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Abstract 

 Reading is an important part of learning because we need reading to be able to learn. 

However, many students frequently struggle with this process due to specific learning 

difficulties, gaps in the process of reading, teaching methodologies, or lack of early 

identification and intervention. The purpose of the study was to examine the importance of 

involving parents/guardians in the learning process of their children and the possibility of 

training them to be able to help students learning using Orton-Gillingham's evidence-based 

strategies. The question guiding my inquiry was: What is the impact of parents/guardians’ 

academic support through the use of evidence-based strategies on children’s reading 

development?  

The study methodology used a mixed-methods approach to investigate the impact of 

having trained parents/guardians supporting emerging readers at home. The investigation 

included an experimental (parent implemented) and a comparison group. Quantitative data 

were collected with standardized testing and qualitative data were collected through 

interviews. Findings revealed that student reading improvement was comparable for both the 

parent-implemented and the skilled teacher support groups.  Additionally, the program 

impacted parent confidence and strengthened aspects of the parent-child relationships. 

 

 

 

 

 

 

 

Keywords: reading, intervention, parental involvement, Orton-Gillingham approach.  



HOME CONNECTIONS 

 
iv 

Table of Contents 

Acceptance ................................................................................................................................ ii 

Abstract .................................................................................................................................... iii 

Table of Contents ...................................................................................................................... iv 

List of Tables ............................................................................................................................. x 

List of Figures ........................................................................................................................... xi 

Ackowledgements ................................................................................................................... xii 

Dedication .............................................................................................................................. xiii 

CHAPTER 1: INTRODUCTION AND BACKGROUND ....................................................... 1 

Challenges for Schools to Provide Supports for Students ..................................................... 2 

Parents/guardians involvement in academic support ......................................................... 2 

Evidence-based instructional practices .............................................................................. 3 

Special education eligibility ............................................................................................... 4 

Personal Context .................................................................................................................... 5 

Early Literacy Experiences ................................................................................................ 5 

Academic Studies............................................................................................................... 6 

Master’s Studies ................................................................................................................. 7 

Working as an EA in BC ................................................................................................... 7 

Challenges to Inclusion in the Classroom. ..................................................................... 8 

One-size-fits-all Approach. ........................................................................................ 8 

Students’ Engagement. .............................................................................................. 9 

Academic Exclusion ................................................................................................ 10 

Lack of Resources. ................................................................................................... 10 

Parental Involvement. .............................................................................................. 11 

Significance of the Study ..................................................................................................... 11 

The Orton-Gillingham Context ............................................................................................ 13 

Definition of Terms.............................................................................................................. 14 

Overview of the Study ......................................................................................................... 15 

CHAPTER TWO: THEORETICAL FRAMEWORK AND LITERATURE REVIEW ......... 16 

Theoretical Framework ............................................................................................................ 16 

Sociocultural Theory ............................................................................................................ 16 

The Role of Social Interaction ......................................................................................... 16 

Zone of Proximal Development ....................................................................................... 17 

Reading Acquisition Theories.............................................................................................. 18 



HOME CONNECTIONS 

 
v 

Literature Review..................................................................................................................... 19 

Effective Elements of Reading Interventions ...................................................................... 19 

Importance of Providing Early Intervention ........................................................................ 23 

The Orton-Gillingham Instructional Approach ................................................................... 26 

Influence of Parental Involvement on Children’s Academic Achievement ........................ 29 

Conclusion ........................................................................................................................... 32 

CHAPTER THREE: METHODOLOGY ................................................................................ 34 

Introduction .......................................................................................................................... 34 

Mixed-Methods Design ....................................................................................................... 34 

Convergent Parallel Mixed-methods Design ................................................................... 35 

The Intervention Design Trial .......................................................................................... 35 

Researcher’s Positioning within the Study .......................................................................... 36 

Post-positivism ................................................................................................................. 36 

Constructivism ................................................................................................................. 37 

Social Constructivism and Learning ................................................................................ 37 

My Positioning of the Study ............................................................................................ 38 

Applicability of Data to Research Question ........................................................................ 39 

Recruitment ...................................................................................................................... 39 

Participants ....................................................................................................................... 39 

Experimental and Comparison Groups ........................................................................ 39 

Ethical Considerations ......................................................................................................... 40 

Overview of the Study ......................................................................................................... 41 

Phase 1 ............................................................................................................................. 42 

Phase 2 ............................................................................................................................. 42 

Experimental Group. .................................................................................................... 42 

Comparison Group. ...................................................................................................... 43 

Materials. ..................................................................................................................... 43 

Environment. ................................................................................................................ 43 

Training Sessions. ........................................................................................................ 43 

Intervention Session Procedures. ............................................................................. 43 

Phase 3 ............................................................................................................................. 44 

Phase 4 ............................................................................................................................. 44 

Phase 5 ............................................................................................................................. 44 

Final Report. ................................................................................................................ 44 

Data Sources ........................................................................................................................ 44 



HOME CONNECTIONS 

 
vi 

DIBELS 8th edition .......................................................................................................... 46 

DIBELS Measures. ...................................................................................................... 46 

Nonsense Word Fluency (NWF) and Word Reading Fluency (WRF). ................... 46 

Nonsense Word Fluency (NWF). ............................................................................ 47 

Word Reading Fluency (WRF). ............................................................................... 47 

Oral Reading Fluency (ORF). .................................................................................. 47 

Maze. ........................................................................................................................ 47 

Interviews ......................................................................................................................... 47 

Interview 1. .................................................................................................................. 48 

Interview 2. .................................................................................................................. 48 

Field Notes ....................................................................................................................... 48 

Data Analysis ....................................................................................................................... 49 

Validity and Reliability ........................................................................................................ 50 

Qualitative Validity and Reliability ................................................................................. 50 

Quantitative Validity and Reliability ............................................................................... 51 

Reliability of the DIBELS 8th Edition......................................................................... 51 

Validity of the DIBELS 8th Edition. ........................................................................... 52 

Conclusion ........................................................................................................................... 52 

CHAPTER FOUR: DATA ANALYSIS AND RESULTS ...................................................... 53 

Introducing Participants ....................................................................................................... 53 

Quantitative Measures ......................................................................................................... 55 

DIBELS 8th Edition Scores .............................................................................................. 55 

Raw Scores................................................................................................................... 55 

Composite Scores......................................................................................................... 55 

Data Analysis of Quantitative Measures.............................................................................. 56 

Raw Scores Measures ...................................................................................................... 56 

Data Analysis Comparison Group Student 1 (CGST1). .............................................. 57 

Data Interpretation Comparison Group Student 1 (CGST1). ...................................... 58 

Nonsense Word Fluency (NWF). ............................................................................ 58 

Word Reading Fluency (WRF). ............................................................................... 58 

Oral Reading Fluency (ORF). .................................................................................. 58 

Maze. ........................................................................................................................ 58 

Data Analysis Comparison Group Student 2 (CGST2). .............................................. 58 

Data Interpretation Comparison Group Student 2 (CGST2). ...................................... 59 

Nonsense Word Fluency (NWF). ............................................................................ 59 



HOME CONNECTIONS 

 
vii 

Word Reading Fluency (WRF). ............................................................................... 60 

Oral Reading Fluency (ORF). .................................................................................. 60 

Maze. ........................................................................................................................ 60 

Data Analysis Experimental Group Student 1 (EGS1). ............................................... 60 

Data Interpretation Experimental Group Student 1 (EGS1). ....................................... 61 

Nonsense Word Fluency (NWF). ............................................................................ 61 

Word Reading Fluency (WRF). ............................................................................... 61 

Oral Reading Fluency (ORF). .................................................................................. 61 

Maze. ........................................................................................................................ 62 

Data Analysis Experimental Group Student 2 (EGST2). ............................................ 62 

Data Interpretation Experimental Group Student 2 (EGST2)...................................... 62 

Oral Reading Fluency (ORF). .................................................................................. 63 

Maze. ........................................................................................................................ 63 

Reading Accuracy Measures............................................................................................ 63 

Reading Accuracy Data Analysis. ............................................................................... 63 

Reading Accuracy Data Interpretation......................................................................... 64 

Composite Scores............................................................................................................. 64 

Composite Scores Data Analysis. ................................................................................ 64 

Composite Scores Data Interpretation. ........................................................................ 65 

Experimental Group and Comparison Group Development ............................................ 65 

Qualitative Measures ........................................................................................................... 71 

Qualitative Data Analysis and Coding Procedures .............................................................. 71 

First Cycle of Coding ....................................................................................................... 72 

Second Cycle of Coding .................................................................................................. 73 

Third Cycle of Coding ..................................................................................................... 73 

First Interview Findings and Analysis ............................................................................. 74 

Parents/Guardians Reading History. ............................................................................ 75 

Parents/Guardians’ Perceptions of their Children Reading History. ........................... 75 

Parents/guardians and Children’s Emotions. ............................................................... 76 

Parents/guardians’ Expectations. ................................................................................. 76 

Strategies and Resources.............................................................................................. 77 

Analysis of First Interview........................................................................................... 78 

Second Interview Findings and Analysis ......................................................................... 78 

Parents/Guardians and Students’ Emotions. ................................................................ 79 

Family Relationships. .................................................................................................. 79 



HOME CONNECTIONS 

 
viii 

Parents/Guardians’ Perceptions of their Children’s Behaviour. .................................. 80 

Perceptions About Progress. ........................................................................................ 80 

Efficacy of Training and Support. ............................................................................... 80 

Usefulness of Strategies and Resources. ...................................................................... 81 

Benefits of the Process. ................................................................................................ 82 

Analysis of the Second Interview. ............................................................................... 83 

Conclusion ........................................................................................................................... 83 

CHAPTER FIVE: MIXED METHODS ANALYSIS AND DISCUSSION ........................... 85 

Introduction .......................................................................................................................... 85 

Impact of Orton-Gillingham on Student Literacy Development ......................................... 86 

Qualified Teacher vs Trained Parent Intervention ............................................................... 86 

Discussion ........................................................................................................................ 87 

Theme #1: Parental/guardians Use of Orton-Gillingham Approach Supports Child’s 

Progress ................................................................................................................................ 87 

Discussion ........................................................................................................................ 89 

Theme # 2: Supporting Children at Home Improves Parental Confidence ......................... 91 

Discussion ........................................................................................................................ 91 

Theme # 3: Parents/guardians’ Support Encourages Children’s Empowerment and 

Independence in their Learning ........................................................................................... 92 

Discussion ........................................................................................................................ 92 

Theme # 4: The Type of Resources, Strategies and Attitudes Enhances Parent-Child 

Engagement.......................................................................................................................... 94 

Resources and Materials .................................................................................................. 94 

Discussion. ................................................................................................................... 95 

Positive Attitude............................................................................................................... 96 

Discussion. ................................................................................................................... 96 

Learning Strategies .......................................................................................................... 97 

Discussion. ................................................................................................................... 97 

Theme # 5: Guided Parental Support Boosts Parent/guardian-Child Relationships and 

Home-School Relationships................................................................................................. 98 

Parent/guardian-Child Relationships ............................................................................... 98 

Discussion. ................................................................................................................... 99 

Home-School Relationships........................................................................................... 100 

Discussion. ................................................................................................................. 101 

Summary ............................................................................................................................ 102 

Limitations of the Study..................................................................................................... 103 



HOME CONNECTIONS 

 
ix 

Recommendations .............................................................................................................. 104 

Recommendations for Future Research ............................................................................. 105 

Conclusion ......................................................................................................................... 107 

References .......................................................................................................................... 108 

APPENDICES ....................................................................................................................... 128 
 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 



HOME CONNECTIONS 

 
x 

List of Tables 

Table 1: Data Collection Timeline for Experimental and Comparison Group ....................... 41 

Table 2: Data Collection Sources for Experimental Group .................................................... 45 

Table 3: Data Collection Sources for Comparison Group ...................................................... 45 

Table 4: Comparison Group Student 1 Raw Scores ............................................................... 57 

Table 5: Comparison Group Student 2 Raw Scores ............................................................... 58 

Table 6: Experimental Group Student 1 Raw Scores ............................................................. 60 

Table 7: Experimental Group Student 2 Raw Scores ............................................................. 62 

Table 8: Oral Reading Fluency Accuracy (ORF) ................................................................... 63 

Table 9: Composite Scores ..................................................................................................... 64 

Table 10: Third Cycle of Coding for Interviews 1 & 2 .......................................................... 73 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 



HOME CONNECTIONS 

 
xi 

List of Figures 

Figure 1: DIBELS 8th edition Timeline of Subtest Availability by Grade ............................ 56 

Figure 2: Assessment Report Comparison Group Student 1 .................................................. 57 

Figure 3: Assessment Report Comparison Group Student 2 .................................................. 59 

Figure 4: Assessment Report Experimental Group Student 1 ................................................ 60 

Figure 5: Assessment Report Experimental Group Student 2 ................................................ 62 

Figure 6: Oral Reading Fluency Accuracy (ORF) .................................................................. 63 

Figure 7: Composite Scores .................................................................................................... 65 

Figure 8: Non-Sense Word Fluency Part 1 ............................................................................. 66 

Figure 9: Non-Sense Word Fluency Part 2 ............................................................................. 67 

Figure 10: Word Reading Fluency.......................................................................................... 67 

Figure 11: Oral Reading Fluency............................................................................................ 68 

Figure 12: Maze ...................................................................................................................... 69 

Figure 13: Reading Accuracy ................................................................................................. 70 

Figure 14: Composite Scores .................................................................................................. 70 

 

 

 

  



HOME CONNECTIONS 

 
xii 

Ackowledgements 

I wish to thank all the people whose assistance was a landmark in the completion of 

this study. I would like to pay my special regards to my supervisor Dr. Ana Vieira for her 

guidance and patience throughout the development of the study and also for believing in me 

and my will for wanting to help children. To Dr. Amanda Wager for setting the base of 

knowledge and the steps that lead my way through the process and for setting high 

expectations from the beginning, that helped me shape my academic goals higher than I could 

imagine possible. To Dr.Veronica Smith for being there to answer all my questions. doubts 

about quantitative studies, giving me resources to work with and being my second reader. To 

Bob Esliger for allowing me to have a real working experience in which my idea of the study 

first started. To the parents that work with me, because without their hard work and 

perseverance this would not be possible.  

I would like to pay my most special regards to the students that worked with me 

because they made this study feasible. Thank you for your hard work and for your 

willingness to work with me. I am very proud of what you have accomplished and I sincerely 

believe you will achieve greater things in your life. Each one of you has a special place in my 

heart. 

I would like to thank my husband for his support. His continuing encouragement 

during this time has been invaluable. 

 

 

 

 

 

 



HOME CONNECTIONS 

 
xiii 

Dedication 

I dedicate this to all emerging readers that may need a hand, to ask them to reach out 

to someone. I also dedicate this to all the teachers that may need time to stop and think about 

the importance of reading and to analyze which students may be needing additional help, and 

are too afraid to speak up for themselves. 

 

 



HOME CONNECTIONS 

 
1 

CHAPTER 1: INTRODUCTION AND BACKGROUND 

The phrase, “tell me and I forget, teach me and I remember, involve me and I learn” 

attributed to Benjamin Frankling and others (Quoteinvestigator, 2019) is often used in 

education to emphasize that learning is all about the involvement in what individuals are 

taught. Franklin’s quote refers to the importance of allowing students to get involved in the 

learning process. In other words, it is not only a matter of transmitting knowledge to students 

but instead providing them with experiences that allow them to truly incorporate knowledge. 

Therefore, the more teachers focus on involving students in their own learning, the more 

likely teachers are to create a lasting educational experience. Reading is an important part of 

learning because we need to know how to read in order to be able to learn. However, there 

are many students who frequently struggle with this process due to specific learning 

difficulties because of gaps in the process of reading, teaching methodologies, or lack of 

early identification and intervention.  

In British Columbia (BC), reading disabilities are included in the learning disability 

category. According to the BC Ministry of Education (2016), “learning disabilities result 

from impairments in one or more processes related to perceiving, thinking, remembering or 

learning. These include, but are not limited to language processing, phonological processing, 

visual-spatial processing, processing speed, memory and attention, and executive functions” 

(p. 55). Consequently, a reading disability can be related to difficulties in decoding, phonetic 

knowledge, word recognition, and comprehension (BC Ministry of Education, 2016). Even 

though a designation of a learning disability does  not qualify for extra funding, they are a 

high incidence designation due to their increasing frequency over the years, and they could 

also be accompanied by other disorders (British Columbia Teachers Federation, 2017). 

According to the Participation and Activity Limitation Survey (PALS) Statistics 

Canada (2006), 3.2% of Canadian children had a strong learning disability (as cited in Katz, 

2013) and according to The Conference Board of Canada (2014), 25.3% of students in BC 
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had inadequate reading skills. This means that there is still a group of students who are not 

able to read at grade level and are not receiving the supports they need. These children spend 

the most formative early school years of their lives without explicit intervention. Research 

shows that students that do not receive supports when they need them early on, then their 

achievement gap widens making school increasingly challenging for them (Juel 1998; Strag, 

1972).  

Challenges for Schools to Provide Supports for Students   

 In trying to provide the best supports for students that are experiencing difficulties, 

there are some challenges that schools are facing such as parents/guardians involvement in 

academic development,  teachers difficulties on understanding how evidence-based practices 

work and how to implement them and due to the number of referrals, the difficulty on 

prioritizing special services eligibiltity (Naylor, 2002; Werts, et al., 2014).  

Parents/guardians involvement in academic support 

One of the challenges schools may be facing is including family members in the 

learning process of the students. According to Statistics Canada (2010), 81% of family 

members indicated attending school to participate in social activities such as helping in 

fundraising, parent-school associations, parent advisory committees, or parent council 

meetings. Even though parents are connected with the school’s activities, there is no specific 

data in this study on how many actually help with homework, studies, or reading. According 

to this research, parents/guardians’ major presence was for social activities rather than 

academic activities (Statistics Canada, 2010).  

Research has shown that family involvement in student learning is beneficial for 

student reading achievement (Castro, et al., 2015; Crosby, Rasinski, et al., 2015; Kupzyk & 

Daly, 2017; Park, et al., 2017; Wilder, 2014). Park at al. (2017) found additional indications 

of a positive learning environment in schools if family members were involved in school 

activities; they also found that family members’ involvement increased standards in math, not 
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just in reading achievement, and that giving family members opportunities to get involved in 

the school program transfers some of the responsibility for the instructional program from 

school to family members. 

Teachers can serve as effective trainers for family members by demonstrating 

increased use of evidence-based strategies and therefore providing high-quality instruction to 

help children meet or exceed expectations in reading (Kupzyk & Daly, 2017). Furthermore, 

Castro et al. (2015) suggested that high academic expectations, school communication, and 

promoting reading habits at home showed positive associations between family involvement 

and academic achievement. Crosby et al. (2015) affirmed that long-term involvement of 

caregivers in children’s early literacy learning could have a significant impact on their 

development in reading fluency and word recognition.  

In summary, family involvement plays an important role in student achievement and 

has positive outcomes at the elementary level (Wilder, 2014). With this intention, providing 

family members with the tools to help emerging readers would help students improve and 

family members would further be involved in and responsible for their children’s learning.  

Evidence-based instructional practices 

Another challenge that schools face is the teachers’ use of evidence-based practices. 

