ 180 software package and the ways in which the
participants described these topics illustrated the ways in which READ 180 did not respond to
ELLs’ cultural needs. For example, READ 180 topics were not designed in a way that connected
the readings to the ELLs’ prior knowledge or previous experiences. Many of the topics were
dramatic or adventurous in a similar manner to those commonly known and enjoyed by
American adolescents. However, Eva noted that she was not familiar with topics such as
snowboarding. This indicated that the READ 180 materials were unrelated to the ELLS’ life
experiences. Topics such as extreme sports, dramatic events and uncommon life experiences
were distant from the ELLs’ cultural knowledge or their “funds of knowledge” (Moll et al., 1992,
p. 132). Moll et al. (1992) contended that the school curriculum needs to integrate students’
knowledge as a way of scaffolding them in order to assist them in learning a new knowledge.

The findings of this study also raised the issue of adopting reading materials made by
corporate companies for adolescent learners, and whether or not the topics generating by these
companies were appropriate for ELLs. Researchers have questioned the appropriateness of
integrating books selected by corporate companies (Lamme, 2003). Lamme contended (2003)

Since most children prefer books about their own culture and experiences, it is important to

provide minority students with large numbers of books by minority authors and about

minority issues.... It is impossible for teachers to tailor their classroom libraries to

accommodate individual children’s book preferences if the books are pre-selected by an
outside corporation. (p. 39)

The ways in which Marco and Isabel described some of the READ 180 books, such as
Moby Dick, Oh! Yuck! and The Good Fight as being violent or having disturbing images, seemed

to support Lamme’s (2003) criticism. This has called into question about the quality of
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modified materials designed by corporate companies on students’ reading engagement. Some of
the books, as modified from authentic literature, seemed to keep ELLSs away from reading the
classical piece and books that reflect their own culture and experiences.
Language

READ 180 responded to the linguistic needs of the ELLSs interviewed for this study in that
they learned about the English writing system (e.g. spelling, word recognition) through repeated
practice exercises with a variety of scaffolding strategies (e.g., auditory and visual aids) (Bender,
2002; Rothenberg & Fisher, 2007). These scaffolds certainly demonstrate differentiated
instruction by providing support for language learning (Herrera & Murry, 2005; Hoover &
Patton, 2005; Rothenberg & Fisher, 2007; Tomlinson, 2003). However, both the diversity of the
learners and the diversity of the language learning needs made READ 180 a challenging task in
terms of responding to all of the learners’ needs. Some of the ELLs interviewed, such as Eva
and Isabel, needed to have a more sophisticated language learning opportunities while others,
such as Xiao Nan and Marco, who possessed less advanced spoken English skills, needed to
develop their oral language skills (Herrera & Murry, 2005). Thus, in this language section, I will
discuss issues related to scaffolding ELLSs in order to meet individual ELLS’ needs, the need for
learning conversational English. Additionally, I will expand my discussion to second language
reading comprehension in order to address the needs of ELLs in reading in regard to the reading
difficulties they had encountered when the READ 180 failed to respond to their linguistic needs.

Scaffolding ELLs

Scaffolding for comprehensible input and language production is essential to meeting the
linguistic needs of ELLs (Bransford, Brown & Cocking, 2000; Fitzgerald & Graves, 2004). In
order to make input more comprehensible (Krashen, 1982, 1985), multiple forms of information

representation are essential for ELLs in order to take what they have learned and transform it into
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knowledge. Stephen Krashen’s (1985) notion of comprehensible input (i+ 1) suggests that ELLs
need to be able to understand what they have received through sight and sound. They also need
to be challenged on their current level of knowledge, but with adequate academic supports.
Consistent with Krashen’s (1982, 1985) argument, the responsive aspect showed that the ELLs
who participated in this study learned about the English language system and experienced a
variety of scaffolding strategies with READ 180.

These strategies included non-linguistic (auditory, visual aids, identifying the main idea via
graphics) as well as linguistic (questioning) aids to promote ELLS’ text comprehension. Video
clips offered scaffolding for ELLs in order to make input more comprehensible by connecting
the new concept to the ELLS’ background experience. As Marco stated: “the video makes the
topic and me [connects me to the topic] without reading.” Graphics helped ELLS to construct a
text; as Isabel stated: “We read a story together and after that we made a web and in the middle,
it’s about the main idea and on the web you have to support the main idea. That helps me find
what the story is mainly about.” The questions they described were multiple-choice and were
intended to assess students' reading performance. However, the participants described they were
helpful in promoting their higher order thinking. As Xiao Nan noted, “You have to think very
hard on some exercises to get it [answers to the questions] right,” these scaffolding strategies
were helpful to the ELLs in fostering their understanding of texts, as confirmed by the literature
(Derewianka, 1990; Echevarria, Short, & Vogt, 2004; Fitzgerald & Graves, 2004).

However, non-responsive aspect indicated that the scaffolds provided by READ 180
seemed to be inadequate in meeting ELLS’ diverse linguistic backgrounds and language levels
(Herrera & Murry, 2005; Hoover & Patton, 2005; Rothenberg & Fisher, 2007; Tomlinson, 2003).

The beginning- and intermediate-level ELLs demanded more support in learning vocabulary
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while their advance-level peers wanted more challenging books. For example, as a beginning-
level ELL, Xiao Nan indicated that he needed more concrete examples for his vocabulary
development because the current support provided by READ 180 was not sufficient for him.
Although READ 180 introduced and emphasized key vocabulary for him, these scaffolding
strategies were not adequate for him to understand the meaning and he demanded more
connections between key words and their contexts through his use of the exemplary word
“bother.” He desired multiple scaffolds, both “visual” (pictures) and linguistic (exemplary
sentences), to help him understand new word meanings.

Xiao Nan’s language difficulties may be the result of his native language, Mandarin
Chinese, not sharing a linguistic relationship with English. As a native Chinese speaker, his
language seemed to create additional challenges compared to that of the three Spanish- speaking
students (Birch, 2007). Birch (2007) pointed out that the logographic systems of the Chinese
language make it difficult for Chinese ELLSs to learn the English alphabetic system. Hence, there
should be extra scaffolds available for vocabulary learning and text comprehension for ELLs
whose native language contains a different writing system from that of English. Although
studies showed the significance of using a variety of scaffolding strategies for ELLs (Gibbons,
2002), there is a lack of literature exploring the relationships between scaffolding strategies and
the various language levels and different native languages of ELLSs.

Another dimension in which READ 180 failed to differentiate the needs of the ELLs
interviewed for this study was in the use of simplified texts because it only met the needs of
beginning- and intermediate-level ELLs. The ELLs in this study perceived that the READ 180
books were relatively “short” and “easy” compared with library books. McKay (2006) cautioned

teachers who worked with ELLSs that research in L2 reading indicate inconclusive findings
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toward the use of simplified materials; these materials have both strengths and limitations. One
strength is that a simplified text may provide the opportunity for beginning- or intermediate-level
ELLs to comprehend a text better through less complex sentence structures and more common
words (Crossley, Louwerse, McCarthy, & McNamara, 2007). However, the less complex lexical
and syntactic features of a simplified text may prevent learners from being exposed to the
elegance of authentic materials and create a disadvantage for them in developing their academic
language, particularly in their writing (Hinkel, 2003). In this study, the challenge that READ
180 created may have disengaged the ELLs from their reading. For example, commenting on
READ 180’s simplified version of Wait until Dark, Eva did not feel that the book was as scary as
she had originally thought it might have been. This might be explained by either her inability to
understand the text or the result of simplifying the text in a way that it prevented her from
understanding the essence of the story.