Several authors have studied the perceptions of the use of evidence-based practices. Guckert, 

et al. (2016) studied the perceptions of special education teachers in the use of Evidence-

Based Practices (EBP). The authors found that levels of awareness affect the use of evidence-

based practices. Teachers who had more knowledge (e.g., highly qualified) about evidence-

based practices tended to use, trust, and share research often, while teachers with less 

awareness did not rely on it or even use it in their teaching. The authors also found that 

knowledgable teachers personalized (i.e., modified or altered) EBP and produced positive 

outcomes, in contrast with less knowledgeable teachers who produced negative outcomes for 

students. This research shows that even if teachers have awareness of EBP they may still not 
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use it with fidelity. They still modify practices, and students’ outcomes are jeopardized from 

these modifications.  

Another study by Boardman, et al. (2005) related to teachers’ views of research-based 

practices showed that even if school districts request that teachers use particular programs, 

teachers continue to use what had worked for them before (Boardman et al., 2005). Teachers 

reported that professional development workshops are not directed to them and to their 

students, therefore they feel pessimistic because the information and strategies that are taught 

in Profesional Development in-services don’t meet the needs of their specific population: “In-

service training and other types of professional development often result in fragmented, 

ineffectual attempts to correct surface issues that do not match the distinct characteristics of 

special education classrooms” (Boardman et al., 2005, p. 177). This study suggests a gap in  

communication between what districts think teachers need and what teachers are asking for.   

Special education eligibility 

A third challenge that schools face is deciding who needs additional support because 

of the high number of referrals. According to Statistics Canada (2010), 69% of children in 

BC required special education services for a learning disability, while 29% of children with 

disabilities in BC reported having difficulties in receiving special education services. The 

reasons for these difficulties included insufficient levels of staffing or services (71%), 

difficulties in getting assessed (51%), parent-school communication problems (38%) and 

unavailability of services nearby (35%).  

Considering this information, not all students who require academic supports are 

eligible for special education services. Trying to become eligible could also be a waste of the 

parents’ time and money as well as a way for parents to avoid responsibility for participating 

in children’s academic activities because the Province would be providing all sorts of 

supports and consistently trying to find different ways to help children in need. While family 
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members wait for assessments to be part of eligible criteria, training family members to help 

their children with learning disabilities can shorten the gap of learning.  

Research confirms that there are many benefits of early intervention in students 

experiencing difficulties in reading (Ball & Blachman, 1991; Blachman, 1984; Blachman, 

1997; Blachman, et al., 1994; Bus & Van Ijzendoorn, 1999; Ehri, et al., 2001; Foorman, et 

al., 1998; Foorman, et al., 1991; Schenck, et al., 1980; Torgesen, 2004; Vadasy & Sanders, 

2008). What if this early intervention could be given by family members? Reese et al. (2010) 

provided a body of evidence that supports the value of implementing family members 

interventions for children’s early learning skills. They concluded that family members are an 

important resource for improving children language and literacy.   

In summary, in the light of the challenges that schools may be facing to provide the 

supports for every student and the need to help students early in life, traning parents to 

deliver evidence-based strategies to their children could help closing the learning gap.  

Personal Context  

Early Literacy Experiences 

As I was growing up, I consistently found learning challenging. I was a responsible 

and competent student; however, reading, writing, and math were always difficult for me. I 

had extra support inside the school from support teachers and outside school from private 

tutors and my parents on a regular basis, and, yet, I remember fainting every time I had a test. 

I went during recess to get additional help from the teachers, and I spent long hours working 

on homework. Fortunately, there were some teachers that really made a difference in my 

learning experience. They took the time to find different ways to teach me. Some teachers 

made me feel that as long as I worked hard, everything was going to be fine. They believed in 

me, and they were able to see my strengths, while other teachers did not seem to 

notice. When I became a teacher, my experiences from my previous learning helped me 

connect to what children might feel when they were having difficulties, and influenced my 
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decision of the type of studies I wanted to pursue. I started my adventure by working with 

children from a very young age. At that point, I did not imagine that I would end up doing it 

for the rest of my life.  

Academic Studies 

When I was searching for an academic program, I chose educational psychology 

because I wanted to help students that were struggling in academics and needed support. 

Educational Psychology is a branch of psychology that studies children in an educational 

setting and is concerned with teaching and learning methods, cognitive development, and 

aptitude assessment; clinical psychology is related to mental health issues; and organizational 

psychology is related to human resources. The Educational Psychology program definitely 

matched my goals, plus it included the opportunity of a practicum to apply my learning.   

In the last year of my undergraduate degree, I did my practicum in a bilingual school 

in the Learning Disabilities (LD) program. My responsibilities were assessments, diagnosis, 

and treatment of learning difficulties with students in the first and second grades. In addition, 

I had to support students independently inside the classrooms. After the practicum, I 

continued to work as an Educational Assistant (EA) for the same school and I was able to 

guide students that were having learning difficulties. I was very assertive in identifying 

children that were presenting difficulties and helping them by using innovative strategies. I 

remember that I was regularly reading and searching for ways to improve my teaching skills 

and was constantly investing in my professional development. While I was teaching, I was 

also doing a Master’s degree online on Psychopedagogy, which is a combination of 

psychology and pedagogy. The emphasis of this program was to address areas in which the 

child may be lacking skills and work collaboratively to help solve problems at hand. While I 

was working and studying, I started a tutoring service in my home helping students with 

diverse learning disabilities. I worked with children with dyslexia, dyscalculia, dysgraphia, 

Attention Deficit Hyperactivity Disorder (ADHD), Attention Deficit Disorder, (ADD), and 
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behavior difficulties. My studies and my work experience shaped my knowledge towards 

working with learning disabilities in my country. After a couple of years, I felt that I needed 

to broaden my knowledge, and I felt the needed to go overseas to pursue my educational 

goals. 

Master’s Studies 

I enrolled in the Master´s of Special Education at Vancouver Island University (VIU). 

I learned about BC’s inclusive education system, its foundations, and critical issues. Reading 

about the diverse population inside the classrooms and the complexity of the different 

methodologies to help students, motivated me to contribute research in the field of reading 

disabilities. My studies in Special Education helped me find a job as an EA in a school 

district on Vancouver Island. These experiences helped me decided to write this research 

thesis as I wanted to give something back to the community and have the opportunity to help 

students in need.  

Working as an EA in BC 

As an EA I have the opportunity to work in different schools and grades and students 

with variety of disabilities (e.g., intellectual disability, autism spectrum disorder, defiant 

disorder, learning difficulties, ADHD, and ADD). My responsibilities are to assist classroom 

teachers in the delivery of educational instruction to specified students, collecting materials 

and supplies, preparing classroom and equipment, monitoring, observing and reporting. In 

this job, I have the opportunity to meet and learn from amazing professionals, receive 

valuable training, and help incredible students.  

While working as an EA, I have noticed that several students, in different schools and 

from different grade levels, need extra help with their reading skills. In addition, working for 

the public schools has helped me to identify some of the challenges that schools seem to be 

facing in the process of helping students that are struggling in reading.  
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Challenges to Inclusion in the Classroom. Some of what I experienced while 

working as an Education Assistant (EA) in a public school district on Vancouver Island is 

consistent with the historical perspective that has been described at the beginning of this 

chapter. It is important to highlight that what I am going to further discuss comes from my 

personal opinion and experience and that I am not generalizing or judging the BC education 

system. As a result of my experiences and observations, some of the challenges for emerging 

learners in the classroom are the following: the ‘one size fits all’ approach, the lack of 

engaging strategies for new content, the exclusion of students, the lack of resources, and the 

lack of parental involvement.  

One-size-fits-all Approach. One of the things that I have observed while working as 

an EA is the way that some teachers still use the “one size fits all” approach in the classroom. 

Several teachers model the lesson one time using the projector template and then students 

have to continue with the exercises by themselves. Some teachers make the effort to help 

students who do not understand, while others expect the EA to do it. Sometimes, I have to 

find my materials and methods to get children to understand the concepts or procedures; 

other times, the simple use of a different approach helps them to understand what they need 

to do. This made me think about the importance of finding different ways to teach students 

the same thing. Ways that have helped me to improve the learning of students were using 

physical materials, the use of more accessible vocabulary, relating what they learn to real life, 

or just working with them individually. This correlates with one of the seven “ramps” of Katz 

(2012) that facilitates an inclusive classroom called gradual release. According to Katz 

(2012), gradual release has three parts: first, the facilitator models what the student has to do 

(i.e., I do); second, the facilitator works alongside with the student (i.e., we do); and third, the 

facilitator releases the student to work independently (i.e., you do). Katz further emphasized 

that the cooperative learning part (i.e., we do) is frequently ignored in classrooms.   
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Another aspect that could be related to the use of the “one size fits all” approach is the 

lack of differentiation in the class. According to the BC Ministry of Education (2011): 

Differentiated instruction is a flexible approach to teaching in which a teacher plans 

and carries out varied approaches to address content, learning processes, learning 

style, practical procedures, presentation strategies, and assessment tools. It results in a 

more personal, proactive learning environment, inclusive of a wide variety of 

learners. (p. 22) 

 In other words, the teacher is in charge of finding different pathways to teach different types 

of learners, using different resources. Going to different schools every day made me wonder 

whether this is happening and if teachers really understand how to differentiate.  

A third aspect that might be related to the use of the “one size fits all” approach could 

be the understanding of what modeling means. According to the BC Ministry of Education 

(2011), modeling is part of direct instruction and is related to how the teacher models the skill 

and guides practice in the development of that skill. Specifically, the teacher is in charge of 

showing a new concept or approach to learning and the students observe the process. This 

makes me wonder if using a projector and reading the worksheet instructions constantly is 

modeling. 

Students’ Engagement. Another important aspect I have observed in the classroom is 

that teachers rarely find engaging ways to deliver their lessons. It is common for teachers to 

use a projector to model how to fill out a worksheet. Teachers often seem to rely on only one 

teaching style to engage everyone. For example, using a verbal-linguistic approach may not 

be effective for the child who is standing up all the time asking for a kinesthetic method or a 

child that is drawing asking for visual support.  

While I was a teacher in Ecuador and our school started to change from traditional 

education to an International Baccalaureate (IB) approach, it was really difficult to change 

beliefs, perspectives, and practices. It was challenging to be more open-minded and try new 
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things. However, it was amazing how, after a couple of years, we were able to see the change 

and growth in students; they were more reflective, engaged, analytic, creative, and 

inquisitive. Every unit was developed in several steps, and these steps helped the learning 

experience to be more exciting. The aforementioned steps were as follows: tuning in (i.e., 

looking into prior knowledge to prepare them to find out more about what they want to learn 

in an engaging way which wakes up their curiosity); finding out (i.e., planning real-life 

learning experiences to find out information regarding their interests and questions); sorting 

out (i.e., guiding them while processing the information that they have found); going further 

(i.e., taking all the information further on a research project); reflecting (i.e., thinking about 

all the work, experiences, and knowledge that they have acquired); and taking action (i.e., 

applying their learning to their real-life experiences). Some of these steps could help teachers 

find ways to engage students in their learning (Making good humans, 2015).  

Academic Exclusion. A third aspect that I have experienced as an EA is working with 

students outside the classroom or at the back of the classroom. According to Katz (2012), 

academic exclusion refers to denying the opportunity for an education, and one form of 

academic exclusion is separating students from their peers during learning activities. The 

hardest part of the job is being able to actively involve students with the rest of the class. 

Teachers understand that the EA is there to support specific students and, therefore, 

sometimes forget that those students have to also be actively participating with others. 

Sometimes, it is upsetting when children are not even part of the conversation inside the 

classroom. In spite of this, I also understand teachers because dealing with challenging issues 

is difficult and can be overwhelming and frustrating.  

Lack of Resources. A possibly challenging fourth aspect that I have observed is the 

need for appropriate resources. As much as I enjoy working with students, I hardly have 

enough resources to work with them. Even if I am filling in for someone, it is important to 

have materials available to make the most of that time. When doing math, children often need 
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concrete materials such as number charts or chips for counting. Other children may need 

flashcards to sound out letters, phonemic awareness activities, or decodable books to be able 

to read.  

Parental Involvement. According to the Program for International Student 

Assessment (PISA, 2011), “all parents can help their children achieve their full potential by 

spending some time talking and reading with their children” (p. 4). One of the things that I 

have learned in my years of teaching was that the closer and more involved the family 

members are, the greater the improvement for students. Family members need to be a part of 

the school community and not only to call them when teachers need additional support at 

home; therefore, it is necessary for teachers to invite parents and guardians to participate in 

engaging activities inside the classroom. I understand that sometimes teachers’ perceptions of 

family members getting involved will place them in a vulnerable position (e.g., parents 

misjudging their practices). Maybe this is the reason why teachers may be reluctant to invite 

them into the classroom. If family members are only called in for negative issues with their 

child, they will feel as though no one at the school is capable of seeing the positive talents of 

the child. Thus, family members need to be a part of the learning in the classroom because 

when a parent/guardian feels part of the school community, their commitment to supporting 

their children increases. Therefore, “teachers, schools and education systems should explore 

how they can help busy parents play a more active role in their children’s education, both in 

and out of school” (PISA, 2011, p. 4).  

Significance of the Study  

 The purpose of this study is to examine the impact that parents/guardians can have on 

student learning if they are trained with appropriate reading evidence-based strategies to 

support them.  My research question asks, What is the impact of parents/guardians’ academic 

support through the use of evidence-based strategies on children’s reading development? In 

my current and prior experience and interactions with parents, I perceive that 
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parents/guardians are often interested in helping their children who may be struggling with 

reading and they try to find different ways to support them. If parents/guardians see that their 

children are struggling, they will advocate for support, but not always get the supports they 

need, and they will try to use strategies that sometimes might prove to be ineffective. On the 

other hand, schools are also demanding more supports to address the increasing diversity of 

students. In recent years, there has been a steady increase in the number of special needs’ 

students in the regular classroom; consequently, the need for more specialized teachers, too. 

Furthermore, the workload for general education teachers and special education teachers has 

also increased. Schools are advocating for more resources so they can provide a better 

service. If school personnel train parents/guardians to use evidence-based strategies 

according to the students’ needs, students will benefit from them and probably may avoid 

more complex difficulties. If parents/guardians are trained in how to help their children, 

schools will have an additional resource to help with and have access to. I chose reading as 

an area to train parents/guardians because reading is an important skill that allows people to 

participate fully in society. Sometimes students are struggling with the basics of reading and 

because they do not meet the requirements for a special education designation, they cannot 

access the supports. In this case, the intervention is delayed until several years later, when it 

becomes a real disability, and the gap is so great that it will never be bridged even if children 

have all the support possible. Using parents/guardians as an additional resource can help 

narrow this gap. I chose the Orton-Gillingham instructional method because it is a reputable 

and well-research approach that has been proven to be effective with many students who 

experience challenges in learning to read. The OG approach uses a multisensory technique 

that helps to build connections through seeing, feeling, hearing, and moving to create deeper 

learning. I am hoping that my study will provide insights about using parents/guardians as an 

additional resource to prevent reading difficulties or to shorten the gap for younger learners. I 

hope that my study will contribute information on the positive role that the provision of 
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reading training to parents can have on their children’s reading development. With 

appropriate training, parents/guardians can become effective support. 

The Orton-Gillingham Context  

According to the Academy of Orton-Gillingham Practitioners and Educators (2018), 

the Orton-Gillingham approach was founded by Samuel T. Orton (1879 – 1948) and Anna 

Gillingham (1878 – 1963). Orton was a neuropsychiatrist and pathologist interested in 

studying reading failure associated with language difficulties. His knowledge of neurology 

and neural connections in the construction of memory helped the development of this 

method. Additionally, Gillingham was an educator and psychologist that developed the 

concept of the language triangle, the use of auditory, visual, and kinesthetic factors for 

reading acquisition. She organized the steps of language teaching and developed a system of 

rules and conjectures that drive the cognitive aspect of language. She was interested in 

creating materials for student instruction and teacher training.  

The Academy of Orton-Gillingham Practitioners and Educators (2018) identified 12 

principles for teaching literacy when reading, writing, and spelling does not come easily to 

students. Firstly, Orton-Gillingham (OG) is a personalized approach because it identifies the 

individual needs of each student. Additionally, it is multisensory because the way of teaching 

involves the use of sight, sound, movement, and touch to help facilitate student learning. It is 

diagnostic and prescriptive because it is constantly monitoring the development of the 

student, and the lessons are planned according to these observations. OG is direct and explicit 

because the approach answers the what, why, and how of the reading process. Furthermore, 

this approach uses systematic phonics that emphasizes the alphabetic principle in the primary 

phases of reading acquisition. The OG approach focuses on the application of linguistics by 

teaching the structure of language with interactive practices, as well as developing linguistic 

competence by stressing language patterns that determine word order, sentence structure, and 

the meaning of words and phrases. Moreover, OG is systematic and structured because its 
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content is organized according to what the students have learned and need to learn. It is also 

sequential, incremental, and cumulative because it is a step-by-step approach, from the 

simplest unit of reading to the most complex. The approach also offers continuous feedback 

and positive reinforcement, as it builds student-teacher relationships and self-confidence 

amongst learners. Finally, the OG approach is both cognitive and emotional because students 

understand the reasons for their learning and are given opportunities to experience success, 

self-confidence, and motivation (Academy of Orton-Gillingham Practitioners and Educators, 

2018). 

Definition of Terms  

Reading: the process of looking at a series of symbols and understanding their 

meaning. 

Phonological Awareness: a set of skills that allows the identification and 

manipulation of the units of language.  

Phonemic Awareness: the understanding of sounds in spoken words.  

Sound-symbol correspondence: the understanding that words are composed of 

letters that represent sounds. 

Word recognition: the ability to efficiently produce a mental representation from 

printed texts including isolated word reading or non-word accuracy and fluency. 

Linguistic comprehension: the ability to understand oral language.  

Decoding skills: the ability to interpret letter-sound relationships.  

Syllable patterns: unit of pronunciation patterns.  

High-frequency words: frequent words findin written material.  

Oral reading: the ability of the reader to read effortlessly.  

Dictation: the action of saying a word and write it down.  

Blending: the action of connecting the beginning of words with the ending of other 

words.  
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Diagraphs: a combination of two letters that represent one sound. 

Overview of the Study  

Chapter One discussed the historical and personal context of the study. The historical 

context was centered on the challenges that schools are facing, such as family collaboration, 

teachers’ use of evidence-based strategies, and issues related to special education eligibility. 

In addition, the personal context was focused on the researcher’s professional experience and 

academic studies, as well as the researcher’s interest and experience in the reading process. 

Furthermore, this chapter explained the researcher’s perceptions of possible challenges within 

the regular classrooms such as, “one size fits all” approach, student engagement, academic 

exclusion, lack of resources, and parental involvement. This chapter also indicated the 

purpose of the study and research question. Finally, definition of terms was provided. 

Chapter Two will discuss the theoretical framework and the findings from a review of 

literature. Chapter Three will describe the methodology of the study. Chapter Four will 

present the findings. Chapter Five will provide the analysis and discussion of the findings as 

well as the conclusions. 
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CHAPTER TWO: THEORETICAL FRAMEWORK AND LITERATURE REVIEW 

 The review of the research literature begins with a description of the two theoretical 

frameworks informing this study: Vygotsky‘s Sociocultural Theory and reading acquisition 

theories. In order to explore the influence of parents/guardians’ academic support on students 

using OG strategies, the description of the theoretical frameworks is followed by a review of 

the literature in four areas: (1) Effective elements of reading intervention; (2) importance of 

early intervention; (3) the Orton-Gillingham reading approach; and, (4) investigation of the 

influences of parental involvement in children’s academic achievement. The chapter 

concludes with a summary of the main research findings from the literature review.  

Theoretical Framework 

  My epistemological beliefs have been heavily influenced by theories on sociocultural 

theory (Vygotsky, 1978) and reading acquisition theories (Coltheart et al., 2001; Ehri, 1995; 

Frith, 1986; Godman, 1976; Kirby, 2009; Tomson & Murray, 2016; Torgesen, 1994).  

Sociocultural Theory 

 Lev S. Vygotsky (1896 – 1934) was a Russian psychologist that was most identified 

with the Sociocultural Theory. His thoughts about pedagogy were related to social influences 

that shaped the development of the individual. With this idea in mind, Vygotsky developed 

the Sociocultural Theory. The Sociocultural Theory is based on Vygotsky’s belief that people 

and culture are responsible for developing cognitive abilities and that learning is based on 

social interactions. After the interaction occurs, then information is integrated by the 

individual (Cherri, 2019). 

The Role of Social Interaction 

  Sociocultural theory is related to the processes in which learning, and development 

take place. Vygotsky thought that social interaction was important for the development of 

cognition and that learning was achieved on two different levels, the social level, and the 

psychological level: “Any function of the child's cultural development appears on the stage 
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twice, or on two planes, first the social, then the psychological, first between people as an 

intermental category, then within the child as an intramental category” (as cited in Scott, 

2013, pp. 105–106). His focus was mainly on social interaction and the influences of 

language and culture on learning (Fosnot, 1996). Another aspect of Vygotsky's theory was 

the idea that the potential for cognitive development was restricted to a zone of proximal 

development (ZPD).  

Zone of Proximal Development 

Vygotsky defined the Zone of Proximal Development (ZPD) as “the distance between 

the actual development level as determined by independent problem solving and the level of 

potential development as determined through problem-solving under adult guidance or in 

collaboration with a more capable peer” (as cited in Wertsch, 1984, p. 86). He believed that 

when a student is in the ZPD in a specific assignment, giving the student the proper 

assistance will encourage the student to archive the assignment. The ZPD interprets the 

current level of development of the learner and establishes the next level to achieve with the 

use of mediation and environmental tools, and with the support of a prepared adult or peer 

facilitator, the learner can achieve the next level. The key idea is that students will learn best 

when working together with others, and this collaboration with more skilled students or a 

prepared professional will help the learner internalize new concepts and use mental tools and 

skills (Shabani, et al., 2010). The zone of proximal development could also be applied to 

reading development in which a trained professional is in charge to guide the learning 

process. 

This study follows Vygotsky’s Social Cultural Theory in two ways. First the study 

will follow the belief that the development of children depends on interaction with people 

and the tools that the culture provides to help shape their own view of the world (McLeod, 

2007). The study will also support the idea that pedagogy creates learning processes that 
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scaffold the development of the child called zones of proximal development (Shabani, et al., 

2910).  

Reading Acquisition Theories 

Reading is one of the most important milestones for children’s development, as well 

as a skill in which various processes are involved (McMurray & Thompson, 2016). Several 

models have been provided to describe the process of learning to read. Kirby (2009) stated 

that there is often a conflict while teaching reading in English between teaching codes and 

whole words. Godman (1976) defined the whole language as the construction of meaning, 

beginning with the text and moving down to the code. Frith (1986) suggested three stages for 

reading acquisition: logographic (i.e., instant recognition of familiar words), alphabetic (i.e., 

grapheme to phoneme decoding), and orthographic (i.e., word recognition as units). Torgesen 

(1994) further described the importance of phonological abilities for the ability to read; these 

reading abilities were phonological awareness, phonological memory (i.e., working memory), 

and naming speed. Ehri (1995) proposed flexible phases for reading: the pre-alphabetic phase 

(i.e., visual recognition of words), the partial-alphabetic phase (i.e., pick up silent sounds), 

the alphabetic phase (i.e., development of phonemic decoding process), and the consolidated 

phase (i.e., morphemic process development). Stanovich (2000) talked about the importance 

of reading words in three different ways, such as sounding out, word recognition, and 

knowledge of content. The Dual Route of Cascaded Model developed by Coltheart et al. 

(2001) proposed three routes when reading words: non-lexical (i.e., use phoneme/grapheme 

process using unfamiliar words), non-semantic lexical (i.e., storage of words without 

meaning), and semantic lexical (i.e., access to meaning of words).  

In order to support students with reading acquisition it is useful to understand varied 

theories of reading. Children vary in the ways they learn to read and, especially for children 

with reading disabilities, teaching reading in only one way may cause a loss of ability to learn 

in other ways and from different sources (McMurray & Thomson, 2016). Reading is an 
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important skill for full functioning in society so it is essential that we find effective ways to 

teach students to read. Children that are struggling in reading often need intervention to be 

able to read at their grade level. These above mentioned theories identified some of the 

models that have been proposed about reading acquisition. The phoneme/grapheme relations 

from Coltheart et al. (2001), the alphabetic and orthographic stages suggested by Frith 

(1986), the phonemic and morphemic phases proposed by Ehri (1995), and the decoding and 

word recognition strategies suggested by Stanovich (2000) inform this study’s exploration of 

how to support students with learning difficulties in becoming more proficient readers.    

Literature Review  

To investigate the influence of parents/guardians’ academic support on students using 

OG strategies, the review of the literature begins with an exploration of effective elements of 

reading interventions, followed by the importance of providing early interventions. In 

addition, the OG Instructional Approach will be explored. Next, the chapter will discuss the 

influence of parental involvement on children’s academic achievement and conclude with a 

summary of the main points of the research relevant to the study.  

Effective Elements of Reading Interventions  

To contextualize effective elements of reading interventions, the literature was 

reviewed in aspects related to the type of instruction and modality of interventions, 

qualifications of the personnel, level of the students, and skills of focus during reading 

interventions. These aspects contributed to the understanding of important features to 

consider when doing a reading intervention.  

 Bratsch, Vernon, et al. (2017) examined the degree in which teachers delivered 

individualized reading instruction to struggling readers in a one-on-one reading instruction 

format. The study included 41 kindergarten teachers and 44 first grade teachers. Results 

showed that teachers used more code-focused strategies than meaning-focused strategies. 

Both strategies along with the level of challenge were associated with positive effects, as 
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were teachers’ qualifications and knowledge of reading. An important contribution of the 

study was the importance of matching instructions to the skill level of the child. In addition, 

the study highlighted the need for qualified and knowledgeable teachers as the providers of 

the service.   

Richards-Totur, et al. (2016) conducted a synthesis of research on the effects of 

providing reading interventions to at-risk English Learners (EL). The findings of the 12 

studies that were evaluated, indicated that interventions regarding small groups or one-to-one 

tutoring in a range of 20 to 60 minutes along with systematic, explicit instruction showed 

positive reading outcomes. Other important findings were found concerning the areas of 

instruction. Most of the studies focussed mainly on areas like phonemic awareness, phonics, 

fluency, vocabulary, and comprehension. This study made an important contribution because 

it provided insight for working with at-risk reading learners and also awareness of effective 

intervention.  

Overall, there are a significant number of studies that present different reading 

interventions to help struggling readers (Bratsch et al., 2017; Clendon, 2017; Hall & Burns, 

2018; Richards-Totur et al., 2016; Stentiford et al., 2018; Wanzek et al., 2015). The main 

themes of the findings were the following: group size of the interventions, person in charge 

of providing the intervention, the skills of the children, and the teacher’s type of instruction. 

One of the main themes discussed in some of the studies was the group size of the 

interventions. According to Clendon (2016), Hall and Burns (2018), Stentiford et al. (2018), 

and Richards et al. (2016), small group interventions have shown a positive impact on 

students’ outcomes, while  Clendon (2016), Wanzek et al. (2015), and Bratsch et al. (2017) 

stated that one-on-one intervention had also indicated positive outcomes. Richards-Totur et 

al. (2016) found that homogeneous small groups were often effective and also that there was 

no significant difference between individualized intervention and small-group interventions. 
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The second theme regarding intervention found in the research concerned the person 

in charge of providing the intervention. All of the studies showed that general education 

teachers were the ones in charge of delivering the intervention (Bratsch et al., 2017; Clendon, 

2016; Hall & Burns, 2018; Richards et al., 2016; Smith, 2016; Stentiford et al., 2018; 

Wanzek et al., 2015). Additionally, Richards-Totur et al. (2016) and Wanzek et al. (2015) 

stated that paraprofessionals were also in charge of providing this service. It should be noted 

that Clendon (2017) was the only study who highlighted student teachers (or preservice 

teachers) as the ones delivering the intervention, and Wanzek et al. (2015) was the only one 

who discussed special education teachers and reading specialists providing this service. It 

should be noted that these studies did not mention parents/guardians as the people in charge 

of delivering the intervention.  

Researchers highlighted the importance of trained interventionists (Bratsch et al., 

2017; Clendon, 2016; Halla & Burns, 2018; Richards-Totur et al., 2016 & Stentiford et al., 

2018). Richards-Totur et al. (2016), stated that the quality of the interventions was associated 

with the amount of training received, and Stentiford et al. (2018) reported on how the 

shortage of aids and the limited experience of the teacher were barriers to delivering the 

service. Stentiford et al. (2018) further emphasized that reading interventions need to be 

carefully designed to minimize the burden placed on teachers and schools. Furthermore, 

collaboration as a component of positive outcomes was highlighted by Clendon (2016). 

Finally, Bratsch et al. (2017) stated that teachers’ qualifications, experience, and knowledge 

about reading had more of a positive effect on reading instruction outcomes than teachers’ 

educational background.  

The third theme of intervention that was discussed in some studies was the skills that 

children have to develop during this process. Bratsch et al. (2017), Richards-Totur et al. 

(2016), and Wanzek et al. (2015), talked about the importance of developing phonemic 

awareness, fluency, vocabulary and comprehension skills. Richards-Totur et al. (2015) talked 
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about phonics and Wanzek et al. (2015) outlined word identification and listening skills that 

must be developed. The importance of focusing on a specific skill as a more effective 

technique was stated by Hall and Burns (2018), whereas Bratsch et al. (2017) highlighted the 

use of code-focussed strategies, meaning-focussed strategies, and level of challenge as 

beneficial for children who struggle with reading. Richards-Totur et al. (2016) found that 

most of the curricula used for interventions were developed for all students (i.e., one-size-

fits-all) and not as a specialized curriculum and that the interventions were to the based on 

each students’ skill profile. Furthermore, interventions that focussed on basic reading skills, 

as well as multi-component interventions (including comprehension instructions), were 

effective in increasing reading outcomes (Bratsch et al., 2017; Wanzek et al., 2015).  

The last theme from findings from research, highlighted by Bratsch et al. (2017), and 

Richards-Tutor et al. (2016) was related to teacher instructions. Richards-Tutor et al. (2016) 

identified effective strategies to use, such as modeling, scaffolding, and corrective feedback. 

Using visuals, building background knowledge, and clarifying meanings of words as part of 

the intervention process was also discussed in the aforementioned study, as well as including 

guided practice, opportunities to practice the activities independently, and review of previous 

learning material. Bratsch et al. (2017) found that instructions regarding code-focussed 

strategies (e.g., decoding) were more frequently used by teachers than meaning-focussed 

strategies (e.g., oral language and reading comprehension); their study suggested that 

teachers may have trouble matching the instructions to the skill level of the student. 

Therefore, children that struggle the most may not be receiving instructional strategies for 

their skill level. However, the researchers of this study did not mention how they provided 

instructions to the students.  

  To summarize, the evidence revealed the importance of considering several aspects 

when providing an intervention. The main findings suggest that one-on-one or small group 

interventions with well-trained personnel are beneficial for students’ learning. In addition, 



HOME CONNECTIONS 

 
23 

reinforcing skills such as phonemic awareness, fluency, vocabulary and comprehension 

focusing on each student’s learning profile, along with providing an appropriate level of 

challenge, can also be helpful for the reading process. Furthermore, it is effective for teachers 

to use instructional strategies such as modeling, scaffolding, corrective feedback, visuals, 

building background knowledge, and clarifying meanings of words. Additionally, providing 

guided practice, opportunities to exercise, review of previous learning, and finding resources 

are also strategies that promote literacy skills. Altogether, the content of this body of research 

is relevant because it provides insight to help students who are facing challenges with the 

process of reading, and directions on how to reach them. Despite the need for delivering a 

high-quality intervention, it is important to consider the optimal time to do it.  

Importance of Providing Early Intervention 

Providing an intervention as early as issues are identified has been proven to help 

improve students’ outcomes. Early intervention means recognizing and delivering effective 

early support to children who are at risk of poor outcomes. Also, it helps keep children on 

track to make the most of their abilities during a young age (Early Intervention Foundations, 

2019).  

In a quantitative meta-analysis, Ehri, et al. (2001) found that systematic phonics 

instruction helped children learn to read more effectively than non-systematic or no phonics 

instruction and that the impact of phonics instruction on reading was significantly greater in 

early grades. This study aimed to examine whether systematic phonics instruction helped 

children learn to read more effectively than unsystematic phonics instruction. The study 

included students from kindergarten through sixth grade that met the following criteria in 

reading: normally achieving, at-risk, reading disability, and low achieving. A total of 38 

studies were identified and coded for various characteristics of students, instruction, and 

experimental design. The main interest of the study was to analyze reading as an outcome of 
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instruction. The findings contributed to the understanding of the positive impact of phonics 

instruction introduced in early grades. 

In another study, Lim and Oei (2015) aimed to explore the effectiveness of the OG 

Intervention Approach over one year in single-subject research. The study included 39 

students with dyslexia aged between six and 14 years enrolled in an OG intervention 

program. Results indicated that students significantly improved in standardized tests of 

reading and spelling with moderate effect sizes. Another important finding was that their data 

collection demonstrated the importance of early intervention because it showed that the 

earlier a student received remedial support, the better their gains in reading and spelling. The 

study was important because it showed the benefits of a phonologically-based intervention 

with children with reading difficulties, and provided evidence of the benefits in reading and 

spelling after a one-year intervention using the OG approach.   

Most recently, Solheim, et al. (2018) examined the effectiveness of an early reading 

intervention on early reading acquisition on at-risk students in Norway. The study included 

140 first grade students, from 13 primary schools, at risk of reading difficulties. The evidence 

confirmed that intensive intervention could be effective for early readers in reading and 

spelling. Results showed that children that were at-risk, benefit from an intensive intervention 

combining training in letter knowledge, with explicit instruction in phonetic decoding and 

word recognition, spelling, connected text reading, and shared reading.  

Several authors have evaluated different aspects of early intervention to improve 

reading outcomes (Ball & Blachman, 1991; Blachman, et al., 1994; Ehri, et al., (2001); 

Foorman, et al., 1998; Lim & Oei, 2015; Solheim, et al., 2018).  Analysis of the studies was 

explained using the following themes: areas of intervention, type of instruction, students' age, 

and the importance of early reading intervention. 

In the theme of areas of intervention, Ball and Blachman (1991), and Blachman et al. 

(1994) found that phoneme awareness combined with letter name and sound knowledge was 
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beneficial for reading outcomes. These results were similar to evidence found by Ehri et al. 

(2001), Foorman et al. (2001), and Solheim et al. (2018) that found the benefits of alphabetic 

code instruction, as well as results from Lim and Oei (2015) that focused on the used of the 

OG approach (i.e., phonologically based intervention) as effective for students with dyslexia.  

Another aspect that some studies discussed was the type of instruction. Ehri et al. 

(2001) and Foorman et al. (2001) specified the need for an explicit systematic instruction 

from the professional in charge of the intervention to be beneficial for student learning. 

Correspondingly, Lim and Oei (2015) found that the explicit and systematic instruction of the 

OG approach helped students who have reading difficulties. 

 Regarding the age of focus in the studies, Ball and Blachman (1991), and Blachman 

et al. (1994) focussed on kindergarten students, while Foorman et al. (2001) analyzed 

students from first and second grades to compare results. Similarly, Solheim et al. (2018) 

studied first-grade students. Diversely, Ehri et al. (2001) were able to contrast students from 

kindergarten to sixth grade, and Lim and Oei (2015) examined students from six to 14 years 

old.    

 Even though all of the studies highlighted the importance of early reading 

interventions in their own way (Ball & Blachman, 1991; Blachman et al., 1994; Ehri et al., 

2001; Foorman et al., 1998; Lim & Oei, 2015; Solheim et al., 2018), only two of the studies 

actually analyzed the differences between ages. Ehri et al. (2001) found that the impact of 

phonics instruction on reading was significantly greater in early grades, as well as Lim and 

Oei (2015) that found that the earlier one received remedial support, the better gains of the 

students.   

In summary, the aforementioned studies supported the importance of early 

identification and intervention as beneficial for student reading achievement. In addition, they 

highlighted the importance of explicit and alphabetic code instruction, as well as the use of 
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phonemic awareness skills during the intervention process. These findings corroborate and 

correlate to OG instructional approach theory.  

The Orton-Gillingham Instructional Approach 

Reading is a skill that is useful throughout life and it is one of the most important 

skills that an individual needs to learn to be able to develop academically and socially. 

Different approaches or techniques to help students in reading have been investigated by 

researchers. One of the approaches that has been highly researched is the OG approach. 

According to Ansara (1982), the OG approach is a multisensory method that focuses on the 

use of sounds, syllables, words sentences, and writing skills along with an explicit, 

systematic, cumulative, direct, and sequential instruction (as cited in Joshi, et al., 2002).  

Dev, et al. (2002) found out that the OG approach which uses visual, auditory, and 

kinesthetic skills, as well as letter sounds and sound blends, was beneficial for first-grade 

children that were at risk for reading difficulties. The study included 10 students from six and 

seven years old, in a first-grade rural classroom in Nebraska. Even though this study does not 

have a significant number of participants, its results showed that the use of the OG approach 

supported the children in moving away from needing special education services. This study 

contributed to the knowledge that children that are placed on special education services could 

also benefit from the OG instructional approach. 

Joshi, et al. (2002) studied the benefits of the OG approach compared to the 

Houghton-Mifflin Basal Reading Program. The authors found significant gains in 

phonological awareness, decoding, and reading comprehension using the OG approach in 

contrast to the Houghton-Mifflin Basal Reading Program in which they only found gains in 

reading comprehension. This may be because the Houghton-Mifflin Basal Reading Program 

is a program that enhances guided reading instruction through vocabulary, fluency, response 

writing, and comprehension in small groups or independently (Houghton Mifflin Harcourt, 

2020) while OG focuses in one-on-one explicit instruction of decoding skills through 
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phonics, using a multisensory approach. This study is important because there are a variety of 

programs that professionals can use to help students in reading, and professionals need to be 

informed of the similarities and differences in research to be able to find the one that better 

suits the skills and needs of the student.  