Conversational Language

The participants of this study, especially Xiao Nan and Marco, who both came to the United
States less than two years before the study, indicated a need for developing their oral language
skills. However, one of the reasons that READ 180 failed to respond to the linguistic needs of
ELLs was because speaking practices were limited to oral reading fluency, whereas the ELL
students interviewed desired more conversational English in an authentic environment.

Differentiated instruction for culturally and linguistically diverse students begins with an
understanding of second language acquisition principles showing that ELLs need both oral and
academic proficiency for social and academic purposes (Rothenberg & Fisher, 2007). Cummins
(2003) made a distinction between conversational language and academic language. He termed
the former as Basic Interpersonal Communicative Skill (BICS) and the latter as

Cognitive/Academic Language Proficiency (CALP). According to the research, conversational
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language takes at least two years to acquire, while academic language takes five to eight years to
reach the same level as that of native English speakers. The primary implication from this
finding is that ELLs need to develop both academic and conversational oral language in English.

Indeed, since he came to the United States a year and half ago, Marco expressed greater
urgency in his language learning needs than did Eva and Isabel who demonstrated more
advanced oral proficiency. The imaginary “Conversation Zone” suggested by Marco illustrated
his need and desire for practicing his English-speaking skills and developing his communicative
competencies. Marco described what he expected to do in the Conversation section: “We had to
put them [sentences] together and the words, we say it and we record it and then the computer
says it.” This may indicate that he wanted to have the opportunity to use the language with the
computer in a social context.

The special focus on reading in READ 180 at the cost of speaking in an ESOL curriculum
is mentioned by Harper, Platt, Naranjo and Boynton’s (2007) study. Harper et al. (2007) showed
how the accountability feature of the federal education law, the No Child Left Behind (NCLB)
Act (2001) has narrowed the language-learning curriculum to mere reading skills and discarded
the integration of other language skills. Students in this study reported that the speaking practice
in the READ 180 software was limited to repetition or reading aloud passages, rather than
allowing for speaking for authentic communicative purposes (Lotherington, 2005). Given the
fact that most studies of READ 180 focused on its use with struggling readers (e.g., Brown,
2006; Caggiano, 2007; Papalewis, 2004), the lack of conversational language, as a significant
feature of ELLSs’ linguistic needs, has not yet been addressed in the literature related to READ

180.
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Understanding Reading Comprehension

Promoting ELLS’ reading comprehension is an important goal for ESOL instruction and a
way to meet the linguistic needs of ELLs. The view on comprehension in the literature varies in
three main ways: top-down (Goodman, 1968; Smith, 2004), bottom-up and the interactive model
(Birch, 2007). The top-down model focuses on a readers’ background knowledge that helps him
or her to attain higher level reading comprehension abilities, which are also known as high-level
reading strategies. The bottom-up reading model emphasizes lower level processing strategies
such as sounding out words and word recognition, as a way to promote higher level reading
comprehension. The ideological discrepancy between top-down and bottom-up reading models
has created tensions in reading policy, a conflict which was termed as The Reading Wars
(Allington, 2002; Loveless, 2001; Krashen, 2004, 2008; Pearson, 2004). The third model, named
the interactive model, perceiving reading as the interaction between the reader and the text in
both L1 (LaBerge & Samuels, 1974; Rumelhart, 1977; Stanovich, 2000) and in L2 reading
(Birch, 2007; Carrell & Eisterhold, 1983). According to the interactive reading model, a
successful reader uses both high-level and low-level reading strategies to read.

Examining the reading comprehension difficulties that ELLs had in this study helps
understand their linguistic needs in order to facilitate their reading comprehension. The
responsive aspect showed that the bottom-up reading model dominated within READ 180, as
respondents identified their absorption of the English language system, including decoding,
spelling, and word pattern identification. It was also through repeated reading practice designed
to develop automaticity and to promote fluency that the ELLs attained reading comprehension.
These strategies are also considered low-level reading strategies.

However, these ELLS’ reading difficulties may have revealed that they need more high-

level reading strategies than low-level ones. The non-responsive aspect indicated that the ELLs
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studied continued to encounter text-level reading comprehension difficulties while they were in
the Success Zone, which was aimed at assessing their reading comprehension skills after they
had demonstrated the low-level reading strategies. For example, it took Marco three attempts to
choose the answer that best summarized the original passage. This implied that he needed more
practice with the passage summary, which was one of high-level reading strategies. In a similar
vein, Isabel mentioned her difficulties in identifying the main idea of a passage even after she
had watched a video clip that provided her with background knowledge. As an advanced learner,
Eva’s difficulty with the assignment was her inability to see coherence of the book Wait until
Dark as she read the story as two separate stories. However, as an alternative explanation, her
reading difficulties may be a result of the fact that the text was too simplified to show the
complexity of the story, particularly when she felt that it was not as scary as she thought, as |
discussed earlier. These difficulties that the ELLs encountered may indicate that they need high-
level reading strategies. In addition, beginning- or intermediate-level ELLs, such as Xiao Nan
and Marco needed more lexical strategies as they expressed their comprehension difficulties at
the word-level. These implied that they needed more vocabulary support from READ 180. Ina
word, the linguistic needs of all of the ELLs interviewed indicated that they needed high-level
reading strategies, and the lower-level ELLs needed more support for building their vocabulary
base in addition to fluency and comprehension.

Technology

The findings of this study indicated that the use of technology in READ 180 provided the
opportunity to respond to ELLS’ needs and interests. In the previous section, | noted that READ
180 (including technology and non-technological aspects) met linguistic needs of the ELLs
studied with scaffolds to help them read more effectively. Beyond the cultural and linguistic

needs of ELLSs, this section will explore the ways in which the technological component of
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READ 180 promoted ELLs interest level and learning preferences with respect to their
motivation and individualized learning.

Motivation

All of the ELLs interviewed described their affective engagement with the READ 180
software. Specifically, the integration of technology in READ 180 motivated all ELLs with the
access to a multitude of topics that appealed to them, spelling practice exercises and a sense of
accomplishment to contribute to their reading engagement. As Marco noted, “The computer part
is what I like the most *cause with the computer you hang out and it’s so cool.” Such affective
engagement may be explained by Krashen’s (1985) affective filter hypothesis, which indicated
that a computer can provide ELLs with a low-anxiety learning environment. Krashen’s (1985)
affective filter hypothesis suggested that the emotion of a language learner influenced their
language learning experiences. Thus, a safe and low-anxiety learning environment contributes to
ELLs’ language acquisition experiences.

Xiao Nan provided another example to support Krashen’s Monitor Model (1985) that a
safe, secure learning environment reduces a language learner’s anxiety and could promote
his/her language learning. Xiao Nan was obviously at the initial stage as he stated that, *“I can
only listen and read in English. | can’t speak and write.” Thus, he was more able to comprehend
(listen and read) than to produce (speak and write) English. Those ELLs who were at the silent
period, such as Xiao Nan, may have been more comfortable interacting with the computer
because they were less intimidated by the errors they made while using it (Hasselbring, Goin, &
Taylor, 2000; Krashen, 1985; Swain, 1985). Learning with the computer seemed to offer these
ELLs a comfortable and low-anxiety environment.

As noted in Chapter 2, most of the literature related to READ 180 focused on the

motivation and achievement aspects of the program as it is used for struggling readers as well as
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for ELLs (Barbato, 2006; Brown, 2006; Campell, 2006; Gentry, 2006; Kratofil, 2006; Papalewis,
2004; Wiktowski, 2004; Woods, 2007). While several studies showed positive influences on the
ways in which READ 180 motivated struggling readers to be more engaged, no prior studies
focused on READ 180 and its effect on motivating ELLSs to read. However, Short and
Fitzsimmons (2007) indicated that there are differences in motivation between native-English-
speaking, struggling readers and ELLs: the former group tended to exhibit weak intrinsic
motivation and needed extrinsic motivation, while the latter group, ELLS, demonstrated both
strong intrinsic and needed extrinsic motivation. The findings of this study confirmed their study
in a way that ELLs were attracted to learning with READ 180, as a demonstration of extrinsic
motivation, and that they already had an intrinsic motivation to read and learn English (Dérnyei
& Schmidt, 2001).

The responsive aspect demonstrated that these four ELLs were passionate about reading in
the broader context of their everyday lives. For example, Eva, Marco, and Xiao Nan all
considered themselves avid readers as they continually said they “like to read.” Eva reported
that she read at home, thus marking herself as a genuinely engaged reader. Xiao Nan did not
consider himself a more passionate reader as a result of his use of the READ 180 software
program. Isabel enjoyed reading the popular fiction Twilight series (Meyer, 2005). She was also
willing to challenge herself by reading difficult texts. All respondents were self-engaged readers
because they found pleasure in reading. With their intrinsic motivation, these ELLSs chose to
read books that interested them without being limited by the READ 180 books. Eva and Isabel
were engaged in reading popular novels, such as the Twilight series (Meyer, 2005). Marco was
interested in reading literature related to immigrant experiences, while Xiao Nan was the one

who read the largest number of READ 180 books. In a similar fashion to that of Guthrie (2004),
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this study showed that these four ELLs were engaged in reading at school outside the context of
READ 180. In other words, they had already developed intrinsic motivation to read since they
were already avid readers. Ifitistrue that ELLs are motivated to read, then providing an
incentive to read should be an option not a necessity as the READ 180 publisher had assumed
(Scholastic Inc., 2009c, n. p.).

Individualized Learning

The role of technology provided an individualized learning environment for students to
learn at their own pace (Keeler, Richter, Ander-Inman, Horney & Ditson, 2007; Rothenberg &
Fisher, 2007). A well-paced learning environment benefits learners because some learners may
need extra time to understand and learn vocabulary than do others (Rothenberg & Fisher, 2007).
When READ 180 responded to their needs, it seemed to synchronize their learning paces with
choices and prompt feedback. These findings affirmed the conclusions from the NRP (2000)
report that technology can be an empowering tool for reading instruction. The findings of this
study showed that ELLs were self-paced with the assistive learning tools (e.g., definition and
pronunciation aids) available to them while interacting with the computer.

However, the non-responsive aspect also indicated that some of the choices were limited
and that the feedback was inaccurate. The discrepancy between responsive and non-responsive
aspects informed readers that they should consider the challenges of the current software design
of READ 180 in order to support ELLS’ learning. First of all, the software design of READ 180
may fall short of meeting an ELL’s learning preferences. The programmed nature of the reading
materials followed by the completion of multiple-choice questions did not adequately engage the
study participants. Suggesting an improvement to the READ 180 software, Xiao Nan expressed
he would be more engaged if the design allowed him to play an adventure game during which he

could earn small reachable goals. His words confirmed Gee’s (2007) contention that a good
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computer game usually engaged and motivate learners by allowing them to solve problems or
overcome obstacles. Marco seemed to be more engaged in doing role-play when he proposed his
imaginary “Conversation Zone.” According to Keeler, Richter, Anderson-Inman, Horney, and
Ditson (2007), differentiated instruction using technology involves three elements: multiple
forms of representations, modes for self-expression, and means for engagement. It appeared that
the design of READ 180 only offered multiple forms of representations whereas ELLs desired
more means for engagement.

Having the choice to decide which support aids they need was also important to the ELLS
interviewed for this study. Although the integration of audio narration provided phonological
support for readers in order to develop their reading fluency, advanced learners such as Eva and
Isabel found it disengaging. While they had the option not to read audio books, they seemed to
choose not to listen to the audio narration. The advanced ELLSs reported that audio narrations
were redundant or unnecessary because ELLs may already acquire a mastery of phonological
awareness without the use of audio narration. While READ 180 provided multiple forms of
representation in order to meet a learner’s needs, individualized learning should mean making
choices available for ELLs in order to fit their learning preferences.

Finally, the findings of this study showed that the self-measurement of READ 180 in terms
of ELLs’ oral reading fluency might be problematic. The ELLSs interviewed for this study noted
that the software only provided feedback on their rate on the oral reading aloud task without
informing them of their accuracy on the task. However, this measurement was not aligned with
the definition of the NRP report (2000), which indicated that, “Fluent readers are able to read

orally with speed, accuracy, and proper expression” (p. 11). Furthermore, the scholarship argued
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that the assessment of reading fluency must consider both rate and accuracy, rather than one or
the other (Altwerger, Jordan, & Shelton, 2007).

In this study, using technology to promote an English language learner’s oral reading was
only accomplished through recordings in which learners could practice their oral reading skills.
However, the READ 180 software program was not able to detect the quality of an ELL’s oral
reading and determine its accuracy. The validity of measuring students’ oral reading
performance may not only call into question but also mislead ELLs to focus on their reading rate
more than on their accuracy or comprehension.

Conclusions

In this chapter | have discussed the key findings of this study and related them to the
current literature with respect to four adolescent ELLS’ learning experiences with the READ 180
software program. From the findings that emerged from the data collected in this investigation, |
have argued that the diverse backgrounds and linguistic levels of ELLs make the READ 180
reading program less able to differentiate their learning needs. From a cultural perspective, the
READ 180 reading program needed to more adequately offer the ELLs culturally specific
teaching and learning practice. Also, READ 180 needed to integrate more culturally relevant
materials for ELLs. From a linguistic perspective, the current instruction of READ 180 did not
respond to beginning- and intermediate-level ELLs in developing their conversational language.
All ELLs needed more support for high-level reading strategies more than for low-level ones.
From a technological perspective, the use of technology in READ 180 motivated and engaged
the ELLs in learning English. In addition, READ 180 needed to individualize learning in order
to accommodate each learner’s preferences and provide accurate feedback. In the next chapter, |

will provide a number of conclusions based on the issues | have raised and indicate the
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implications for second language acquisition and pedagogy. | will also provide

recommendations for further research.

170



CHAPTER 7
CONCLUSIONS

Introduction

This study described how four middle school ESOL students reflected on their experiences
with using the READ 180 software program. The study investigated the perceptions of four
eighth grade English Language Learners (ELLS), two from Puerto Rico (U.S. territory), one from
Chile, and one from China, in one ESOL class at a middle school using READ 180. Using
student interviews as the primary data and classroom observations and documents as secondary
data, the findings of this investigation showed that the diverse backgrounds and language levels
of the ELLs under study made it difficult for the READ 180 reading program to meet their
individual needs. READ 180 was unable to respond to the unique needs of the ELLs. | have
used culturally relevant pedagogy (Au, 1980; Gay, 2000), literacy engagement (Cummins, in
press; Guthrie, 2004) and differentiated instruction (Tomlinson, 2003; Rothenberg & Fisher,
2007) as conceptual frameworks to examine the ways in which the READ 180 reading program
addressed the needs of culturally and linguistically diverse students. In this chapter, I will
summarize the key findings of the study. Then I will draw pedagogical implications from the
findings. Finally, I will provide some practical suggestions for future research investigation.