In another study, Ritchey and Goeke (2006) reviewed empirical research on OG and 

OG-based reading interventions. Twelve studies provided evidence of the effectiveness of 

OG and OG-based programs in comparison to other instructional approaches. To be included 

in the analysis the studies had to employ quasi-experimental or experimental designs. Results 

showed that from the 12 studies, five indicated that the OG instruction was more effective, 

and four informed that the OG instruction was more effective for at least one outcome in 

comparison to other interventions. The largest effect sizes were found in word reading, word 

attack or decoding, spelling, and comprehension. Benefits were also reported for beginning 

readers, first-grade general classrooms, elementary at-risk students, and students with reading 

disabilities. The main contribution of the study was that it showed evidence that supports the 

implementation of the program and that the OG approach has helped different types of 

students. 

Most recently, in a pretest-posttest quasi-experimental design, Bautista (2019) 

examined the effectiveness of the Orton-Gillingham approach in the reading ability of 48 

students from first grade. The intervention was administered in two groups, students exposed 

to the OG approach and students exposed to a conventional approach, Marungko. The 

Marungko Approach has been used as an alternative beginning reading program, in the 

Philippines. In this approach, letter-sound correspondence is taught at the phonemic level 

(Bustos-Orosa, 2013). Results showed that 50% of the students performed outstanding using 

the Orton-Gillingham approach while 33.33% of the students were outstanding using the 

conventional reading approach. In other words, OG helped more students to have retention 

and gain meaningful learning in beginning reading. Another important finding was that the 
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Orton-Gillingham approach improved the students’ reading skills in terms of phonological 

awareness, spelling, retention, and understanding. The OG Approach increased and improved 

the reading abilities of more children than a conventional reading approach. This study was 

important because it shows that OG has a greater influence on students reading ability than 

other instructional approaches. 

In summary, several studies have found benefits on the use of the OG approach 

(Bautista, 2019; Chia & Houghton, 2011; Dev et al., 2002; Joshi et al., 2002; Lim & Oei, 

2015; Oakland, et al., 1998; Ritchey & Goeke, 2006). Consideration of the studies was 

explained using the following themes: individual skills improved, time of intervention, 

population, and other programs used based on OG approach. 

 In the theme of individual skills improved, all of the studies reported advances with 

the implementation of the approach. Chia and Houghton (2011), Oakland at al. (1998), and 

Ritchey and Goeke (2006) reported gains in word recognition skills, while Joshi et. al. 

(2002), reported benefits in decoding skills or word attack (Oakland et al., 1998; Ritchey & 

Goeke, 2006). Additionally, growth was also expressed in spelling or word expression skills 

(Bautista, 2019; Chia & Houghton, 2011; Lim & Oei, 2015; Ritchey & Goeke 2006), as well 

as in reading comprehension (Bautista, 2019; Joshi et al., 2002; Oakland et al., 1998; Ritchey 

& Goeke, 2006). Dev et al. (2002) and Lim and Oei (2015) expressed gains in general 

outcomes in reading without specifying the skills, and Bautista (2019) was the only one that 

identified gains on phonemic awareness. 

 In the theme of time of intervention, three studies collected results after two years of 

intervention (Chia & Houghton, 2011; Dev et al., 2002; Oakland et al., 1998), three studies 

after one year of intervention (Joshi et al., 2002; Lim & Oei, 2015), and one study after 40 

sessions (Bautista, 2019).  

In the theme of population, three studies involved students with dyslexia (Chia & 

Houghton, 2011; Lim and Oei, 2015; Oakland et al., 1998). Chia and Houghton (2011) 
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included six year-old students, Lim and Oei (2015) included students from 6 to 14 years old, 

and Oakland et al. (1998) did not specify the age of the students. In addition, three studies 

included first-grade students (Bautista, 2019; Dev et al., 2002; Joshi et al., 2002). However, 

Dev et al. (2002) were the only ones denoting that were at-risk students involved. There was 

also one literature review that included beginning readers, first-grade general classrooms 

students, elementary at-risk students, and students with reading disabilities without 

specifying the age (Ritchey & Goeke, 2006). 

The last theme considered the application of a program based on the OG approach. 

Two studies based their research on programs based on the OG approach. Oakland et al. 

(1998) used “The Dyslexia Training Program” but mentioned that it is a remedial reading 

program derived from the Orton-Gillingham approach. Joshi et al. (2002) used a multisensory 

method of instruction based on the OG approach called “Language Basics: Elementary.” 

Similarly, Ritchey and Goeke (2006) reviewed empirical research on the OG approach but 

also in other OG-based reading intervention programs. Chia and Houghton (2011), Ritchey 

and Goeke (2006), Bautista (2019), Dev et al. (2002), and Lim and Oei  (2015) discussed 

exclusively the OG approach. 

Altogether, these studies demonstrate de continuous research that has been done about 

the OG approach, all these researchers demonstrate that this approach is a reliable evidence-

based approach to help different types of students of different ages improve their reading and 

writing skills.  

Influence of Parental Involvement on Children’s Academic Achievement 

Research indicates that parental involvement has an influence on their children’s 

academic development  (Bonk, et al., 2018; Castro, et al., 2015; Crosby, et al., 2015; Dipeolu, 

et al., 2015; Kupzyk & Daly, 2017; Park, et al., 2017; Wilder, 2014).  It is important to 

highlight that parental involvement in research has different connotations therefore, the 
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following information explains different aspects of what parental involvement means to the 

different authors of the studies.   

Dipeolu et al. (2015) discussed the family’s perceptions of having children with 

reading disabilities. The main findings indicated that parents/guardians become deeply 

involved, want to learn more, and spend money, time, and resources to try to help their 

children. In addition, parents/guardians’ perceptions suggested the need for increasing the 

connection between school and home to have better communication and guidance on how to 

improve the children’s success. The study is significant because it showed that parents are 

interested in supporting their children in reading and that they are investing in tools, research, 

and time to figure out how to help them. It also shows the importance of strong linkages 

between home and school to support students’ learning. 

Kunpzyk and Daly (2017) examined the application of evidence-based tutoring, using 

teachers as parent trainers. The main findings showed that teachers as trainers, were able to 

implement instruction with integrity, and most of the parents were able to increase their use 

of evidence-based tutoring strategies. In addition, evidence showed greater benefits for the 

students when the intervention was both structured and frequent. Hence, the training model 

demonstrated to be efficient and credible to promote reading skills. The major strength of the 

study is that it suggests that family members can be trained by teachers to deliver evidence-

based strategies. The study contributes to the understanding that teachers can train parents to 

help their children at home, and that interventions that are structured and frequent may 

improve reading outcomes.  

Overall, research indicates that family involvement is beneficial for student 

achievement in schools (Bonk et al, 2018; Castro et al., 2015; Crosby, 2015; Dipeolu et al., 

2015; Kupzyk & Daly, 2017; Park et al., 2017; Wilder, 2014).  Conclusions from findings of 

this research were explained using the following themes: the relationship between parental 
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involvement and academic achievement, positive parental practices, negative parental 

practices, and school-home collaboration. 

In the theme of relationship of family involvement and academic achievement, 

several studies from Bonk et al. (2018), Castro et al. (2015), Crosby et al. (2014), Dipeolu et 

al. (2015), Kupzyk and Daly, (2017), Park et al. (2017), stated that parental involvement was 

beneficial for academic achievement. Wilder (2014) stated that parental involvement plays an 

important role in student achievement and had positive outcomes if parental involvement was 

defined as the inclusion of parental expectations for children’s academic achievement. 

Similarly, Bonk et al. (2018), Castro et al. (2015), Crosby et al. (2014), and Park et al. (2017) 

highlighted that parental involvement could improve reading outcomes.  

In the theme of positive practices, Bonk et al. (2018) and Castro et al. (2015) found 

positive effects related to family expectations about children’s performance and having 

conversations with their children about school. In addition, Castro et al. (2015) and Crosby et 

al. (2015) discovered that promoting reading habits at home showed positive associations 

between family involvement and academic achievement. Correspondingly, Crosby et al. 

(2015) emphasized that long term involvement of parents/guardians in children’s early 

literacy learning could have a significant impact on their children's development in reading 

fluency and word recognition. Furthermore, the provision of an adequate environment and 

materials for support were also identified as having positive effects, as well as contributing to 

academic achievement (Bonk et al., 2018). 

Concerning negative practices, Bonk et al. (2018) found that family pressure, such as 

penalties and commands, showed to have a negative effect on children's' performance. 

Interestingly, parents/guardians that were involved in homework or volunteering at school 

have been shown not to improve academic achievement (Bonk et al., 2018).  

Referring to home-school collaboration, research on the involvement of the family in 

school activities had mixed results. Park et al. (2017) and Dipeolu et al. (2015) found 



HOME CONNECTIONS 

 
32 

indicators of a positive learning environment in schools if parents/guardians were involved in 

school activities. In addition, they also found that giving parents/guardians opportunities to 

get involved in the school program transferred some of the responsibilities of the instructional 

program from school to parent. Furthermore, Kupzyk and Daly (2017) discovered that 

teachers could serve as effective trainers for parents/guardians, demonstrating increased use 

of evidence-based strategies and, therefore, providing high-quality instruction to help 

children meet or exceed expectations in reading. Dipeolu et al. (2015) highlighted that 

caregivers were willing to spend money, time and resources to help their child, especially 

when the child was facing difficulties and that partnering with schools was vital for the 

child's success. 

 In summary, family involvement (e.g., of different forms) has proven to be beneficial 

for student achievement. Parents that perceived that their child was struggling were mostly 

trying to help or find different ways to help their child. Some of the ways that parents got 

involved were by: Having expectations about students’ academic development; providing 

adequate environment and materials; promoting reading habits early in life; and, receiving 

training from teachers. Parents that have the resources and training can be used as an 

additional resource to help the students that may be falling through the cracks of the system. 

Sometimes parents are the ones that realize that their child is struggling and want to do 

something to help them. When a child is struggling in the reading process, the need for 

delivering a high-quality intervention as soon as possible is critical. If there is a reading 

struggle and a worried parent that wants to be involved, it is important to give them the 

strategies to be able to help their children in the proper way. 

Conclusion  

 The literature indicates that students benefit from one-on-one interventions that 

reinforce skills such as phonemic awareness, fluency, vocabulary and comprehension skills, 

focusing on each student profile. In addition, delivering a high-quality intervention (i.e., 
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explicit) from a knowledgable professional early in life is beneficial for student reading 

achievement. If parents have the resources and training, they can be used as an additional 

resource to help students succeed. OG is a reliable evidence-based approach including 

elements that support different students’ needs, of different ages, to improve their reading and 

writing skills.   

 Next, Chapter Three will describe the context and methodology that the study 

employed. First, specifications regarding the research design and assessment tools will be 

explained, as well as information concerning the participants and the recruitment process. In 

addition, explanations about ethical issues will be exposed, along with the data collection and 

its procedure. Information regarding the validity and data analysis interpretation process will 

also be addressed. 
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CHAPTER THREE: METHODOLOGY 

Introduction  

            Chapter Three outlines the research methodology used in an eight-week mixed-

methods study. The research question guiding my research was: What is the impact of 

parents/guardians’ academic support through the use of evidence-based strategies on 

children’s reading development?  

The purpose of this study was to examine the impact that parents/guardians can have 

on student learning if they were trained with appropriate reading evidence-based strategies to 

support them. My interest in training parents/guardians came from the inquiry about how 

children that were struggling in reading in the classrooms were receiving help by the system. 

In my review of literature, I found out that many students fell through the cracks of the 

system and were not receiving the support they needed. Therefore, their reading gap was 

growing, and the difficulties were increasing. The literature also indicated that many 

parents/guardians tried to advocate for their children and tried to help them. From this 

perspective, I decided to use parents as an additional resource to be able to help children that 

were struggling with reading. If parents know how to use strategies that have been proven to 

work, maybe their children will get the support they need early in life, and we could shorten 

the reading gap and avoid more serious difficulties in the future.  

Mixed-Methods Design  

To investigate the research question, a mixed-methods design was employed. 

According to Creswell (2015), mixed methods research is:  

An approach to research in the social, behavioral, and health sciences in which the 

investigator gathers both quantitative (close-ended) and qualitative (open-ended) 

data, integrates the two, and then draws interpretations based on the combined 

strengths of both sets of data to understand research problems. (p. 2) 
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In other words, a mixed-methods design is the combination of statistical information 

(quantitative data) with personal experiences (qualitative data) to provide a better 

understanding of the research problem. Qualitative data comprises open-ended responses 

without previous planning, while quantitative data incorporates close-ended responses 

(Creswell, 2014).  

Creswell (2015) identified four core characteristics of mixed-methods designs: (1) 

Collection and analysis of quantitative and qualitative data; (2) use of accurate quantitative 

and qualitative methods; (3) integration of qualitative and quantitative data using a specific 

type of mixed methods design; and, (4) sometimes, emerging information with theory. In 

addition, Creswell (2014) explained three primary types of mixed-methods designs:  

convergent parallel, explanatory sequential, and exploratory sequential. According to 

Creswell (2014), explanatory sequential mixed methods is a method in which the researcher 

collects and analyzed quantitative research first, and then builds on the results to explain in 

more detail with qualitative data. On the contrary, exploratory sequential mixed methods first 

begin with qualitative research phase and after analyzing the data, the information is used to 

build the quantitative phase (Creswell, 2014). This study used a convergent parallel mixed-

methods design with an intervention trial.  

Convergent Parallel Mixed-methods Design  

The convergent parallel mixed methods design is a method in which the researcher 

gathers quantitative and qualitative information at the same time and then blends the 

information in the explanations of the final results (Creswell, 2014).    

The use of the convergent parallel mixed-methods design was chosen to measure the 

academic outcomes of the students using quantitative data and to analyze the 

parents/guardians’ perceptions of the intervention process using qualitative data. The 

integrations of the two data is intended to form a clear picture of findings. 

The Intervention Design Trial  
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According to Creswell (2014), the goal of the intervention design is to study a 

problem by conducting an intervention or experiment and adding qualitative data. The 

intervention or experiment includes selecting groups such as experimental and comparison 

groups, test treatment, and determine outcomes. The intervention design uses a pre and post-

test model to measure the outcomes (Creswell, 2014). In this type of design, Creswell (2014) 

also stated that qualitative data can be added before, during and after the intervention process.  

Study Design 

 This study used a convergent parallel mixed-methods design with an intervention 

trial. First, qualitative data were collected using an interview (see Appendix A), before the 

intervention trial, to analyze the expectations of the parents/guardians towards the 

intervention process. Second, the intervention trial was developed, using experimental (parent 

implemented) and comparison groups (skilled teacher implemented). During the intervention 

trial, quantitative data was collected in the form of reading assessments. Assessments were 

taken before, during and after the intervention process. In addition, field notes were collected 

for fidelity purposes of the intervention process (see Appendices B, C). Third, qualitative 

data were collected through interviews for the second time to analyze the perceptions of 

parents/guardians towards the results of the intervention process (see Appendix A).  

Researcher’s Positioning within the Study 

As a mixed-methods researcher, I understand that data and evidence can provide deep 

knowledge when merged with the understanding of the context and perceptions of the 

individuals. As a mixed-methods researcher, I describe my position from a Post-positivism 

and Constructivism perspective and highlight how my philosophical posture fits within the 

mixed methods design. 

Post-positivism 

According to Creswell (2014), a postpositivist perspective believes that causes 

determine effects. Post-positivists develop numeric data of observations to study the behavior 
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of the individuals.  Post-positivists need to test, verify and refine information to be able to 

understand the world. Postpositive research begins with a theory, then data is collected which 

supports or disproves the theory. Data and evidence relationships are what shapes the 

knowledge (Creswell, 2014). In post-positive research, Creswell (2014) highlights that the 

researcher collects information on instruments based on measures completed by the 

participants, or by observations recorded by the researcher. The purpose of the research aims 

to develop significant information that can explain the problem of the study and to describe 

the relationships of what may be involved. The researcher has to be objective and the study 

has to provide validity and reliability aspects.  

Constructivism  

According to Creswell (2014), constructivists believe that individuals seek 

understanding of the world in which they live and work. They believe that individuals 

develop personal interpretations of their experiences. Creswell (2014) highlighted that the 

goal of the constructivism research is to rely on the individual’s views of the situation being 

studied. The constructivism researcher uses open-ended questions so that the individual can 

build the meaning of the situation from their point of view. Attested by Creswell (2014), 

these meanings are formed by the interaction with others and through sociocultural norms. In 

addition, Creswell (2014) states that the researcher focuses on the process of interactions 

between individuals, and on specific contexts in which people live and work, to be able to 

understand the setting of the individual. Researchers also understand that their background 

shapes their interpretation and position on the research and the intent is to interpret the 

meanings that others have about the world.  

Social Constructivism and Learning 

This theory highlights the social and contextual bases of learning, the characteristics 

of human development, and the nature of cognitive processes that occur in the environment 

and are mediated by social interactions (Mallory & New, 1994). The theory mainly 
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emphasized the linkages between the mental processes with the influence of the context 

(Mallory & New, 1994). The theory of sociocultural learning underlines the role of social and 

cultural interactions developed in the learning process. Vygotsky’s theory states that 

knowledge is co-constructed and that individuals learn from one another. According to 

Vygotsky, the learner must be engaged in the learning process and learning happens with the 

assistance of other people (as cited in Powell & Kalina, 2009).  

My Positioning of the Study  

In terms of my personal background, learning to read was not easy for me as I 

explained in chapter one. When I became an Educational Psychologist, I realized how 

important it was to understand the skills involved in the process of learning to read. Later on, 

when I became a teacher, I realized that students may not have these skills, and that my 

responsibility was to provide them with the tools to be able to read. In order to do this, I had 

to work on my professional development to find new knowledge to help my students. This 

passion in trying to find ways to help my students brought me to my master’s in special 

education and the focus of this study.  

As a mixed-methods researcher, I believe that academic development can be studied 

using numerical data and statistical analysis. That sometimes we need numbers to be able to 

assess academic development and to find answers or pathways to approach or answer a 

specific problem.  At the same time, I believed that development is influenced by the 

environment, by our experiences and our perceptions of our learning. I believe that human 

interactions also shape the way we develop and can affect or influence our learning.  I view 

research as a collaborative process between the theory, practice and the interactions of the 

individuals. I picture myself and participants as co-constructors of understanding while 

measuring the causes and the outcomes of a problem. I believe that the use of open-ended 

questions and field notes offer a deep understanding of perceptions of individuals while 

working on the procedures and can contribute to positive modifications of the process to 
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deliver a better intervention service. I also believe that the statistical analysis offers an 

objective perspective of the outcomes, to be able to interpret the fidelity of the method being 

used.  

Applicability of Data to Research Question  

In this section, I highlight how the current study fits within the mix-methods design 

and how it was appropriate for answering the study’s research question, as well as in 

achieving the study’s overall purpose. The quantitative data are intended to provide 

information about the learning outcomes of the participating children when supported by 

their parents/guardians using evidence-based strategies. The qualitative data facilitated the 

analysis of the efficacy of family engagement with Orton-Gillingham Approach and provided 

information about the experience and perceptions of parents/guardians concerning the 

process of learning strategies to help emerging readers, the training delivered by the 

specialist, and the final reading outcomes.  

Recruitment  

Parents/guardians were recruited from social networks using a flyer and snowball 

sampling (see Appendix D). Snowball sampling is a study method that produces the study 

sample by referrals from other people (Biernacki, 1980). Parents/guardians were selected 

based on the specifications of the child. When a couple of parents/guardians were contacted, 

a personal interview was conducted with each one, to explain the specifications of the study.  