Summary of Findings

The main research question explored the ways in which the READ 180 reading program
reflected the cultural and linguistic backgrounds of the ELLs under investigation. This inquiry
was driven by the three sub questions concerning the ways in which the ELLs participating in
this study ELLs perceived READ 180 in terms of its reflection of their cultural and linguistic
backgrounds and the ways in which their perceptions were aligned with the READ 180

objectives. This study found that the four participants had individual experiences with the
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READ 180 reading program. The diversity of the cultural as well as the linguistic backgrounds
and language levels of the ELLs studied made it difficult for one reading program, READ 180, to
respond to the unique needs and interests of all ELLs. The Differentiated Learning theory
represented an understanding of the way in which READ 180 met the four participants’ general
cultural and linguistic needs and interests and failed to meet respondents’ unique needs and
interests. This theory was insightful in helping to explain the usefulness of READ 180 for
different levels of ELLSs.

The research question explored the ways ELLSs perceived their cultural backgrounds as
being reflected in READ 180. The theory indicates that ELLS’ cultural backgrounds were metin
general but were not met to their unique cultural backgrounds. The ways in which the New
Americans lesson included in READ 180 responded in a basic way to some of the students’
cultural backgrounds was in echoing their general immigrant experiences in the United States.
The ELLSs interviewed for this study were engaged in learning about these shared experiences,
which illustrated and highlighted the difficulties of life in the new land for newly-arrived
immigrants. However, READ 180 did not sufficiently correspond with the ELLS’ cultural
backgrounds because some of ELLs experienced a sense of identity conflict, in which they saw
their identities in contrast to the culturally relevant materials and they disagreed with the notion
that they fit into the stereotypical categories of immigrants presented in the materials. The non-
responsive aspect indicated that READ 180 was not culturally relevant because the content had
little connection to the ELLS’ various cultures and tended to focus on the culture of the United
States. ELLs were exposed to topics that were not familiar to their life experiences, suggesting

that there was little connection to their backgrounds.
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The research question b explored the ways ESOL students perceived their linguistic
backgrounds as being reflected in READ 180. The responsive aspect indicated that the READ
180 reading program provided repeated reading instruction and scaffolding strategies to ELLSs.
The repeated reading exercises showed that that READ 180 provided fluency and practice
toward understanding for the ELLs in this study. These practice exercises were on both
decoding and comprehension. However, the non-responsive aspect indicated that the ELLs
under study encountered reading comprehension difficulties, which suggested that the ELLs
needed more support for comprehension. All of the research participants indicated a need for
high-level comprehension; the lower level ELLs in the study also needed more word-level
comprehension support in order to expand their vocabularies. Additionally, the beginning- or
intermediate-level ELLs interviewed expressed their needs for more opportunities for
conversational learning. Finally, the ways in which the ELLSs participating in this investigation
encountered reading comprehension challenges indicated that they needed high-level text
comprehension strategies more than low-level ones.

Research question c investigated the use of technology in facilitating middle school ESOL
students’ learning. The responsive aspect showed that the READ 180 software program
motivated and engaged participants with topics that were intrinsically interesting to them and
provided them with an individual learning environment. The integration of technology in READ
180 provided an incentive to motivate ELLs and synchronized their learning paces with choices
and feedback. However, the non-responsive aspect showed technology did not sufficiently
synchronize their learning pace because of limited choice in instructional functions. Feedback

for their oral reading fluency may be inaccurate because it only measured their rate rather than
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accuracy. Moreover, the audio narration in the software program and audio CDs seemed to be
redundant for advanced ELLSs.

Pedagogical Implications

Closing the achievement gap for culturally and linguistically diverse students involves
considering the ways in which curricula can best meet the needs and interests of these students
(Au, 2006). However, the meaning of the phrase “meeting the need” is subject to a variety of
interpretations that the publisher and the users of READ 180 may not share. Based on the
findings of this study, | will provide some practical suggestions for teachers and administrators
who have integrated the READ 180 software program into their curricula. Some of the
suggestions are also intended for teachers who work directly with ELLs. A number of questions
emerge from this study: What do the data from the interviews with these four ELLs inform
teachers about their cultural and linguistic needs and interests? What forms of technological use
would be ideal for culturally and linguistically diverse students? In discussing these questions, |
follow the three dimensions in my findings and discussion chapters: culture, language, and
technology.

Culture

As the READ 180 reading program was originally sold for both ELLs and struggling
native-English speaking readers, with the assumption that the needs of ELLS and those of
struggling readers are one and the same, this study illustrates that there is a vital need for
teachers to differentiate between the needs of ELLSs and those of struggling native-English
speaking readers. Reeves (2004) reminds teachers who work with ELLSs that equality does not
necessarily lead to equity if the former is interpreted as the same as the latter; that is, if all groups
receive the same treatment and instruction. To promote educational equity for ELLs, the

curricula for ESOL classes need to address the cultural diversity among the ESOL student
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population by reflecting ELLSs’ diverse cultural backgrounds. A program designed for ELLs that
dos not acknowledge their unique cultural backgrounds inevitably falls into the fallacy of
treating all students the same. The practice of sameness does not lead to equity is strongly
indicated in the findings of this study.

There are three suggestions for teachers to consider in terms of meeting the cultural needs
of ELLs. First, culturally relevant pedagogues suggest that teachers’ knowledge of their
students’ identities must be an integral part of the learning process (Au, 1980; Cummins, 2000).
Without considering students’ cultural identities in their learning context, teachers run the risk of
marginalizing their students. As such, a reading program intended for use in ESOL classrooms
should reflect the priorities of a democratic society by engaging students in making meaning of
their existing world, rather than providing eye-catchy dramatic topics, such as the ones
commonly used in the READ 180 software program.

Moreover, culturally relevant materials have to offer to ELLs a way to connect their prior
knowledge to new knowledge (Au, 1980; Cummins, 2000). A program that teaches “how to
read” should invite all learners (not limited to culturally and linguistically student population) to
“read the word” but also to “read the world” (Freire & Macedo, 1987). When topics are
introduced, they should allow learners to think critically about social issues. That is, topics
should allow learners to reflect on their roles as adolescents but also requires a deep reflection on
the social and psychological aspects of being adolescent learners.

Third, a lesson about immigrant experiences is certainly an opportunity to engage ELLSs in
exploring their identities. As educators, we may assume that all of our new-arriving students in
the United States are “immigrants.” However, these four newcomers revealed in their interviews

that their experiences and identities were unique. This reality, which emerged from the data,
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contrasts with the definitions and ways in which “immigrants” are commonly described in
textbooks and software programs, such as READ 180. Teachers should keep in mind that social
constructs such as “immigrant” or “America” are not objective and static; rather, they are
subjective, dynamic, and relate to a student’s cultural experiences. Discussing these concepts
with students can be a great opportunity for teachers to understand ESOL students’ perceptions
and experiences in the United States. Teachers would be wise to understand and respect the
ways in which students perceive their immigrant statuses; for example, Marco and Xiao Nan
represent a majority of ESOL students who come to the United States without pursuing U.S.
citizenship. They may maintain a stronger sense of identity to their own country and culture than
those who consider themselves U.S. citizens, such as Eva and Isabel. Although they are both
Puerto Ricans, their perceptions of their immigrant status could influence their bicultural
identities and learning experiences.
Language

With the growing number of immigrant students in the United States, working with ELLSs
with diverse backgrounds and language levels is an issue that all teachers face. Harper and de
Jong (2005) suggested that effective ESOL instruction means that teachers must understand that
the cultural and linguistic needs of ELLSs vary, as they exist at different developmental stages, in
order to provide appropriate scaffolds and accommodations for ELLs. In the following
discussion, | will provide three suggestions for teachers in order to meet the linguistic needs of
ELLs. First, providing comprehensible input for ELLSs is one of the goals for ESOL instruction
(Krashen, 1985). This should not exclude using an ELL’s native language, particularly for those
ELLs who have acquired an adequate level of English (Cummins, 2000). Therefore, READ 180
should take advantage of their L1 as a way to scaffold their text comprehension and vocabulary

development. Although the READ 180 program included five languages in the software
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components, the current linguistic support did not include Xiao Nan’s native language to meet
his needs as a Mandarin speaker. Next, developing ELLS’ communicative competence needs to
be part of the ESOL curricula because it creates learning opportunities for ELLS to socially
interact with both native and non-native speaking peers (Schulz, 2006). Cummins’ (2003)
BICS/CALP distinction informs teachers that ELLSs require both conversational and academic
language practice. When READ 180 is integrated, it directs the curriculum to academic English
with an emphasis on reading skills with limited conversational English and peer supports.
Teachers need to allow ELLs to use the English language in different social settings, and these
students requested this as part of their overall reading and language acquisition program.

Finally, the New London Group’s (1996) concept of multi-literacies inspires educators to
re-think the literacy practice for culturally and linguistically diverse students. That is, literacy
practice should not only include reading and writing in English but rather should be broad
enough to encompass both ELLS’ in-school and out-of-school literacy practices, with their native
language absolutely included. The context of this study (see Chapter 4) indicated that these
students had engaged in multiple forms of literacy, including reading novels in their native
language, searching for information, building an online community with others, and playing
games. However, these practices were not reflected in READ 180’s reading materials, nor were
they integrated in school experience. Asthe New London Group pedagogues (1996) remind us:
“negotiating the multiple linguistic and cultural differences in our society is central to the
pragmatics of the working, civic, and private lives of students” (p. 60). It is with this goal that
literacy education can empower culturally and linguistically diverse students.

Technology

As the No Child Left Behind (NCLB) act provides funding to improve students’ reading

achievement, one of the common uses of NCLB funding is in purchasing reading software

177



programs that often cost school districts thousands of dollars. However, the findings from this
study showed that READ 180 did not respond to the individual needs of ELLs, especially those
at higher English language levels, and thus it is questionable whether or not to recommend that
schools to purchase programs like READ 180. The findings of this study seem to confirm
Krashen’s (2004) suggestion that allowing students to have access to books that interest them is
always the best way to promote reading. Administrators are encouraged to consider both the
strengths and the limitations of the READ 180 reading program when making executive
decisions for using it in an ESOL classroom or for English language learners.

They ways in which computer technology is used for ELLs is an issue of educational
equity (Warschauer, Knobel, & Stone, 2004). Warschauer (2005) noted the role of technology
for language learning is that of more than just a tool,

...the computer should not be viewed as an end in itself but rather as just another tool to

promote language learning....Both teachers and researchers need to take into account both

how this mediation occurs at the micro level and also how it intersects with, and
contributes to broader social, cultural, historical, and economic trends. (p. 48)

For those teachers whose school districts have adopted READ 180, it is important to
understand and evaluate the strengths and limitations of the program, as indicated by the
comments of the ELLs interviewed in this study. However, it is more important to consider the
learning opportunities that have been excluded due to the implementation of READ 180. For
example, the context of the study showed that these adolescent learners reported that they had
already been engaged in researching and social networking for academic and leisure purposes
despite that fact the frequency of these activities was unknown.

For administrators or teachers who are making executive decisions about whether to
purchase a particular type of educational software with school funding, it is important to consider

the pedagogical orientations of educational software (Niederhauser & Stoddart, 2001).
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Educational technology for ELLs may not only scaffold reading but also allows students to
construct their understandings of the text (Cummins, Brown, & Sayers, 2007).

It is equally important for all teachers to know how technological integration reflects their
teaching philosophies. As Cummins et al. noted, “[t]he failure to realize the educational
potential of technology has much more to do with pedagogy than with technology itself”
(Cummins et al., 2007, p. 91, emphasis in original). The integration of technology could
possibly “amplify existing forms of inequity” (Cummins et al., 2007, pp. 96-97). Thus, teachers
who use of technology to promote literacy practices for culturally and linguistically diverse
populations must seek an understanding of the ways in which technology can be a tool to
empower students by increasing the opportunity for social interaction, identity development, and
collaboration (Cummins et al., 2007; Murray, 2005). When selecting educational software for
culturally and linguistically diverse students, a reading intervention program has to be culturally
sensitive in order to reflect the diversity of the student population (Guzman, 2002). As such,
when adopting a reading program or integrating technology, teacher educators need to critically
question the degree to which the content materials reflect ELLS’ cultural identities.

Gee (2007) reminds teachers that good games “are good for your soul when you play them
with thought, reflection, and engagement with the world around you” (p. 8). In considering the
ways of using technology, both Xiao Nan and Marco suggested that the use of simulations was a
way to keep them motivated and engaged. In Xiao Nan’s case, the adventure gaming
environment contained a list of small achievable goals reflecting his intrinsic motivation.
Marco’s imaginary “Conversation Zone” suggests that role-play games engage him in learning.
These ideas convey the same idea that a good game makes them “feel like they are active agents

(producers) not just passive recipients (consumers)” in the imagery world (Gee, 2007, p. 30).
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Future Investigations

The findings of the study inform Teachers of English to Speakers of Other Languages
(TESOL) professionals about the way in which culturally and linguistically diverse students
perceive the use of the READ 180 reading program. On the macro level, the insights of the
student experiences would contribute to the TESOL field in terms of computer technology helps
meet ELLS’ cultural and linguistic needs and interests. It also helps TESOL professionals
understand issues related to the second language reading process. On the micro level, the use of
the READ 180 reading software program reveals the tensions between research and the
production and marketing of commercial software. As Cummins et al. (2007) pointed out,
current research related to commercial reading programs such as READ 180 are biased as they
are often funded by publishing companies. This study attempted to provide evidence to better
understand the tensions between the development of reading software programs and their use in
the classroom. However, this study contains several limitations and will need future research in
order to continue to develop this topic in the following directions.

Future research could (1) use a critical theory research paradigm to investigate the cultural
and linguistic bias of content materials of READ 180; (2) examine administrators and ESOL
teachers’ experiences of using READ 180; (3) conduct an experimental research to explore the
effectiveness of READ 180 on both struggling readers and English language learners; and (4)
investigate the perspectives of teacher and administrators using READ 180 programs.