Participants 

 The child participants were selected based on the following criteria: a) the child had 

to be between 7 and 10 years old; b) the child had to be in first, second, third, fourth or fifth 

grades; and, c) the child had to be an emerging reader.  

 Experimental and Comparison Groups. The researcher sample consisted of two 

groups, the experimental and the comparison group. According to Shuttleworth and Wilson 

(2008 – 2019), the experimental group is the group that receives the treatment, while the 
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comparison group receives no treatment or standard treatment to use as a baseline. In this 

case, the experimental group was the group in which the intervention to student participants 

was delivered directly by the parents/guardians, and the comparison group was the group in 

which the intervention was delivered by the researcher, a skilled reading teacher, as a 

baseline for further comparisons and assessment of the effect of the intervention. The 

experimental group included two children and two parents/guardians (i.e., one per child) and 

the comparison group included two children and the researcher.   

The researcher explained the purpose of the study in detail to each family member 

and provided a written detailed explanation for the family member to take home and read (see 

Appendix E). The study descriptions for the experimental group included the following 

conditions: The parents/guardians had to have enough time to apply OG strategies at home 

(i.e., two times a week for two months), additional time to take the training (i.e., once a week 

for two months), bring the child to three assessment sessions, and having the interview before 

and after the data collection.  The study descriptions for the comparison group included the 

following: availability to take the child to the intervention (i.e., twice a week for two 

months), and assessment (i.e., three) sessions.  

Once prospective participants read the detailed explanation and made contact with the 

researcher, the researcher conducted a screening call to further explain the study and to 

answer possible questions that the individuals had regarding the research, and also to confirm 

the individual’s willingness and availability to participate in the study. Parents/guardians had 

the choice to volunteer for the experimental or comparison group; and the researcher was 

planning to recruit parents/guardians of the two youngest students. However, the number of 

children that the study finally recruited was exactly the number of parents/guardians that 

were willing to commit to the process. 

Ethical Considerations  
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Participants were asked to sign and return a consent form that contained a description 

of the study, an explanation of the requirements of participation, an assurance of the 

protection of confidentiality, and a reminder that participation was strictly voluntary (see 

Appendices F1, F2, G1, G2).  

Participant privacy, confidentiality, and anonymity based on the responses and the 

standardized measures were preserved. The personal identity of participants and the data 

connected to them were kept confidential. All participants and their information were coded 

by the researcher. Based on the responses given in the semi-structured interviews, direct 

quotations were sometimes used and included in the findings of the research using the code 

assigned to the participant to maintain confidentiality. Consent for using the information of 

the interview was indicated and explained on the consent form (see Appendix F2).  

Overview of the Study 

Data collection took place over a period of eight weeks, organized into a series of five 

phases. Tables 1 summarize the phases of data collection both for the experimental and 

comparison groups, respectively. A more detailed description of each phase follows.  

Table 1: Data Collection Timeline for Experimental and Comparison Group 

Data Collection Timeline for Experimental and Comparison Group  

 
 Experimental Comparison 

 Mid-October Recruitment of participants Recruitment of participants 

Phase 1    

 October  Interview 1  Assessment 1 

  Assessment 1  

Phase 2    

 November - December  Parents/guardians Training (Part 1) Intervention (Part 1) 

  Parents/guardians Intervention (Part 1)  

Phase 3    

 January   Assessment 2 Assessment 2 

Phase 4    

 January - February Parents/guardians Training (Part 2)  Intervention (Part 2) 

  Parents/guardians Intervention (Part 2)  

Phase 5    

 February Assessment 3 Assessment 3 
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  Report of reading progress Report of reading progress 

  Interview 2 

 

 

Note. Table 1 explains the phases of the intervention process for the experimental and 

comparison group.  

Phase 1 

After selecting participants for the sample and obtaining informed consent (see 

Appendices C1, C2, D1, D2), the researcher communicated with each parent/guardian of both 

groups to establish a day to assess the student’s reading abilities and, consequently, to 

perform the first interview (i.e., for the experimental group) (see Appendix E). The place was 

selected by the researcher and was located in a student group study room at the library of a 

local university. It was a closed room with no distractions. The screening battery that was 

used for the assessment was DIBELS 8th edition. In addition, for the experimental group, a 

semi-structured interview was conducted to identify the parents’ expectations about the 

process (see Appendix A).  

Phase 2 

After the assessment was completed, the researcher had an informal conversation with 

the parents/guardians regarding general observations on the assessment. In addition, the 

researcher and the parent/guardian established a schedule, including times and location, for 

the intervention and training sessions.  

Experimental Group. The experimental group training sessions (i.e., parents getting 

trained) were delivered by the researcher and the intervention sessions were consequently 

delivered in the child’s home by their parents/guardians. The locations of the training 

sessions for the experimental group were determined based on convenience for participants. 

Sometimes the sessions took place at the participants’ home, at a library in the community or 

online. 
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Comparison Group. The comparison group intervention sessions were delivered by 

the researcher. The locations of the intervention sessions for the comparison group were 

determined based on convenience for participants. Sometimes the sessions took place at the 

participants’ home, and sometimes at a library in the community. 

Materials. The researcher took the weekends and afternoons on weekdays to gather 

and prepare the instructional material for both groups. Each parent/guardian of the 

experimental group and the researcher had a bag with the materials. 

Environment. Once the researcher met with the parents/guardians, an adequate 

environment (i.e., calm and without distractions) was discussed for the intervention sessions 

at home for the experimental group. For the comparison group, a separate environment was 

booked at a local community library, and a private room was arranged for the interventions 

taking place at the researcher’s home.  

Training Sessions. The parents/guardians’ training sessions on OG strategies were 

conducted once a week (i.e., half an hour to one-hour sessions). They included a verbal 

explanation of the strategies using different materials, modeling the strategies, giving time to 

practice and answering questions and concerns. After the first training session, the 

parents/guardians started delivering the intervention according to the level of the child. Field 

notes were recorded by the researcher during the practice session, and feedback was provided 

to the parents/guardians to correct different aspects of the strategies being used (see 

Appendix B). Depending on the progress of the child, the strategies being implemented were 

changing along with the materials being used. Each week new strategies were taught to the 

parents/guardians. The researcher used field notes to make sure all the areas of the 

intervention process were explained in detail (see Appendix B).  

Intervention Session Procedures. The intervention sessions were delivered two times 

a week for both groups. The researcher monitored the process by text messages to make sure 

that the supporting interventions were completed every week as scheduled, to answer 
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possible questions from the family members, or to offer clarifications. Field notes were taken 

by parents/guardians to monitor the process and note possible questions or clarifications (see 

Appendix C).  

Phase 3  

After eight intervention sessions (i.e., twice a week intervention for a month), a 

second assessment on the students was conducted at the library of a local university using the 

screening battery, DIBELS 8th edition, to monitor progress. General observations on the 

assessment were discussed with the parents/guardians.  

Phase 4 

Subsequently, the interventions and training continued for another eight sessions (i.e., 

twice a week intervention for another month) following the details mentioned above.  

Phase 5 

At the end of the eight-week period, a third and final assessment on the students was 

conducted at the library of a local university using DIBELS 8th edition. In addition, a semi-

structured interview was conducted to identify the parents/guardians’ perceptions after the 

intervention sessions (see Appendix A). After the interview was completed, the researcher 

transcribed the interview and asked for the parent ratification regarding the accuracy of the 

information in the transcriptions.  

Final Report. A written report was provided to the parents/guardians regarding the 

results of the three assessments, along with clarifications about the confidentiality and 

privacy of all the information. After concluding the last meeting, the researcher provided 

contact information for any future inquiries regarding the study.  

Data Sources  

 In a mixed-method design, the data collection goal was to collect both qualitative and 

quantitative forms of data using the same variables (Creswell, 2014). The idea being that 

whatever was being tested quantitatively had to be directly related to whatever was evaluated 
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qualitatively. According to Creswell (2014), there are several ways to collect data in a mixed-

methods design. In some cases, mixed methods researchers have collected information from 

the same number of individuals from both quantitative and qualitative databases, other times 

they have collected more quantitative data than qualitative data; another approach that has not 

been considered a problem is the unequal sample sizes. An important factor of mixed 

methods design is to ensure that the participants for the quantitative study are the same ones 

as for the qualitative study because this allows similar data to be better compared (Creswell, 

2014).  In this study, the reading progress was being measured with quantitative data and the 

reading progress was also the main focus in the qualitative data. Tables 3 and 4 summarize 

the data collection sources used in the study. A more detailed description of each data source 

is discussed after the table.  Additionally, both databases were analyzed and discussed in the 

concluding chapter of the study. 

Table 2: Data Collection Sources for Experimental Group 

Data Collection Sources for Experimental Group  

 

      Data Sources     Data Sources        Data Sources  

 

Assessment 1 DIBELS 8th 

edition 

Interview 1  

 

Field Notes Intervention 

Assessment 2 DIBELS 8th 

edition  

  

 

Assessment 3 DIBELS 8th 

edition  

Interview 2 

  
 

Note. Table 3 display the data sources that were used for the Experimental Group.  
 

Table 3: Data Collection Sources for Comparison Group 

Data Collection Sources for Comparison Group  

 

      Data Sources     Data Sources        Data Sources  

 Assessment 1 DIBELS 8th 

edition  

 

Field Notes Intervention                                                             

Assessment 2 DIBELS 8th  

edition  
  

Assessment 3 DIBELS 8th 

edition 

Note. Table 4 display the data sources that were used for the Experimental Group.  
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In this study, both qualitative and quantitative data were collected in a mixed-methods 

study. Quantitative data were collected through the administration of a screener, standardized 

assessment called Dynamic Indicators of Basic Early Literacy Skill, (DIBELS) 8thedition, an 

instrument created by the University of Oregon. Qualitative data were collected using semi-

structured interviews (see Appendix A). Field notes were collected to ensure that the process 

of the intervention was delivered accurately and for keeping track of the lessons given by the 

parents/guardians (see Appendices B, C)  

DIBELS 8th edition  

According to the Center of Teaching and Learning of the University of Oregon, the 

DIBELS 8th edition is an evaluating tool that assesses and monitors early literacy skills. It 

measures phonological awareness, alphabetic principle and phonics, comprehension, 

vocabulary, and oral language. This tool was selected to assess the reading skills and was 

administered three times: before the intervention, to analyze the starting level of the child; 

during the intervention, to monitor the advancements and to inform adjustments to 

instruction; and at the end of the intervention process, to evaluate the outcomes. 

DIBELS Measures. DIBELS 8th edition is a timed measure system in which the 

subtests are a one-minute measure, with the exception of one subtest, which is a three-minute 

measure. It measures Nonsense Word Fluency (NWF), Word Reading Fluency (WRF), Oral 

Reading Fluency (ORF) within one minute, and Comprehension (i.e., Maze) within three 

minutes (DIBELS 8th edition Administration and Scoring Guide, 2019).  

Nonsense Word Fluency (NWF) and Word Reading Fluency (WRF). Phonics refers 

to the ability to learn the individual sounds in spoken language and map those sounds to 

specific written letters. Students who have strong phonics skills are able to connect individual 

sounds with letters and use those sounds to read words (DIBELS 8th edition Administration 

and Scoring Guide, 2019). 
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Nonsense Word Fluency (NWF). NWF assesses students’ ability to decode words 

based on the alphabetic principle (DIBELS 8th edition Administration and Scoring Guide, 

2019). In this subtest, students have to read a list of nonsense words. The test measures the 

ability to sound out different sounds in each word and the ability to blend those sounds 

together.  

Word Reading Fluency (WRF). WRF involves reading real words out of context. It 

measures the accuracy and fluency in reading sight words (irregular pronunciation), as well 

as common words with regular pronunciation (DIBELS 8th edition Administration and 

Scoring Guide, 2019).  In this subtest, students have to read a list of real words that have 

different types of pronunciation.  

Oral Reading Fluency (ORF). ORF refers to the ability to read text accurately and 

automatically so that students can understand what they are reading (DIBELS 8th edition 

Administration and Scoring Guide, 2019). In this subtest, students have to read a text 

according to their grade level in one minute.  

Maze. Maze or reading comprehension refers to the ability to understand what a 

person reads. It is the ultimate goal of reading instruction (DIBELS 8th edition Administration 

and Scoring Guide, 2019). In this subtest, students have to read a text and choose the word 

that makes more sense in the sentence from a box of options.  

Interviews 

An interview is an assessment method that involves a conversation between two or 

more people where questions are asked by the interviewer expecting answers from the 

interviewed (Salvia, 2016). Similarly, semi-structured interviews are conversations using a 

standard set of questions and open-ended responses (Salvia, 2016). The interviews of the 

study consisted of conversations, using open-ended questions to expose perceptions and 

opinions. Interviews were chosen to understand the parents/guardians’ perceptions before and 

after the application of the Orton-Gillingham-based strategies at home. The interviews were 
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completed at the beginning, and end of the intervention process (see Appendix A). The 

interviews were audio-recorded and transcribed by the researcher for interpretation purposes.  

Interview 1. The first interview offered an opportunity to collect data regarding the 

expectations of the parents towards the process and their own experience with learning to 

read, as well as their children’s experience. In addition, it gave the researcher the chance to 

find information about strategies that they have used to be able to help their children and their 

motivation towards participating in the study (see Appendix A).  

Interview 2. The second interview allowed the exploration of how participants felt 

about the final results, feelings about their experience during the training, and the 

intervention process, as well as the new knowledge that they had acquired about reading. 

Furthermore, opinions about how training parents/guardians were beneficial for student 

learning were also discussed (see Appendix A).   

Field Notes  

According to Schwandt (2015), observational field notes are notes created by the 

researcher to record behaviors, activities, events and other descriptions of the environment 

(as cited in the University of Southern California, 2019). During the study, observational 

field notes served as documents that described the participants’ actions, experiences, and 

beliefs. Observational field notes were selected to record the use of Orton-Gillingham based 

strategies at home and during the parents/guardians’ training and intervention procedures (see 

Appendices G, H). Field notes were taken once a week when training parents on how to use 

the strategies and during the intervention’s procedures regarding questions or clarifications of 

the process. After the strategies were taught, text conversations and calls were made for 

clarification purposes. Furthermore, at the request of a parent/guardian, training videos were 

also sent by the researcher modeling several strategies to make the training process easier.   
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By combining the data from the quantitative and qualitative responses in a mixed-

methods design, a larger picture was created about the implications of parents/guardians’ 

engagement with the Orton-Gillingham approach to support their child. 

Data Analysis 

 In a converged parallel mixed-methods design, the two databases were analyzed 

separately and then brought together in a side-by-side comparison. One approach to compare 

databases is called a side-by-side comparison (Creswell, 2014). These comparisons are 

regularly shown in the discussion section of a mixed-methods study. In this study, the 

researcher first reported the quantitative statistical results and then discussed the qualitative 

findings. It is called a side-by-side approach because the researcher made the comparison in 

the discussion, presenting one part of the findings and then the other part.  

The data analysis was located in the discussion section. The quantitative part of the 

study was analyzed using Microsoft Excel spreadsheet while the qualitative portion was 

analyzed through coding. In this case, the researcher reviewed the interview transcripts to 

identify ideas and concepts through a process of coding.  

There are several types of coding techniques. According to Namey et al., (as cited in 

Saldaña, 2013) structural coding is a question-based code that “acts as a labeling and 

indexing device, allowing researchers to quickly access data likely to be relevant to a 

particular analysis from a larger data set” (p. 84). Structural coding was used for the 

interviews by taking the relevant information of the interview to be used for the study 

discussion. After the researcher coded the data, the identified codes were combined into 

categories and then into themes.  

The qualitative portion of the study was analyzed through three cycles of coding. The 

first cycle of coding in this study had two sections. The first section consisted in reading the 

transcripts several times, looking for comments that might stand out during the process to 

give them a code. According to Saldaña (2016), a code in qualitative research is a word or 
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phrase that captures an attribute of the data; codes can vary from a word to a paragraph. 

Codes in the first cycle of the data were taken from the interview questions. The second 

section consisted of repeatedly reading the transcripts; categories were found by grouping the 

codes and patterns emerged. As stated by Saldaña (2016), a pattern is a repetition of different 

aspects that appear in the data. Repetitions in the data provide trustworthy evidence that 

confirms descriptions of individuals’ routines, rituals, roles, and relationships (Saldana, 

2016). Saldana sustains that while finding patterns the researcher is looking for similarities, 

differences, frequency, sequence, correspondence, and causation (see Appendix H, I). The 

second cycle of coding consisted of finding categories by codifying these patterns. According 

to Saldaña, codifying means to organize information in order to understand and categorize it. 

During this process, the researcher is in charge of dividing, grouping, reorganizing, or linking 

the information to be able to find the meaning and later develop an explanation of the data 

(Saldana, 2016) (see Appendix J, K). The third cycle of coding consisted of refining, 

rearranging, and rectifying the data to select the final themes that were going to be addressed 

in detail. The themes were included in a separate analysis in Chapter Five.  

Validity and Reliability  

According to Creswell (2015), validity is based on establishing quantitative and 

qualitative validity for each database. Data validation occurs when open-ended questions 

validate or confirm the results from close-ended data, (Creswell, 2015). On the other hand, he 

also states that reliability refers to whether the scores of an instrument are consistent or stable 

over time (Creswell, 2015). Validity and reliability differ in quantitative and qualitative 

studies. Considering the focus of the study to be a mixed-methods design, explanations of 

both types of validity and reliability were explained.  

Qualitative Validity and Reliability 

In this study, qualitative validity was considered using a triangulation strategy. 

According to Creswell (2014), triangulation means converging several sources of data to 
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explain results. In this way, statistical analysis and interviews where combine to analyze 

results. In addition, using member checking was another validity strategy used for the study. 

Member checking is a strategy that helps determine the accuracy of qualitative findings 

(Creswell, 2014). In this study, transcriptions of the interviews were given to the participants 

to determine whether this participant felt that they were accurate.  

On the other hand, qualitative reliability indicates that a particular approach is 

consistent (Creswell, 2014). According to Creswell (2011), qualitative research focuses more 

on validity than reliability to determine that the data is accurate and credible. In this study, 

reliability relies on the quantitative part of the study.  

Quantitative Validity and Reliability 

Reliability of the DIBELS 8th Edition. According to Salvia (2016), quantitative 

reliability is the extent to which it is possible to generalize from a test score made at a 

specific time by a specific person to a similar performance at a different time. In other words, 

it is the degree to which an assessment tool produces stable and consistent results. DIBELS 

8th edition examined two forms of test reliability. These forms are alternate form reliability 

and test-retest reliability.  

Firstly, according to the Technical Report of the University of Oregon (2018), the 

DIBELS 8th edition has an alternate form of reliability, “alternate form reliability describes 

the correlation between scores produced with different versions of a test” (p. 2). The DIBELS 

8th edition has been proven to have strong correlations within different versions of the test 

because they are capable of generating similar results. To gain reliability, DIBELS 8th edition 

authors used specific guidelines for writing items. Reliability was tested and evidence 

suggested that DIBELS 8th edition had excellent (.90+) alternate form reliability for Letter 

Naming Fluency (LNF), Word Reading Fluency (WRF), and Oral Reading Fluency (ORF), 

and good reliability (.80+) for Phoneme Segmentation Fluency (PSF) and Nonsense Word 

Fluency (NWF). Secondly, “test-retest reliability describes the correlation between scores on 
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the same test administered at different points in time to the same test-takers” (University of 

Oregon, 2018, pg. 3). Results from the technical manual of DIBELS 8th edition (2018) 

suggested that it has very high levels of reliability.  