First, using “America” and “the United States” interchangeably created cultural conflict for
ELLs who come from South or Central America. Additionally, there was a generic
representation of Hispanic culture in the READ 180 software. These issues emerging from the
data collected in this study suggested that there may be a cultural bias or cultural

overgeneralization that exists in the content materials of READ 180. Future research could focus
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on the socio-cultural and sociopolitical aspects of READ 180 on culturally and linguistically
diverse students. As an alternative, a theoretical framework of critical theory is recommended to
allow researchers to examine the content materials of commercial software through the lens of
culturally relevant pedagogy in order to view the ways in which the ideological elements
contained in the content materials of READ 180 shapes students’ perceptions of social realities.

Second, the findings from this study also noted that READ 180 purports the use of
technology as a means to measure students’ oral reading fluency. The use of recording was a
way to measure students’ reading rate accurately with an immediate test result for learners.
However, this oral reading assessment did not reflect the students’ reading performance levels
because it could only measure the rate of their fluency but not its accuracy. Altwerger, Jordan
and Shelton (2007) remind teachers that reading fluency assessment should reflect students’ rate,
accuracy, and comprehension. Furthermore, future research could investigate the ways in which
ELLs’ accents affect the oral reading fluency assessment. The results of the students’
performance on this assessment is often misleading if the teacher considers integrating it into
his/her grading system. Future researchers should be encouraged to explore the appropriateness
of the reading assessment component of the READ 180 reading program.

Third, as the READ 180 reading program is sold for both struggling readers and ELLs, the
findings also showed some of the materials of READ 180 software program failed to respond to
the unique needs of ELLs. Herein, | have speculated that the READ 180 program favored
struggling readers over the needs of ELLs in terms of the materials relate to the decoding skill.
As the literature of READ 180 conflated struggling readers with ELLSs, there is a need for studies
to investigate the delineation of these two groups. While a majority of studies explored ELLs by

comparing them to their mainstream English-speaking peers, few studies have focused on the
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ways in which ELLs and struggling readers are different in terms of their learning needs and
backgrounds. As mentioned in Chapter 1, both groups may encounter decoding difficulties:
however, while a majority of struggling readers often have weak intrinsic motivation and need
appealing materials to sustain their engagement in reading, ELLs usually possess both intrinsic
and extrinsic motivation (Short & Fitzsimmons, 2007). Meanwhile, oral language development
is not necessarily a concern for struggling readers; it is a key issue, however, for ELLs. When
the READ 180 reading program is sold for both populations, the publisher assumes that the
software program can meet their needs at the same time. There seems to be a need for the public,
including program designers, educators and researchers to clearly understand the different
learning needs between struggling readers and ELLs. Future researchers should be encouraged
to use an experimental study design in order to investigate the effectiveness of READ 180 on
both student populations.

Finally, this study was limited to the understanding of the ways in which culturally and
linguistically diverse populations used the READ 180 reading program; it did not question why
the school purchased and used it. As the findings of this study indicated that READ 180 did not
respond to ELLS’ individual needs, it becomes necessary for future research to investigate the
perspectives of administrators related to their decisions to integrate READ 180 reading program
into their school districts’ curricula. To what extent do they perceive that it helps with their
students’ learning and achievement?

Conclusions

The starting point of this dissertation was my desire to explore the ways in which the
READ 180 reading program reflected adolescent English Language Learners’ cultural and
linguistic backgrounds. Students in their interviews indicated that the diverse backgrounds and

language levels of ELLs made it difficult for READ 180 to respond to their unique cultural and
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linguistic needs. Students in this study demonstrated both an intrinsic and extrinsic motivation to
learn English. Such findings are essential as they distinguish ELLs from struggling native-
English speaking readers (Short & Fitzsimmons, 2007). Although the READ 180 reading
program provided scaffolds and repeated reading practice, the learning needs for both groups
cannot be assumed to be the same. As such, there is a need for READ 180 program to make
distinctions between these two very distinct groups.

Teachers should integrate culturally relevant pedagogy in order to meet the cultural needs
of ELLs. In selecting educational software, teachers have to consider the pedagogical
orientations embedded in the software program and must modify instruction to differentiate
learning for ELLS’ different language ability levels. More importantly, teachers need to avoid
viewing language learning as merely learning discreet language skills. Rather, they need to take
multiliteracies (New London Group,1996) into account by providing a learning environment that

allows ELLs to learn English, their native language, and technology at the same time.
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APPENDIX A
INSTITUTIONAL REVIEW BOARD OF PROTOCOL

Title of Protocol: English language learners’ (ELLS) perceptions of using READ 180

Principal Investigator: Chiu-hui (Vivian) Wu

UFID #: 1184-1963

Degree / Title:

Doctoral student

Department:

ESOL/Bilingual Education
School of Teaching and Learning

Mailing Address:
306 Diamond Village Apt 2
Gainesville, FL 32603

Email Address & Telephone Number:
chw210@ufl.edu

(352) 870-4287

Co-Investigator(s): UFID#:
Supervisor: UFID#:

Dr. Maria Coady, Ph. D.

Degree / Title: Mailing Address:

Assistant Professor

Department:
School of Teaching and Learning

2415 Norman Hall PO Box 117048
Email Address & Telephone Number:
mcoady@coe.ufl.edu

(352) 392-9191 ext. 232

Date of Proposed Research:
November 1, 2008 to October 31, 2009

Source of Funding (A copy of the grant proposal must be submitted with this protocol if funding is involved):

None

Scientific Purpose of the Study:

This study aims to understand the experiences and perceptions of ELL (English Language
Learner) students who are using READ 180, a software program for struggling readers.

Describe the Research Methodology in Non-Technical Language: (Explain what will be done with or to the

research participant.)

This study will use qualitative research techniques, including semi-structured interviews,
classroom observations, and document analysis. A total of 4 middle school, English as a
second language students will be asked to participate in six 30-minute interviews. The
interviews will be conducted individually either during or after school at the student’s
convenience. All interviews will be audio-taped and transcribed. Please see the attached
interview protocols. The goal of the first interview is to obtain information regarding
students' experiences with software, computers, and technology. The second interview will
be based on the first observation that will take place. The third and the remainder of the
follow up interviews will follow a similar format to the second, i.e., questions will be based
on the previous observation of the student’s interaction with the READ180 software.

As for the observation, a maximum of 30 hours will be spent observing how participants use
READ 180. Please see attached for the observation protocol.

Documents, including READ 180 program related electronic and print materials, and
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students’ journals and logs, related to the use of READ 180, will be collected and analyzed.
Data will be used only for this study and will not be used for any other reason. All audio
recordings will be destroyed upon completion of the study and no identifying information
will be retained upon completion of the study

Describe Potential Benefits and Anticipated Risks: (If risk of physical, psychological or economic harm may
be involved, describe the steps taken to protect participant.)

Benefits: The results of the study will inform ESOL (English to Speakers of Other
Languages) teacher education regarding the use of READ 180 to promote literacy for ELLs.
Risks: There are no known risks associated with this study.

Describe How Participant(s) Will Be Recruited, the Number and AGE of the Participants, and Proposed
Compensation:

The age range of students is 12-15 years old. No compensation will be provided for
participation.

Describe the Informed Consent Process. Include a Copy of the Informed Consent Document:

First, the principal investigator will contact the county school district and submit required
documents (copies of IRB-approved protocols and consent forms). The district will then
contact the school principal for permission to conduct research and data collection in the
classroom. Once permission has been granted, the Pl will contact the teacher and will
distribute the consent and assent forms at school. Before conducting interviews or
observations, and collecting any documents, participants and their parents will sign informed
consents and students will sign informed assents. Once signed, a copy of each consent and
assent form will be provided to the families. Participation in this study is completely
voluntary. There is no penalty for not participating in this study.

English, Spanish, and Chinese versions of the informed consent will be provided for the
parents of the participants, depending on which language in which they are able to read and
write.

Principal Investigator(s) Signature: Supervisor Signature:

Department Chair/Center Director Signature: Date:
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APPENDIX B
TEACHER INFORMED CONSENT

Dear Educator:

| am a doctoral student in the College of Education at the University of Florida conducting
research for my dissertation on English language learners’ (ELLS) experiences of using READ
180. 1 am conducting this research under the supervision of Dr. Maria Coady. The purpose of
this study is to understand English Language learners’ experiences of using READ 180.

With your permission, | would like to interview and observe some of your students. These
interviews will last about 30 minutes and will be scheduled at your convenience as well as the
convenience of your students. With your permission, | would like to audiotape these interviews.
Only I will have access to the audiotapes, which | will transcribe personally, removing any
identifiers during transcription and replacing all names with pseudonyms. Also, | would like to
do observations in your classroom for four weeks; four times per week. During the observations,
I would like to take field notes. All confidential material will be stored in a locked drawer in my
office.

There are no anticipated risks, compensation, or other direct benefits to you as a participant
in this study. You are free to withdraw consent, and you may discontinue your participation in
the study at any time without consequence.

If you have any questions about this research protocol, please contact me, Chiu-Hui
(Vivian) Wu at (352) 870-4287 or chw210@ufl.edu. You also may contact my faculty
supervisor, Dr. Maria Coady, at (352) 392-9191 ext. 232 or mcoady@coe.ufl.edu. Questions or
concerns about your rights as a participant may be directed to the UFIRB office, University of
Florida, Box 112250, Gainesville, FL 32611, (352) 392-0433.

If you would like to participate in this study, please sign and return a copy of this letter to
me. A second copy is provided for your records. By signing this letter, you are agreeing to be
part of this study. By doing so, you are giving me permission to use the data | collect from your
students. The findings from this data will be reported and published as my dissertation. Also, by
signing, you are giving permission to use these data in future academic presentations and
publications, with the understanding that your identity will be kept confidential.

Thank you,

Chiu-hui (Vivian) Wu

Date

I have read the procedure described above for the study entitled, “English language learners’
perceptions of using READ 180.” | voluntarily agree to participate in the study and have
received a copy of this description.

Your name Date

186


mailto:chw210@ufl.edu�
mailto:mcoady@coe.ufl.edu�

APPENDIX C
STUDENT ASSENT FORM

Dear Student,

I am a student in the College of Education at the University of Florida. 1 am doing a
research project to understand how you use READ 180. | am looking for students to take part in
the study.

If you agree, | would like to watch you while you are working with READ 180 for four
weeks, four times per week. | will take notes about what | see and interview you about your
experience with READ 180. Depending on my observations, | will do up to six interviews with
you. During these interviews | will ask you questions about your experiences using READ 180.
These interviews will be tape recorded and last no longer than 30 minutes. The interviews will
not interrupt your daily class schedule; they will take place after your school day or at your
convenience. | would also like to collect some of your school work, such as your journals or
logs related to READ 180.

This study will help me understand how you work with READ 180. It is completely your
choice whether or not you decide to participate in this project, and there will be no penalty if you
choose not to participate. There is no money or other forms of compensation given for joining in
this study. This project will not affect your grade in your class in any way. | will use a fake
name so that your real name will not be shown in any of my project study. | would like to ask
for your agreement. You also have the right to stop participating in the project at any time.

| am really looking forward to learning from you about how you work with READ 180.

Thank you for your help.

Chiu-Hui (Vivian) Wu
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APPENDIX D
PARENT CONSENT FORM-ENGLISH

Dear Parent,

| am a doctoral student in the College of Education at the University of Florida conducting
my dissertation for the use of the READ 180 software with English language learners (ELLS). |
am conducting this research under the supervision of Dr. Maria Coady. The purpose of this
study is to understand ELLS’ experiences of using READ 180. | am asking your son or daughter
to participate in this study because I would like to know about students’ experiences of working
with the READ 180 software.

I would like to do observations for four weeks, four times per week. | will observe him/her
during class when he/she is using the READ 180 software. | will take field notes during these
observations and I will conduct a maximum of six interviews with your son/daughter that will
serve as data for the study. The interviews will be tape-recorded and last no more than 30
minutes and will be scheduled with the teacher’s permission and at the convenience of your son
or daughter. I will not conduct any interviews until | have received permission from you in the
form of a signed consent. The tape-recording will be kept in a locked drawer in my office and
will be destroyed after transcription. | may also collect some sample reading and writing work
from your son or daughter.

Your son or daughter’s identity will be kept entirely confidential as required by law. There
are no anticipated risks, compensation, or other direct benefits to your son or daughter as a
participant in this study. Your child is free to withdraw from the study at any time without
consequence. Also, your child’s school grade will not be affected by this study regardless of
their participation.

If you have any questions about this research protocol, please contact Chiu-Hui (Vivian)
Wu at (352) 870-4287 or chw210@ufl.edu. You also may contact my faculty supervisor, Dr.
Maria Coady, at (352) 392-9191 ext. 232 or mcoady@coe.ufl.edu. Questions or concerns about
your child’s rights as a participant may be directed to the UFIRB office, University of Florida,
Box 112250, Gainesville, FL 32611, (352) 392-0433.

If you agree to have your son or daughter participate in this study, please sign and return a
copy of this letter to me. A second copy is provided for your records. By signing this letter, you
are giving me permission to collect interview and observation data with your son or daughter.
The data from this study will be submitted as part of my doctoral dissertation. Additionally the
data from this study may also be used in future presentations and publications.

Thank you,

Chiu-hui (Vivian) Wu

Date

I have read the procedure described above for the study entitled, “English language learners’
perceptions of using READ 180.” | voluntarily agree to have my child to participate in the study
and have received a copy of this description.

Parent’s name Date
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APPENDIX E
PARENT CONSENT FORM-SPANISH

Queridos Padres de Familia,

Soy una estudiante haciendo mi doctorado en el Instituto de Educacién de la Universidad de la
Florida. Estoy conduciendo una investigacion para un proyecto de curso cuyo objetivo es estudiar el uso
de lectura (READ 180) para estudiantes de ESOL. Estoy conduciendo esta investigacion bajo la
supervision de la Dra. Maria Coady. El propdsito de este estudio es el de entender cuales son las
perspectivas de los maestros y de los estudiantes concerniente a un programa especifico de computadora
de lectura. Estoy preguntando si su hijo/hija puede participar en este estudio porque nos gustaria saber
acerca de las experiencias de los estudiantes con el programa de computacion de lectura.