Validity of the DIBELS 8th Edition. The DIBELS has been analyzed for two types 

of validity, concurrent validity, and predictive validity. According to the Technical Report of 

the DIBELS 8th edition, from the University of Oregon, “concurrent validity correlations 

describe the relation between test scores on one measure and those on a previously 

established measure of the same construct” (p. 4). In this case, concurrent validity was 

assessed by comparing scores on DIBELS 8th edition to DIBELS Next composite scores. In 

addition, predictive validity correlations “can also be seen as a means of validating that the 

intended construct has been captured, but also serves as a means of validating the use of a 

measure for predicting performance at a later period” (Technical Report of the DIBELS 8th 

edition, from the University of Oregon, P. 4). Predictive validity from DIBELS 8th edition 

has been examined through comparisons using scores from the Iowa Assessment by Welch 

and Dunbar Total Reading score and the Iowa Assessment’s Word Analysis score showing 

moderate to strong correlations (as cited in Salvia, 2016).  

Conclusion  

Chapter Three provided a detailed description of the mixed-methods design used in 

the study, and specifications regarding the focus of the study. Additionally, information about 

the researcher’s positioning within the study was discussed along with a detailed overview of 

the study design. Specific ethical considerations and clarity in data collections and procedures 

were also considered. Furthermore, the study showed credible aspects of validity and 

reliability for the measures being used, as well as for the mixed-methods design itself. 

Finally, the chapter offered clear guidelines about the data analysis and interpretations of the 

information. 
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CHAPTER FOUR: DATA ANALYSIS AND RESULTS  

As previously stated, the aim of this study is to explore the importance of involving 

parents/guardians in the learning process of their children and the possibility of training them 

to be able to help students learn using OG's evidence-based strategies.  

Chapter Four restates the research question, and provides an overview of the data 

sources and a description of the participants. In addition, Chapter Four explains the findings 

regarding the qualitative and quantitative data in two separate sections. The first section 

explores the quantitative data analysis and interpretation, and the second section examines 

qualitative data, coding process, and interpretation.  

This mixed-methods design answers the following question: What is the impact of 

parents/guardians’ academic support through the use of evidence-based strategies on 

children’s reading development?   

The research question is answered through a detailed analysis of the following 

sources: First, three assessment measures with Dynamic Indicators of Basic Early Reading 

Literacy 8th Edition (DIBELS), and second, two interviews with the parents/guardian who 

participated in the process. Field notes were not analyzed; however, they were used to ensure 

that the intervention process was delivered with fidelity and to make sure that all the reading 

areas were covered during the process. They also helped the parents to write questions or 

annotations about and during the steps of the training.  

Introducing Participants  

As stated in Chapter Three, participants for this study were involved for eight weeks. 

Participants were divided into a comparison group and an experimental group. The 

experimental group consisted of two families. One family had one mother and one child 

(EGST1) who was struggling with reading; the mother was in charge of delivering the 

intervention. The other family had a mother and a father, and one child (EGST2) who was 

struggling with reading. In this case, both parents wanted to be trained in case one of them 
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was not available to deliver the intervention according to the schedule. The comparison group 

had two students (CGST1 and CGST2) who were struggling with reading and the researcher 

was in charge of delivering the intervention.   

 The experimental group included two boys: one in second grade, and the other one in 

fourth grade. Assessments were chosen according to their grade levels. The comparison 

group included a girl (CGST1) and a boy (CGST2). The girl was in third grade and the boy in 

fifth grade. The girl was assessed according to her grade level. For the boy, two grade levels 

had to be discontinued so he was assessed two levels under his grade level. The students had 

to be struggling in reading to be able to participate in the study. Specific details of every 

student background will be provided as follows.   

• CGST1 is a girl in third grade. The mother stated that her child was struggling and 

was worried; however, the school told her that she was fine. The mother has 

educational knowledge and she stated that she knew that something was going on.  

• CGST2 is a boy in fifth grade. The grandmother referred him because he has been 

struggling consistently. The mother noted that he was diagnosed with dyslexia and 

has been receiving some help in a reading-group setting for two years. She stated that 

there have been small improvements.   

• EGST1 is a boy in second grade. The teacher told the mother that she was concerned 

about the child's progress regarding reading skills. The mother was trying to find a 

way to help him at that moment. The mother was interested in being the one to help 

him.  

• EGST4 is a boy in fourth grade. The mother referred him because he didn’t like 

reading and she believed that he was struggling. He had been diagnosed with ADHD 

and had been receiving reading intervention using the same method of the study by 
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the researcher before starting the study. The parents were interested in continuing the 

intervention themselves as part of the study.   

Quantitative Measures  

The quantitative data referenced in this study is intended to inform about the progress 

of the students before, during, and after the intervention process. Quantitative data was 

collected using the standardized test called DIBELS 8th edition. One of the reasons that 

DIBELS 8th edition was chosen for this study was because one of its purposes is the 

evaluation of the effectiveness of intervention for students that need support in order to be 

able to make changes to the intervention procedures (DIBELS 8th edition Administration and 

Scoring Guide, 2019).  

DIBELS 8th Edition Scores  

 DIBELS 8th edition has different types of scores to enable the researcher to understand 

the information given. These scores are raw scores, risk classification, equated scale scores, 

percentile ranks, zone of growth, and composite scores. For the purpose of the study, raw 

scores and composite scores were analyzed (DIBELS 8th edition Administration and Scoring 

Guide, 2019). 

Raw Scores. According to the DIBELS 8th edition Administration and Scoring Guide 

(2019), raw scores are represented by the number of items that a student answers correctly in 

one minute. As part of the raw scores, there are two adjusted measures. Maze has an adjusted 

raw score in which half of the number of incorrect items is subtracted from the total number 

of correct items, and ORF Accuracy is an adjusted measure that analyzes the proportion of 

words read correctly in one minute by dividing the number of words read correctly by the 

total number of words read (DIBELS 8th edition Administration and Scoring Guide, 2019). 

Composite Scores. Composite scores are a means of interpreting and reporting 

students’ performance across all the subtests (DIBELS 8th edition Administration and Scoring 

Guide, 2019). Results of the raw-score measures will be shown through tables and figures 
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followed by an explanation for each student specifying the progress in each subtest. In 

addition, results regarding oral reading accuracy and composite scores will be shown 

altogether for the four students with tables and figures. An explanation of each measure will 

be provided following the tables and figures  

DIBELS 8th edition uses different subtests depending on the grade level. This figure, 

taken from DIBELS 8th edition Administration and Scoring Guide (2019), will show why some 

of the subtests were not taken by all of the students.  

Figure 1: DIBELS 8th edition Timeline of Subtest Availability by Grade 

DIBELS 8th edition Timeline of Subtest Availability by Grade 

 

Note. The data on DIBELS 8th edition subtests for each grade level was copied from the 

DIBELS 8th edition Administration and Scoring Guide (2019) and retrieved from 

https://dibels.uoregon.edu/docs/materials/d8/dibels_8_admin_and_scoring_guide_09_2019.p

df 

Data Analysis of Quantitative Measures  

 This section will provide a description of the raw scores, reading accuracy scores, and 

composite scores. Raw scores will show each student’s development throughout the process. 

Reading accuracy scores will be explained as a whole for all of the students as well as 

composite scores.  

Raw Scores Measures 

https://dibels.uoregon.edu/docs/materials/d8/dibels_8_admin_and_scoring_guide_09_2019.pdf
https://dibels.uoregon.edu/docs/materials/d8/dibels_8_admin_and_scoring_guide_09_2019.pdf
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Raw scores measures will be explained individually for each student in the form of 

tables and figures, followed by a written interpretation of the values.  The tables will show 

specific scores for each of the subtests that were assessed, every time that the student was 

assessed.  

Data Analysis Comparison Group Student 1 (CGST1). Table 5 shows specific raw 

scores for Comparison Group Student 1. The scores are specific for each subtest showing 

each time that the student was assessed.  

Table 4: Comparison Group Student 1 Raw Scores 

Comparison Group Student 1 Raw Scores  
     

Subtest score  Assessment 1  Assessment 2 Assessment 3   

NWF-CLS 22 57 75 

NWF-WRC 9 19 22 

WRF 12 20 28 

ORF-WRC 25 57 76 

Maze  1 6 8 

Note. Table 5 shows the raw scores of the subtests for CGST1 in the three assessments. 

Figure 2: Assessment Report Comparison Group Student 1 

Assessment Report Comparison Group Student 1 

 

Note: Figure 2 shows the growth of CGST1 across all subtests.  
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Data Interpretation Comparison Group Student 1 (CGST1). This section provides 

an explanation of the scores of each subtest for CGST1.  

Nonsense Word Fluency (NWF). Test results indicate that there has been progress in 

her decoding skills since the beginning of the intervention process. At the beginning of the 

intervention process, CGST1 was able to recognize 22 sounds within the words in one 

minute, while after the intervention process CGST1 was able to recognize 75 sounds in one 

minute. In addition, at the beginning of the intervention CGST1 was able to blend just 9 

words per minute, and after the intervention process CGST1 was able to blend 22 words in 

one minute.  

Word Reading Fluency (WRF). Test results indicate that there has also been progress 

regarding reading words out of context with regular and irregular pronunciations. At the 

beginning of the intervention process, CGST1 was able to read correctly 12 words within a 

minute. After the intervention process, CGST1 was able to read 28 words in a minute. 

Oral Reading Fluency (ORF). Test results indicate that there has been progress in 

oral reading. At the beginning of the intervention process, CGST1 was able to read 25 words 

accurately within a text. After the intervention process, CGST1 was able to read 76 words 

accurately in a text. 

Maze. Test results indicate that there has been progress in reading comprehension. At 

the beginning of the intervention process, CGST1 was able to answer one of the items 

correctly. After the intervention process, CGST1 was able to answer 8 items correctly.  

Data Analysis Comparison Group Student 2 (CGST2). Table 6 shows specific raw 

scores for Comparison Group Student 2. The scores are specific for each subtest showing 

each time that the student was assessed.  

Table 5: Comparison Group Student 2 Raw Scores 

Comparison Group Student 2 Raw Scores  
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Subtest Scores  Assessment 1  Assessment 2 Assessment 3  

NWF-CLS 28 60 58 

NWF-WRC 2 9 11 

WRF 7 7 8 

ORF-WRC 8 29 33 

Maze  0 4 6 

 

Note. Table 6 shows the raw scores of the subtests for CGST2 in the three assessments.   

Figure 3: Assessment Report Comparison Group Student 2 

Assessment Report Comparison Group Student 2 

 

Note. Figure 3 shows the growth of CGST2 across all subtests.  

Data Interpretation Comparison Group Student 2 (CGST2). This section provides 

an explanation of the scores of each subtest for CGST2. 

Nonsense Word Fluency (NWF). Test results indicate that there has been progress in 

decoding skills since the beginning of the intervention process. At the beginning of the 

intervention process, CGST2 was able to recognize 28 sounds within the words in one 

minute, while after the intervention process CGST2 was able to recognize 58 sounds in one 

minute. In addition, at the beginning of the intervention CGST2 was able to blend just two 

words and after the intervention process CGST2, is able to blend 11 words in one minute.  
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Word Reading Fluency (WRF). Test results indicate that there has been also progress 

regarding reading words out of context with regular and irregular pronunciations.  At the 

beginning of the intervention process, CGST2 was able to read seven words correctly in one 

minute. After the intervention process, CGST2 was able to read eight words in a minute.   

Oral Reading Fluency (ORF). Test results indicate that there has been progress in 

oral reading, too. At the beginning of the intervention process, CGST2 was able to read eight 

words accurately within a text. After the intervention process, CGST2 was able to read 33 

words accurately in a text.  

Maze. Test results indicate that there has been progress in reading comprehension. At 

the beginning of the intervention process, CGST2 was not able to answer any of the items 

correctly. After the intervention process, CGST2 was able to answer six items correctly. 

Data Analysis Experimental Group Student 1 (EGS1). Table 7 shows specific raw 

scores for Experimental Group Student 1. The scores are specific for each subtest showing 

each time that the student was assessed.  

Table 6: Experimental Group Student 1 Raw Scores 

Experimental Group Student 1 Raw Scores  
     

Subtest score Assessment 1 Assessment 2 Assessment 3 

NWF-CLS 52 48 86 

NWF-WRC 1 2 28 

WRF 5 14 23 

ORF-WRC 5 19 44 

Maze  0 5 6 

Note. Table 7 shows the raw scores of the subtests for EGST1 in the three assessments.   

Figure 4: Assessment Report Experimental Group Student 1 

Assessment Report Experimental Group Student 1 
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Note. Figure 4 shows the growth of EGST1 across all subtests.  

Data Interpretation Experimental Group Student 1 (EGS1). This section provides 

an explanation of the scores of each subtest for EGST1 

Nonsense Word Fluency (NWF). Test results indicate that there has been progress in 

his decoding skills since the beginning of the intervention process. At the beginning of the 

intervention process, EGST1 was able to recognize 52 sounds within the words in one 

minute, while after the intervention process EGST1 was able to recognize 86 sounds in one 

minute. In addition, at the beginning of the intervention EGST1 was able to blend just one 

word, but after the intervention process, EGST1 was able to blend 28 words in one minute. 

Word Reading Fluency (WRF). Test results indicate that there has been also progress 

regarding reading words out of context with regular and irregular pronunciations. At the 

beginning of the intervention process, EGST1 was able to read five words correctly within a 

minute. After the intervention process, EGST1 was able to read 23 words in a minute.  

Oral Reading Fluency (ORF). Test results indicate that there has been progress in oral 

reading, too. At the beginning of the intervention process, EGST1 was able to read five words 

accurately within a text. After the intervention process, EGST1 was able to read 44 words 

accurately in a text. 
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Maze. Test results indicate that there has been progress in reading comprehension. At 

the beginning of the intervention process, EGST1 was not able to answer any of the items. 

After the intervention process, EGST1 was able to answer six items correctly. 

Data Analysis Experimental Group Student 2 (EGST2). Table 8 shows specific 

raw scores for Experimental Group Student 2. The scores are specific for each subtest 

showing each time that the student was assessed. 

Table 7: Experimental Group Student 2 Raw Scores 

Experimental Group Student 2 Raw Scores 
    

Subtests Scores  Assessment 1 Assessment 2 Assessment 3 

ORF-WRC 67 122 126 

Maze 11 12 16 

Note. Table 8 shows the raw scores of the subtests for EGST2 in the three assessments. 

Figure 5: Assessment Report Experimental Group Student 2 

Assessment Report Experimental Group Student 2 

  

Note. Figure 5 shoes the growth of EGST2 across all subtests.  

Data Interpretation Experimental Group Student 2 (EGST2). This section 

provides an explanation of the scores of each subtest for EGST2. 
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Oral Reading Fluency (ORF). Test results indicate that there has been progress in oral 

reading. At the beginning of the intervention process, EGST2 was able to read 67 words 

accurately within a text. After the intervention process, EGST2 was able to read 44 words 

accurately in a text. 

Maze. Test results indicate that there has been progress in reading comprehension. At 

the beginning of the intervention process, EGST2 was able to answer 11 items correctly. After 

the intervention 

Reading Accuracy Measures  

 As mentioned previously, reading accuracy analyzes the proportion of words read 

correctly in one minute without making mistakes (DIBELS 8th Edition Administration and 

Scoring Guide, 2019). The following data provide information regarding the accuracy for all 

the students who were tested three times.   

Reading Accuracy Data Analysis. This section will show the scores for reading 

accuracy for all four students followed by an explanation of the progress.  

Table 8: Oral Reading Fluency Accuracy (ORF) 

Oral Reading Fluency Accuracy (ORF)  
     

 
Assessment 1 Assessment 2 Assessment 3 

CGST1 83% 90% 99% 

CGST2 62% 78% 80% 

EGST1 23% 73% 92% 

EGST2 99% 98% 100% 

Note. Table 9 shows the percentage of Oral Reading Accuracy across all assessments for 

every student. 

Figure 6: Oral Reading Fluency Accuracy (ORF) 

Oral Reading Fluency Accuracy (ORF)  
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Note. Figure 6 shows the growth of the students in Oral Reading Accuracy across the three 

assessments.  

Reading Accuracy Data Interpretation. Results showed an increase in reading 

accuracy for all the students who participated in the study.  Ranges varied across each 

student. CGST1 ranged from 80%s to 99%, CGST2 ranged from 62% to 80%, EGST1 ranged 

from 23% to 92%, and EGST2 ranged from 99% to 100%. This participant was at ceiling at 

baseline because before the study he was receiving reading support using the same approach.  

Composite Scores  

As previously stated, composite scores are a combination of multiple DIBELS 8th 

edition scores that provide the best overall estimate of the student's early literacy skills and/or 

reading proficiency (DIBELS 8th Edition Administration and Scoring Guide, 2019). The 

following information will show the data regarding the composite scores for each student 

who was assessed.  

Composite Scores Data Analysis. This section will show the composite scores for all 

four students followed by an explanation of the growth.  

Table 9: Composite Scores 
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Assessment 1 Assessment 2 Assessment 3 

CGST1 288 355 410 

CGST2 282 343 384 

EGST1 307 353 420 

EGST2 313 399 443 

Note. Table 10 show the composite scores of all four students for the three assessments.  

Figure 7: Composite Scores 

Composite Scores  

 

Note. Figure 7 shows the growth of composite scores across the three assessments.  

Composite Scores Data Interpretation. Results showed an increase in composite 

scores for all the students that participated in the study. Ranges varied across each student. 

CGST1 ranged from 288 to 410, CGST2 ranged from 282 to 384, EGST1 ranged from 307 to 

420, and EGST2 ranged from 313 to 443.   

Experimental Group and Comparison Group Development  

 The following data and analysis will provide information regarding experimental and 

comparison group comparisons for each area of the assessment.  
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Figure 8: Non-Sense Word Fluency Part 1 

Non-Sense Word Fluency Part 1 

 

Experimental Group    Comparison Group  

 

Note. Experimental group and comparison group comparisons for Non-word Fluency 

(decoding)  

Non-sense Word Fluency measures the ability to decode words recognizing individual 

sounds. As figure 8 shows, discrepancies were found for the three students. In the 

experimental group, EGST1 showed stability in the first part of the process and a significant 

improvement in the second part of the process. These results may reflect that in the first part 

of the process parents/guardians were in the process of learning the strategies and they had to 

practice in order to feel confident in applying them. In the comparison group, CGST1 showed 

a significant and stable improvement throughout the process, while CGST2 had significant 

improvement in the first part of the process and showed stability through the second part of 

the process. These results may reflect the level of difficulty that CGST2 has considering his 

designation (i.e., Dyslexia). CGST1 and EGST1 made the highest progress at the end of the 

process. These results showed that sometimes there are learning gaps in letter-sound 

correspondence and students need to learn from the basics to be able to shorten the gap. It 

also showed that each student has their own pace and their own difficulties, therefore, results 

may vary because of this.   
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Figure 9: Non-Sense Word Fluency Part 2 

Non-Sense Word Fluency Part 2 

Experimental Group    Comparison Group 

 

Note. Experimental group and comparison group comparisons for Non-word Fluency (words 

per minute)  

Non-sense Word Fluency in this assessment also measures the ability to blend sounds 

in a word.  In this measure, all of the students that were measured had low scores when they 

first stated. This means that they were really struggling to blend whole words, some more 

than others. Results showed similarities and differences in both groups. EGST1 was still 

struggling during the first part of the process in reading whole words while CGST1 and 

CGST2 showed improvements since the beginning of the intervention sessions. Students of 

the comparison group showed stability during the second part of the process, while EGST1 

showed a significant improvement in the second part of the process. These findings suggested 

that parents/guardians may need time to adapt and practice the strategies, as they mastered 

the skills, the level of progress increased.  

Figure 10: Word Reading Fluency 

Word Reading Fluency 

 

Experimental Group    Comparison Group  
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Note. Experimental group and comparison group comparisons for Word Reading Fluency 

 Word Reading Fluency is the ability to read words with regular and irregular 

pronunciations. In other words, regular words are words that can be decoded (i.e., sound out) 

and irregular words are words that do not follow traditional English spelling rules and cannot 

be decoded. In this area, similar results were found for the two groups, CGST1 and EGST1 

showed progress and stability during the whole process. Conversely, CGST2 showed small 

progress during the process in this area. This difference may be because of the level of 

difficulty that CGST2 has. CGST2 has to master non-sense word fluency in order to be able 

to read words fluently and because of his designation (i.e., Dyslexia) he needs more time and 

practice than other children.   

Figure 11: Oral Reading Fluency 

Oral Reading Fluency 

 

Experimental Group    Comparison Group  

 

Note. Experimental group and comparison group comparisons for Oral Reading Fluency   

5

14

23

0 0 0

1 2 3

EGST1 EGST2

12

20

28

7 7 8

1 2 3

CGST1 CGST2

5 19
44

67

122 126

1 2 3

EGST1 EGST2

25

57
76

8
29 33

1 2 3

CGST1 CGST2



HOME CONNECTIONS 

 
69 

Oral reading fluency is the ability to read connected text quickly, accurately, and with 

expression. All of the students were tested in this area and similar results were found for the 

two groups. EGST2 and CGST1 showed similar progress and stability throughout the 

process. EGST1 and CGST2 showed more progress in the first part of the process and 

stability during the second part of the process. EGST1 showed the highest progress from 

beginning to end. This finding is important because it may support evidence that stated that 

early intervention promotes faster reading progress (Lovett, et al., 2017).   

Figure 12: Maze 

Maze 

Experimental Group    Comparison Group  

 

Note. Experimental group and comparison group comparisons for Maze (reading 

comprehension)  

 Maze is a comprehension task that requires students to choose the correct word as 

they read the passage. As shown in figure 12, connections and discrepancies where found in 

the results. Two students of the comparison group had a similar consistent growth during the 

process. In the experimental group, EGST1 did not make much progress in the first part of 

the process but made significant progress in the second part of the process. EGST1 made the 

highest progress at the end when compared to the other children. On the other hand, EGST1 

made most of the progress in the first half of the process than in the second half. This finding 

can correlate to the parent’s perceptions in which they stated that the second part of the 

process became harder after the break from the normal routine.   

0
5 6

11 12
16

1 2 3

EGST1 EGST2

1

6
8

0

4
6

1 2 3

CGST1 CGST2



HOME CONNECTIONS 

 
70 

Figure 13: Reading Accuracy 

Reading Accuracy 

Experimental Group    Comparison Group  

 

Note. Experimental group and comparison group comparisons for Reading Accuracy.  

 Accuracy refers to the ability to read words without mistakes. According to the 

University of Oregon Data System (2020), an independent reading level means 97% 

accuracy, an instructional level means 94% to 97% accuracy, and frustration level means 

93% or lower accuracy. All of the students improve their reading accuracy, however, results 

showed discrepancies in their level of independence. EGST1, CGST1, and CGST2 started at 

the frustration level and EGST1 student started at the independent level. This difference may 

be because this specific student was receiving intensive intervention before he started the 

process using the same approach. EGST1, CGST1, and CGST2 showed improvements, 

however, EGST1 showed higher improvements in the first part of the process than in the 

second part while CGST1 and CGST2 showed more consistent growth throughout the 

process. CGST1 scores showed a level of independence, while EGST1 appeared to be close 

to the instructional level and CGST2 appeared to be at the frustration level. Again, this may 

be because of his designation (i.e., Dyslexia) and his particular difficulties.   

Figure 14: Composite Scores 

Composite Scores 
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Note. Experimental group and comparison group comparisons for Composite Scores.  

 According to the University of Oregon, (2020). The composite scores are measures 

that determined the risk in reading, taking into consideration the performance of each subtest 

of the assessment. These measures are useful to determine the type of instruction that the 

student needs. The instructional levels are label as follows, Core Support (blue), Core 

Support (green), Strategic Support (yellow), and Intensive Support (red). Even though all the 

students have made progress, two months of intervention is not sufficient to get to core 

support if the student started in intensive support. Similarities and differences were found 

regarding the two groups. In this study, CGST1 and CGST2 started in intensive support and 

are still in need of this support. EGST1 started in the intensive support and now he is in the 

strategic support. EGST2 started in strategic support and he still needs strategic support. This 

difference may due to the fact that EGST2 had previously had intensive support with the 

same method and EGST1 because he is the younger of all of the students. This supports the 

evidence of the importance of early intervention to be able to see growth at faster rates 

(Lovett, et al., 2017).   

Qualitative Measures  

The qualitative data that is referenced in this study is intended to inform about the 

perceptions and opinions of the parents of the experimental group regarding the intervention 

process.  

Qualitative Data Analysis and Coding Procedures  
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As stated in Chapter Three, interviews were completed at the beginning and end of 

the intervention process by the parents/guardians of the experimental group (see Appendix 

E). The interviews were conversations, using open-ended questions, eliciting their 

perceptions and opinions. Interviews were chosen as a method to understand the 

parents/guardians’ perceptions before and after the application of the Orton-Gillingham based 

strategies at home. The interviews were audio-recorded and transcribed by the researcher. 

First Cycle of Coding  

As previously stated, in the first cycle of coding the researcher read and re-read the 

information, highlighting important comments in the first and second interviews. After 

selecting comments, the researcher organized the relevant comments under codes that were 

taken from the questions. Consequently, the researcher read the comments over and over 

again to find patterns within the comments. Appendices H and I show the codes that were 

assigned for the questions, relevant comments of the parents, and the patterns that emerged 

from the first analysis. For example, in the first interview, parents/guardians’ personal 

reading experience was taken as an initial code. Some of the comments regarding this code 

were the following: P/G1 recalled, “I personally don’t read a lot.” “I struggled in the 

beginning in kindergarten.” P/G2 stated, “Reading is a huge part of my life is part of my job 

our house has a lot of books in it.” “I don’t remember being difficult.” P/G3 recalled, “I'd 

really like to read I read almost every day.” Some of the patterns that were found through 

these comments were parents/guardians as readers, parent/guardians as non-readers, 

parents/guardians struggles, parents/guardians easy reading process, and parents/guardians 

reading all the time.  

In addition, in the second interview, parents/guardians’ experience was taken as an 

initial code. Some of the comments regarding this code were the following: P/G1 stated, “I 

think that I’ve seen improvement, which is huge, and I really have actually enjoyed doing it 

because I’ve watch him enjoy parts of it, and those are the fun parts.” P/G2 recalled, “He did 
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it really well and he had fun. I think that it was good to see him learning and good to see him 

responding.” P/G3 recalled, “It was interesting to watch his progression and to see where he 

was when we started and to see where he ended up, you can, I could definitely see a 

difference.”  Some of the patterns that were found through these comments were 

improvements, struggles, engagement, positive process, fun, confidence, tiredness, 

responding to learning, pride, focus, will to do, progression, and see a difference.   

Second Cycle of Coding 

In the second cycle of coding, the researcher read and revised all the patterns that 

emerged in the previous analysis and started creating groups. While reading the patterns, 

categories started coming up and the patterns became codes for each one of the categories 

that were emerging.  Appendices J and K showed the initial categories of the analysis and the 

codes for each one of the categories for the two interviews. For example, in the first 

interview, one of the categories was children’s’ challenges, within this category, several 

codes emerged such as struggles, difficulties, bad experiences, and staying focussed. In the 

second interview, one of the categories was parents/guardians’ emotions, the codes that 

emerged from that category were proud, fun, gain confidence, enjoy, overwhelming, 

confidence with practice proud of progress, and engage with progress. A more detailed 

explanation of the second cycle is shown in Appendices J and K.                                      

Third Cycle of Coding 

 In the third cycle of coding, the researcher once more analyzed and reorganized the 

information narrowing codes and categories. Some of the codes are similar to previous codes, 

some of them are categories that were merged together into a broader one. Table 15 shows 

the final categories that were used for the detailed analysis.  

Table 10: Third Cycle of Coding for Interviews 1 & 2 

Third Cycle of Coding for Interviews 1 & 2  

Interviews Categories 
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Interview 1 Parents/guardians reading history  

 Student's reading history  

 Parents/guardians expectations 

 Parents/guardians and children emotions  

 Strategies and resources  

Interview 2 
Parents/guardians and students’ emotions  

 Relationships  

 Student's behavior  

 Progress 

 Training Support  

 Strategies and resources  

 Benefits  

Note. Table 15 shows the final themes that emerge from the coding process for the two 

interviews. 

Qualitative Data Interpretation  

 This section provides an overview of the first interview that was made before the 

reading intervention process started. This section will explain the first perceptions and 

expectations of the parents/guardians towards the intervention process. Parents/guardians will 

be address by codes (i.e., P/G1, P/G2, P/G3) as well as the students when their 

parents/guardians referred to them (i.e., EGST1, EGST2). P/G1 is the mother of EGST1 and 

P/G2 and P/G3 are mother and father of EGST2.  

First Interview Findings and Analysis 

 The first interview was a semi-structure interview that wanted to analyze different 

aspects of the parents/guardian’s perceptions and expectations regarding the process that was 

about to start. The main categories that emerge from the first interview were the following: 

parents/guardians reading history, students’ reading history, parents/guardians’ expectations, 

parents/guardians and students’ emotions, and strategies and resources. In this section, each 

theme was analyzed separately addressing the more relevant comments of the 

parents/guardians regarding the study.  
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Parents/Guardians Reading History. For the purpose of this study getting to know 

about the parents/guardians’ reading background was important to understand if that may 

have influenced their interest in helping their children in the process of reading. For this 

category, mixed answers emerge from the analysis. Two parents/guardians had close 

experience with reading without struggles. P/G2 reported, “reading is a huge part of my life, 

is part of my job, our house has a lot of books in it, reading is everywhere.” She added, “I 

don’t remember being difficult.” P/G3 disclosed, “I'd really like to read, I read almost every 

day.” On the other hand, P/G1 struggled when she was growing up and had help from her 

mother, she revealed, 

I personally don’t read a lot… I also did find out recently from my mother that I 

struggled in the beginning in kindergarten my teacher said that I was doing fine and 

then all of a sudden somewhere along the line we realized that I wasn’t reading 

properly and so then my mom had to step in a do a bunch of work with me at home.  

This correlates with P/G2 that even without having struggles her mother was the one teaching 

her to read, she recalled, “I was just sick and then my mom taught me how to read at home 

and that changed my world.” 

Parents/Guardians’ Perceptions of their Children Reading History. Through 

asking parents about their children’s history, the researcher wanted to find out if the students 

were having challenges in the reading development. One of the aspects across all the 

parents/guardians was that all parents/guardians perceived that their children were struggling. 

P/G1 stated, “he is struggling and that is really hard for us”, P/G2 disclosed, “reading with 

my children has been a little bit challenging because EGST2 didn’t really like to read for 

many years”. She added, “it’s been challenging, and it’s been hard because we’ve been 

reading to EGST2 since he was in my belly.” Furthermore, P/G3 added, “he is really 

struggling with reading and that's made it very difficult.”  
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Parents/guardians and Children’s Emotions. All parents commented on 

experiencing frustration, worry and not knowing what to do regarding their children’s 

challenges towards reading. P/G1 said, “He is not enjoying, because he is struggling and that 

is really hard for us… he is actually even said I hate reading.” She later added that “he gets 

frustrated and we get frustrated also he doesn’t focus for very long which makes it hard.” 

Similarly, P/G2 stated that “it was really hard to understand why he didn’t like reading 

because it did so much for me. She also added that by helping him, “it turned into a fight, 

every day a fight, and it was like this isn’t worth it.” P/G3 expressed his feeling by saying, “it 

is frustrating because he still doesn't want to read for pleasure.” 

 Another important aspect that one of the parents commented about was self-esteem 

and how one experience can change the child’s motivation for reading. P/G2 said,  

When he was in grade one he had a really bad experience with reading that everyone 

was learning to read and he wasn’t and he was feeling very stupid around his peers 

and was a lot because of his teacher not helping him and supporting him and he would 

look for his peers for support and they will get annoyed with him cause his teacher 

wasn’t helping him. So, I think that his reaction to that was to hate reading that he 

decided just that it was going to be the readings’ fault that his peers were making fun 

of him. And so, for basically grade one grade two and grade three it just I hates 

reading I don’t want to read I hate reading and even if he did know how to read a few 

words he will still say he hates reading.  

She later added, “I would get angry and I am even making his confidence even lower and his 

having school people being mean to him so I was just I cannot focus on this as much 

anymore.” 

Parents/guardians’ Expectations. This category explained important comments 

from the parents regarding the expectations towards the process and toward their children. 

Concerning the expectations towards the process, all of the parents had the will to help their 
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children in any way possible. P/G1 said, “I was in the process of looking for help for him and 

this seemed the perfect opportunity to be able to help him myself. She additionally added, 

No matter what I think, even if he doesn’t get way better, he is going to learn 

something, we are going to learn a technique and ways to start from the basics, I 

guess because I feel that we missed a step somewhere and that’s why he is ended up 

where he is.  

Similarly, P/G2 stated, I want to support EGST2 as much as I can, and I need tools that I can 

get to help him become a better reader. Furthermore, P/G3 affirmed, “it will help me 

understand where EGST2 is at, and also just give me a structure to use to help him.”  

In relation to the expectations regarding the child, two of the parents wanted to be an 

experience that they can share together. P/G1 said, “I am hoping with something new and a 

different way of approaching it that maybe we can start learning together.” Likewise, P/G2 

stated,  

l think I can just be a support for EGST2, I think it will give us some one-on-one time 

which like my mom that was really special cause I think EGST2 thrives on having a 

one-on-one time. I think that we will have an appreciation for reading and we can 

share together. 

On the other hand, one of the parents just wanted his son to find reading as an enjoyable 

experience. P/G3 said, “I really want him to take on reading as something that is pleasurable 

and not something, he has to do for a chore.” 

Strategies and Resources. All of the parents commented on trying some kind of 

strategy to help their child read. P/G1 stated, “the only thing is that we bought a box I think is 

called Bob’s reading with the beginning sight words and we worked a little bit on that but 

nothing other than that.” Similarly, P/G2 said,  

I try to teach them the sight words they also have like the Raz-kids digital books that 

we will read at home and for a while, it went really well the sight words he was really 
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learning them and the Raz-kids he was improving but the harder it got at school the 

less ability that I had to get him to even sit down and do any of that. 

Comparatively, P/G3 said, “nothing formalized, just practice reading with him, we read 

books and we read everything to him.” 

Analysis of First Interview. Overall, parents/guardians’ experiences and perceptions 

previous to the study were very interesting. Regarding their family history, emotions, and 

strategies they have tried, with or without educational experience, parents/guardians 

demonstrated to be able to identify when their children were struggling. They were generally 

worried, and they had the will to help them. Parents/guardians that wanted to help their 

children normally did not have any guidance to help their children and sometimes they used 

methods that do not fit with their children's needs. The use of methods that do not respond to 

the child’s needs caused feelings of frustration, anger, or conflicts within the family 

environment. In addition, parents/guardians were also worried that their children's confidence 

and self-esteem were being affected while they struggled and did not know how to help them. 

Another interesting finding was that parents/guardians’ own experiences of reading could or 

could not influence their expectations towards the experiences of their children. Sometimes 

parents/guardians wanted their children to feel and perceive reading the way they had in their 

own life. They wanted to be an activity that they can enjoy and share. Other times, parents 

wanted them to be able to read without problems because they consider reading to be very 

important. The last aspect that emerges from this analysis was related to the expectations of 

the study. As a result of participating in the study, parents/guardians expected to find a path, a 

structure or the tools to be able to help their children. They expected to understand where 

their children were at in their reading development and be able to support them to grow. 

Second Interview Findings and Analysis   

The second interview was a semi-structured interview that helped the researcher 

analyze different aspects of the parents/guardian’s perceptions and opinions regarding the 
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process and the results of the intervention. From the coding of the second interview, the 

following categories emerged, parents/guardians and students’ emotions, family 

relationships, student's behavior, perception about progress, efficacy of training and support, 

utility of strategies and resources and benefits of the process. 

Parents/Guardians and Students’ Emotions. Parents/guardians of the study stated 

that during the process there were parts in which the child struggled or had challenges and 

others in which they had fun. Some positive feelings emerged from these perceptions. P/G1 

stated, “I’ve watched him enjoy parts of it, some of them he struggles with but some of them 

he really enjoys it and those are the fun parts.”  P/G2 said,  

I was definitely very proud of him and seeing how I mean he struggles to focus he 

struggles to concentrate and he had been in school all day and just seeing him like 

sitting and doing it and doing it and doing it made me just proud that he was willing 

to do it. 

P/G2 later added, “But when he did do it. He did it really well and he had fun.” P/G3 said, “It 

made me feel good to know that he was he focused on something in the right way that you 

get engaged with the progress.” Another interesting aspect that came up was seeing their 

child in charge of the lesson. P/G2 stated, “he would be like okay you have to use this you 

have to use this and that. That was awesome. That made me happy to see that he was, he 

actually was seemed happy to direct me.” 

Family Relationships. Parents/guardians’ perceptions that emerged from this 

category were the importance of family interactions and connections.  P/G1 was surprised to 

see that, “he actually sat with his brother the other day and the two of them were going 

through a book together.” P/G2 stated, “I think that it brings about more of a parent teacher 

student connection.” She additionally added, “he reads to me all the time, he would have 

never read to me before.” P/G3 also said, “anything that had us working together it was nice 

because we could have someone else to come in and play.” 
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Parents/Guardians’ Perceptions of their Children’s Behaviour. In this section 

parents/guardians disclosed that they perceived their child as more independent in terms of 

reading and more confident. P/G1 stated, “he now actually will openly go and get a book and 

try to read a book were before easily be I will get a book and It was just you read it not him 

trying to read it.” P/G2 recalled, “I think that it was good to see him learning and good to see 

him responding and reading …I honestly think that EGST2 really appreciated being able to 

guide the lesson…and now he reads to me all the time.” She further stated,  

I think he's a confident reader. Like, he doesn't question his reading whereas before he 

basically said he couldn't read…he'll come to me and be like, I read this book all by 

myself, which is amazing. So, he's definitely not only a better reader, but he's more of 

an independent reader. 