Con su permiso, me gustaria observar a su hijo/hija por el término de cuatro semanas. Durante
estas cuatro semanas, observare a su hijo/hija cuatro veces cada semana. Lo observare durante el
transcurso de tiempo que la clase use el programa de lectura. Durante estas observaciones tomaremos
notas de campo y conduciremos un maximo de seis entrevista con su hijo/hija. La informacion
recolectada servird como datos para el estudio. La entrevista serd grabada en un cassette de audio y no
durara mas de 30 minutos. Estas entrevistas seran planeadas con el permiso de el/la maestro(a) tan pronto
hayamos recibido una copia de este consentimiento firmado por usted. Asimismo, estare recolectando
algunas muestras del trabajo de lectura y escritura de su estudiante. La identidad de su hijo/hija sera
guardada de manera confidencial como es requerido por la ley, remplazando todos los nombres reales por
nombres ficticios. Dos meses despues de finalizar este estudio, todos los cassettes con las entrevistas
seran destruidos. Ademas, la decision de participar o no en este estudio no afectara de ninguna manera las
calificaciones de su hijo/hija.

No hay ningln riesgo anticipado, ningunas compensaciones, u otros beneficios directos hacia su
hijo/hija como participante de este estudio. Su hijo/hija es libre de retirar su consentimiento y puede
descontinuar su participacion en cualquier momento sin ninguna consecuencia.

Si tiene algunas preguntas acerca del protocolo de esta investigacion, por favor contacte a Chiu-
Hui (Vivian) Wu al (352) 870-4287 0 a su correo electronico chw210@ufl.edu. Usted también puede
contactar a mi supervisora de facultad, Dr. Maria Coady, al (352) 392-9191 ext. 232 0 a su correo
electronico mcoady@coe.ufl.edu. Cualquier pregunta o preocupacion acerca de los derechos de su
estudiante como participante pueden ser dirigidas a la oficina de UFIRB, Universidad de Florida, Box
112250, Gainesville, FL 32611, (352) 392-0433.

Por favor firme y devuélvame esta copia de esta carta. Una copia adicional serd proveida para sus
registros. Al firmar esta carta nos esta dando permiso para recoger datos de entrevistas y observaciones de
su hijo/hija. Al firmar, también me da el permiso de usar los datos de su hijo/hija en presentaciones y
publicaciones académicas.

Se lo agradegco,

Chiu-Hui (Vivian) Wu

Date

He leido el procedimiento descrito arriba para el estudio titulado, “La percepcion de los masestros e
estudiantes de segundo idioma sobre un programa de computacion de lectura (READ 180).” Acepto
voluntariamente que mi hijo/hija participe en este estudio y he recibido una copia de esta descripcion.

Parent’s name (Nombre del Padre/Madre) Date (Fecha)

Child’s name (Nombre del Estudiante) Date
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APPENDIX F
PARENT CONSENT FORM-CHINESE
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APPENDIX G
STUDENT INTERVIEW PROTOCOL

First Interview

The first interview is to obtain information regarding students' experiences with software,
computers, and technology.

Introduction: Thank you for participating in this study. | would like to ask you a few more
questions about your experiences with software, computers and technology. Do you have any
concerns before we begin?

1.

2.

RoOooo~No O

12.

13.

14,
15.

Tell me about yourself.

Have you been using reading software at home?

What kind of things would you do on the computers at home?
What kind of things do you do on the computers at school?
Tell me what you think of Reading Zone of READ 180.

Tell me what you think of Word Zone of READ 180.

Tell me what you think of Spelling Zone of READ 180.

Tell me what you think of Success Zone of READ 180.
What kind of books do you read in independent reading station?

. Which parts of the READ 180 rotation (teacher/computer/independent reading station) do

you like best? Why?

. Which parts of the READ 180 rotation (teacher/computer/independent reading station) do

you not like at all? Why?

Which parts of the READ 180 rotation (teacher/computer/independent reading station) are
most helpful for you? Why?

Which parts of the READ 180 rotation (teacher/computer/independent reading station) are
least helpful for you? Why?

If you could change READ 180, what would you change?

Is there anything you would like to add?

191



Sample second interview protocol (Marco)

Tell me what you have put in your binder related to READ 180 (reading logs).

I saw you sat in front of the computer and reading the book called The Star Fisher. How
was the book? Was it a READ 180 audio book?

Why did you prefer to read an audio book to a paperback book?

I also saw you were chatting with the boy who sat on your right, did this mean you were
bored with the book (what were you talking about)?

I saw you worked with Eva on the worksheet on Wednesday. Do you like to learn English
with others better than being alone?

How do you see READ 180 help you speak English?

How do you see READ 180 help you write in English?

Sample third interview protocol (Isabel)
Tell me about what you put in your binder related to READ 180.
Tell me what you put in your reading log.
How did you like the book you just read Love letters?

Eva told me that she had read all the READ 180 books, have you got a chance to read all
the books?

Yesterday, | saw you were doing the skill of READ 180. How do you feel about the
worksheet that helps you understand English grammar?

What did you do in the small group discussion? How did you feel about this activity?

(I know they were working on finding the main idea and the supporting ideas but would
like her to tell me.)

How do you see READ 180 help you speak in English?

How do you see READ 180 help you write in English?

Sample fourth interview protocol (Eva)

I saw you picked up a book from the READ 180 shelf, what did you read on Thursday?

192



10.

11.

12.

I thought you were more interested in Inkspell because you were reading it the other day,
why didn’t you continue to read Inkspell on Thursday?

How did you feel about Marco who was trying to share the video he saw from a READ
180 lesson?

Tell me about how you think of the article The act of sharing.
Tell me about the immigrant lesson that you learned with Ms. Anderson on Thursday.
How did you think of the concept of immigrant?

How did you think of the content that talks about U. S. citizen?

Sample fifth interview protocol (Isabel)

I saw you checked out books from the library, how do you compare books from the library
to the READ 180 books?

I saw you were reading the book The Good Fight the other day, what do you think of it?
What’s the book about? How do you like this kind of books?

In your last interview, you mentioned that The band is the least favorite book. Why don’t
you like this kind of books?

| saw you were at In Search of Rain. How do you think of the content?

You mentioned that you don’t record yourself that much in your last interview. What do
you think the purpose of recording your voice? Do you know why you are asked to record
your voice?

How do you think the READ 180 program prepares you for the FCAT?

Lat time you told me that Reading Zone is not your favorite (“It’s not my favorite but I like
it.”) What do you mean by that?

How do you see READ 180 help you write?

Have you experienced any technical problems when you use READ 180? How does it
influence your learning?

Are you concerned about your score in READ 180?

Have you learned some strategies from READ 180 that you know how to read better in
English?

You mentioned that sometimes the program go slow, can you tell me more about how it
happens? How does the READ 180 software influence your learning?
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13.

14.

15.

How do you see READ 180 help you learn science and social studies?

I’ve never seen you using audio books of READ 180, have you ever read audio books?
Why or why not?

In our last interview, I asked you questions “If you could make one change of READ 180,
what you like to have?” You’ve said that you would like to make the video longer. Is there
anything you would like to remove?

Sample sixth interview protocol (Xiao Nan)

What are the things you do in the skill section?

When you record your speech, have you skipped any sentences or words that you don’t
know?

Most of the time, the program tell you what is right and what is wrong. Do you have the
experience that you may mispronounce a word, but the program does not tell you that is
wrong?

Last time you told me that you would like READ 180 to add more activities. Can you tell
me a bit more it?
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APPENDIX H
STUDENT OBSERVATION PROTOCOL

The total of observational hours: 10 hours/per student (approximately 5 or 