P/G3 also stated, “he's much more willing to focus on it.” He also shared about a specific 

reading experience in school, he said, “as he was the MC of an assembly at school the other 

day. He and one of the kids set up there and read a script for the entire school” 

Perceptions About Progress. All of the parents/guardians referred to as having seen 

progress during the intervention process. P/G1 said, I’ve seen progress, so that is huge, his 

teacher has seen progress, I think he is even seen progress. So, for such a short period of 

time, I think we’ve made a lot of progress.” P/G2 added, when I look at the progress report, 

I'm super proud of him. It's like he has doubled his reading.” P/G3 also said, “it has been a 

progress. He has definitely made progress at school too.” 

Efficacy of Training and Support. In this theme, all the parents/guardians said that 

there was a lot of training and that it was overwhelming at first, but as they got more 

confident and had help and support, it got easier.  P/G3 said,   

It felt overwhelming at first just because of all the sort of the terminology, I was 

trying to understand what each step was. But once I've gotten more comfortable with 
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it, it felt good to have that focus and it felt good that we both kind of knew what to 

expect with each exercise. 

Similarly, P/G2 stated,  

You gave me new resources to use and showed me exactly how to do them, there was 

a lot of training, it’s like there were a lot of steps. I was not able to remember at all 

and so then you sent me, videos, which really made all the difference, and that really 

helped. So, every time I remembered more and more and enjoyed it more and more. 

P/G1 said, “it was very good, and the best part was that I knew that if I forgot something or 

didn’t remember I could get a hold with you easily and get right on track.” She also 

expressed her gratitude towards the researcher, and she said, “thank you for being so easy to 

work with and providing all of the stuff for us to be able to do this with EGST1, it’s been 

great.” 

Usefulness of Strategies and Resources. Two parents/guardians enjoyed having a lot 

of resources to work with and one parent/guardian thought that having too much was 

overwhelming.  P/G1 said, “the resources were great, we didn’t use everything, but we used 

almost everything.” She also added that “I think is good, because if something wasn’t 

working, we had another something else we could try instead.” Similarly, P/G2 stated, “I 

wouldn't say that there wasn’t one that stood out as the best like everything, in one week we 

would like one game, another week he would like another.” In contrast with P/G2 that said, 

“there was an abundance of resources. There were so many options, it was great. it was 

overwhelming.” 

Some of the strategies that parents/guardians liked the most and thought were 

engaging were: phonemic awareness, visual drill, reading, spelling, auditory drill, sight 

words, and oral reading. P/G1 stated,  

They were all helpful, one of the ones are the phonemic awareness witch EGST1 

loved, he will actually say that was fun, can we do more of them? And we really also 
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really liked the visual drill, I could find he was trying to challenge himself to say the 

sounds faster and remember them better. And the reading and the spelling and the 

sight words too.  

In addition, P/G2 said, “I really liked the play with the words, like if you say, you know, 

playground he would have to say play and then ground.” 

Some of the materials that they liked the most were: sand, plasticine, pop words, 

books, boards. P/G1 stated, “We really like to use it the plasticine. That was his favorite and 

the sand.” Correspondingly, P/G2 said,   

I really liked the ones that where he had to like use manipulatives in order to get the 

work done, I thought that was that those were fun or like drawing in the sand or when 

he had to write on the board. I think that he enjoyed that a lot so that made him just 

more engaged in the word. 

Furthermore, P/G3 said, “He really likes to pop words, the one that he was 

consistently good at towards the end was, was the books six and seven because I was really 

pleased with how low his potential was before.” 

Benefits of the Process. All the parents thought that having guidance to be able to 

help their child was beneficial. Each one of them had their own opinion. One of the 

parents/guardians mentioned that not all the parents will have the time to do it but still will be 

helpful to try it. P/G1 stated,  

I think is huge because the teachers are able to tell us they are behind but they expect 

us to put in the effort at home but again if we were to start or the guidance or steps to 

get you in the right direction is needed and I think a lot of families will benefit from 

it. There are lots that probably wouldn’t want to spend the extra time but those that 

are realizing that their children need help I think it would be really helpful. 
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Another parent/guardian believed that any parents/guardian’s involvement as being beneficial 

for children. P/G3 stated, “If the parents are involved with their kids’ education in any way or 

amount of time is definitely beneficial.” 

Analysis of the Second Interview. In summary, parents/guardians’ experiences and 

perceptions of the study lead to some interesting findings. Even though the process seemed to 

be overwhelming at first, as the process continued parents/guardians felt more confident and 

were able to enjoy and spend time with their children. Similarly, when some activities 

initially appeared to be challenging for their children or they did not like them, with practice, 

their children became engaged and ended up enjoying them. In addition, parents/guardians 

expressed being proud and happy to see their children progress and be able to be part of it. 

They also felt guided and supported during the training, they said they had an abundance of 

resources and they felt they we able to reach for help at any time. Parents/guardians believed 

that giving the support to a child at home will always be beneficial, but that is also important 

to have a path or a structure to follow because sometimes it is hard to know how to do it or 

where to start.  

Conclusion 

Chapter Four described the findings regarding qualitative and quantitative data. 

Quantitative data were collected with the DIBELS 8th edition, analyzed through tables and 

figures, and described in words. Qualitative data was collected by interviews, analyzed 

through coding procedures through tables (see appendices H, I, J, K), and described using 

words. Quantitative data showed improvements for every individual that participated in the 

study in all of the measures. Data varied depending on the age of the student and their 

background. Qualitative data showed that before the process parents were willing to help 

their children when they were struggling, however the lack of resources and guidelines 

caused difficulties in the process such as strain on parent/guardians-children relationships, 

frustration, or lack of motivation. After the process, parents/guardians were able to notice the 
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progress of their children and had feelings of happiness and pride, they also noted the hard 

work that the process involved and the increased effort that their children were putting forth.  

Chapter Five merges qualitative interpretations with the quantitative interpretations in 

a discussion of the themes that emerged from the data. It will also discuss the implications of 

the research findings, strengths and limitations of the current study, and provide 

recommendations for further research.  
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CHAPTER FIVE: MIXED METHODS ANALYSIS AND DISCUSSION 

Introduction  

There are many factors that can impact student learning when parents/guardians are 

the ones trained to deliver the intervention. As explained in Chapter Four, the four children of 

the study showed concordances and discrepancies throughout the results of the assessments. 

In addition, parents/guardians of the study also showed similarities and differences in their 

perspectives regarding the process. During this study, parents/guardians had the opportunity 

to be trained and apply the Orton-Gillingham approach to help their children that were 

struggling with reading. In this study, my intent was to examine the impact that 

parents/guardians could have on student learning if they are trained with appropriate reading 

evidence-based strategies to support them.   

This section explained the impact of Orton-Gillingham approach on student literacy 

development, and comparisons between qualified teacher and trained parent interventionists 

based in quantitative findings. In addition, five themes emerged from the analysis of the 

qualitative findings of the study: (1) parental/guardian use of the Orton-Gillingham approach 

supports the child’s progress. (2) supporting children at home improves parental confidence; 

(3) parents/guardians’ support encourages children’s empowerment and independence in their 

learning; (4) the type of resources, strategies, and parental/guardian attitudes enhances 

parent/guardian-child engagement, (5) guided parental/guardian support boosts 

parent/guardian-child relationships and home-school relationships. After a discussion of each 

theme, links to the research literature were presented. Furthermore, linkages to the 

Sociocultural Theory were further described. This section is followed by a summary 

exploring how the mix-methods findings relate to the study’s research question: What is the 

impact of parents/guardians’ academic support through the use of evidence-based 

strategies on children’s reading development? The chapter will end with a discussion of the 
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implications, limitations, and benefits of the study, along with and research 

recommendations.   

Impact of Orton-Gillingham on Student Literacy Development 

In this section, the impact of the Orton-Gillingham approach in literacy development 

is discussed.  As shown in Chapter Four, the main finding of the study was that it showed 

reading improvement for all four students. Analysis compared reading progress between 

groups focusing on each one of the areas that the assessment measured. Similarities and 

differences between the groups were also analyzed. Three of the students were assessed in all 

the areas, one student was not assessed in all the areas because some of the areas are only 

tested in early grades with this particular assessment tool. Overall, the comparison of results 

from experimental and comparison groups indicated a significant impact of the Orton-

Gillingham approach support in decoding skills, blending words, word reading, and oral 

reading fluency. Less impact was shown for reading comprehension. Results varied across 

participants due to grade level, age, pace, specific difficulties or designations. Even though 

all the students made progress, rates of growth were higher for younger students. These 

findings correlate with studies using the OG approach which found improvements in 

decoding and blending skills (Dev, et al., 2002; Joshi, et al., 2002; Ritchey & Goeke, 2006), 

word reading and oral reading fluency (Bautista, 2019; Ritchey & Goeke, 2006), and reading 

comprehension (Bautista, 2019; Dev, et al., 2002; Joshi, et al., 2002). Greater impact on 

reading was found when children were supported in early grades (Lim & Oei, 2015) using 

OG and similar systematic phonics instruction (Ehri, et al., 2001; Solheim, et al., 2018).  

Qualified Teacher vs Trained Parent Intervention 

 Evidence of this study showed improvements for all four students regardless of their 

group. This suggested that the implementation and application of the Orton-Gillingham 

method was completed with fidelity. However, some of the findings suggested that 
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parents/guardians need more time to practice the strategies in order to see gains earlier in the 

process. Findings suggested that a high-qualified professional has positive results earlier in 

the process, this is because of the experience and the practice that the person had beforehand. 

Parents/guardians had eight hours of training, and they still needed time to practice in real-

life situations to achieve outcomes. This shows that even if parents/guardians were trained, 

they still need consistent guidance from an expert. Parents/guardians need to have their 

questions answered, they need the feedback, they need to be monitored, and they need 

modifications, consistent modeling, and repetition.  When a professional trains 

parents/guardian in a structured and explicit approach, they need to be available if they want 

the process to be successful. 

Discussion 

 The Orton-Gillingham approach is a valuable approach that has shown to have 

positive effects on literacy development throughout the years. Evidence of this study showed 

moderate improvements in decoding skills, blending words, word reading, and oral reading 

fluency. This correlated with other studies that have shown similar results. Joshi, et al., 

(2002) study found significant gains in phonological awareness, decoding, and reading 

comprehension using the OG approach. Ritchey and Goeke (2006) reviewed empirical 

research on OG and OG-based reading interventions. Their results indicated that OG 

instruction was more effective than other interventions in word reading, word attack or 

decoding, spelling, and comprehension. Bautista (2019) also found that OG improved the 

students’ reading skills in terms of phonological awareness, spelling, retention, and 

understanding. Overall Orton-Gillingham confirmed to be an effective approach to help 

emerging readers.  

Theme #1: Parental/guardians Use of Orton-Gillingham Approach Supports Child’s 

Progress 



HOME CONNECTIONS 

 
88 

 Parental/guardian use of the Orton-Gillingham approach supports children’s progress. 

The process of this study consisted of two parts, the training, and the intervention. Both parts 

included the main features of the Orton-Gillingham approach. The training had to be 

structured and explicit, using multisensory materials, modeling each area of the OG lesson 

plan, and giving the parents/guardians time to practice. During the intervention’s sessions, 

parents/guardians had to deliver the strategies that were learned and practice. This OG lesson 

plan had the following structure: (1) letter or skill, (2) visual drill, (3) blending, (4) phonemic 

awareness, (5) auditory drill, (6) reading words and sentences, (7) spelling, (8), sight words, 

and (9) oral reading and comprehension (Appendix).   

 The most important finding of the study was that all of the students in the comparison 

or experimental groups showed progress in the standardized assessment (see Chapter Four). 

This means that the intervention method that was chosen for the study was a reliable method 

and also demonstrated that, independently of the group, the application of the interventions 

process and the training was done with fidelity. To correlate these results with the qualitative 

part of the study, it is important to consider that these processes were monitored by the use of 

field notes for the training and for the intervention procedures. Field notes were built as 

checklists for the researcher to make sure that all areas were explained, modeled and 

practiced in the training sessions, and for the parents/guardians to make sure that all areas 

were taught in the intervention sessions with their children. Examples of the field notes are 

shown in Appendices F and G. Further explanations of how parental/guardian perceptions 

showed the impact of the training and the intervention procedures are shown as follows.  

The training sessions support the quantitative results of this study. Correlations 

regarding the positive quantitative results shown in Chapter Four with the positive impact of 

the training were shown at the end of the study through the parents/guardians’ perceptions. 

Parents/guardians described their contentment towards the training sessions and the 
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importance of having the support available. They also expressed the value of the resources 

that were provided as well as the detailed guidance through the structure of the lessons. They 

further highlighted that helping their children was easier when they had a path to follow. The 

explicit instruction delivered in the training, along with modeling the strategies and giving 

time to practice and provide feedback, helped the parents/guardians understand the process 

and deliver the intervention with confidence. 

The intervention sessions also support the quantitative evidence of the study. 

Correlation regarding quantitative results shown in Chapter Four and the impact of the 

intervention procedures, strategies, and resources were shown also in the final interviews.  

Parents/guardians expressed the importance of practice in order to master teaching skills and 

become an efficient instructor. In addition, parents/guardians indicated that the structure of 

the interventions was beneficial because it allowed more than one parent/guardian to work 

with the same student, knowing exactly how to follow the guidelines. Parents/guardians 

agreed on the importance of using manipulatives as beneficial for their children learning, as 

well as addressing all the areas of the lesson, (e.g., phonemic awareness, visual drill, reading, 

spelling, sight words). An interesting finding was that one of the parents/guardians that had 

previous knowledge on teaching and reading specified how the process change her initial 

perceptions of how to teach reading and the benefits of addressing the basics of reading. The 

structure of the lesson, along with the numerous resources and having constant support 

available, helped the parents/guardians applied all the areas of the lesson with fidelity.   

Discussion  

Quantitative and qualitative findings shown in Chapter Four support the evidence that 

the Orton-Gillingham approach improves students reading achievement. Previous research 

supports the findings of this study on that parents/guardians training and implementation of 

evidence-based strategies can impact student progress. Erion and Hardy (2019) trained 
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parents to tutor their second-grade students who were identified as at-risk readers. The 

wanted to explore the impact of Szadokierski (2012) reading packages to improve oral 

reading fluency. Evidence of the study showed strong positive ratings for the interventions, 

training, and consultation that included written instructions, modeling, and parent practice 

with corrective feedback. They also found that parent tutoring provided families with 

information about the instructional level, progress monitoring, treatment options, and goal 

setting while helping their children.  In another study, Baylot and Williamson (2011) taught 

parents how to tutor their child using an empirically researched reading strategy called oral 

repeated reading. Evidence of this study showed considerable gains in oral reading fluency 

that were generalized to the classroom after parent/guardian-tutor interventions. These 

findings also correlate with comments of the parents/guardians of this study, which claimed 

that progress was also perceived by their school teachers. Furthermore, Mitchell and Bege 

(2014) examined the impact of a reading fluency intervention program when used by parents 

in the home for struggling readers. Results of this study showed not only that parents were 

able to implement the program with strong integrity, but also that the implementation 

integrity remained high throughout the study.   

Evidence of the present study correlates with the evidence of other studies that 

support training parents using evidence-based methods as a way to improve students' reading 

achievement. These findings also support Vygotsky’s Sociocultural theory in which the child 

development was build upon the interaction between individuals (i.e., parents/guardians, 

children, trainer, interventionist) and the tools that the approach (i.e., context) was able to 

provide to the child (McLeod, 2007).  Parents can be successful as reading tutors with their 

children if they follow a structured parent/guardian training and undertake accurate 

implementation. When parents are trained, they feel confident and are able to deliver 

interventions with fidelity.   
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Theme # 2: Supporting Children at Home Improves Parental Confidence 

Supporting children at home improve parents/guardians' confidence. When children 

are struggling, parents get worried and try to help their children in any way they can. The 

evidence presented in Chapter Four suggested that parents/guardians’ confidence grows when 

they are guided and have a structure to follow, in order to be able to help their children.  

Qualitative findings of this study explained the growth of parental/guardian confidence 

throughout the process. The more parents practiced the strategies the more comfortable they 

became and the more they enjoyed the process. P/G3 mentioned that “it felt good” to know 

“what to expect with each exercise.” Each parent/guardian explanation about how they felt 

more comfortable showed how their confidence was growing through the process. It the 

beginning, they thought it was overwhelming, but as they were practiced, they were able to 

enjoy the process.   

Discussion 

 Parents/guardians' comments revealed the potential impact on their confidence if they 

are guided and trained in helping students in reading. Other studies have shown the growth in 

parents/guardians’ confidence while helping their children at home. Bartel (2010) studied 

how home and school factors could impact parental involvement in their children’s 

education. Results of this study showed that parents felt a strong sense of confidence in their 

abilities, especially in knowing how to help their children learn and in making a significant 

difference in their school performance, when teachers had an opportunity to delivered 

structured home-based instructional activities. Similarly, Yeo, et al. (2014) explored the 

association between parents’ beliefs about home literacy environment and practices of 

reading skills and reading interest in preschoolers. The study showed that the more confident 

parents felt that they were able to support their child’s reading development, the more likely 

they were to help their children and the stronger the children’s reading skills would be. The 



HOME CONNECTIONS 

 
92 

authors highlighted that parents need to believe that they have the necessary skill sets to teach 

their child to read or that they can access resources to be able to help their child reading 

development (Yeo et al., 2014). Evidence of these studies suggested that parents/guardians 

could gain confidence in helping their children when they are guided and trained. When 

parents/guardians feel confident in helping their children, they are also fostering self-esteem 

and independence.   

Theme # 3: Parents/guardians’ Support Encourages Children’s Empowerment and 

Independence in their Learning  

 Parents/guardians’ support encourages children’s empowerment and independence in 

their learning. When parents/guardians are trying to help children without knowing what to 

do, children get frustrated, and family relationships are affected. When children are 

struggling and structured support is provided, children can build self-confidence and self-

esteem. Therefore, children feel empowered and independent. When a skill is mastered, it’s 

easier for the child to apply that skill in real-life experiences.  

 Qualitative findings of this study indicated that when children are supported, they 

improve their skills while becoming more independent. As children were improving, their 

confidence started to grow as well as their independence. P/G1 mentioned, “He now actually 

will openly go and get a book and try to read a book.” Consequently, children became 

empowered in their learning and they were able to carry roles without support, such as 

reading to others or teaching to someone else. P/G1 mentioned, “he actually sat with his 

brother the other day and the two of them were going to a book together.” P/G2 also 

mentioned, “He really appreciated being able to guide the lesson.” 

Discussion 

Parents/guardians' comments revealed the ability of the children to become 

autonomous in their own learning, if they are supported at home. Several studies have found 
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how helping students that are struggling could influence student’s independence and 

empowerment. Baker (2003) explored the research available on home influences in reading 

motivation, to provide research-based suggestions to teachers on how they might guide the 

assistance of parents in motivating struggling readers. Evidence of the study showed that 

supportive home environments fostered motivation for reading, which lead to more frequent 

voluntary reading and improvement in reading achievement. This correlates with findings of 

the present study, which indicated that not only the children become more independent, they 

also made reading progress (see Chapter Four). In another study, De Naeghel et al. (2012) 

explored recreational and academic reading motivation in ten and eleven-year-old students. 

She identified two main factors to reading motivation, autonomous (self-directed) and 

controlled (externally directed). Results showed that autonomous reading motivation was 

associated with higher leisure-time reading frequency, more reading engagement, and better 

reading comprehension. The author highlighted that children must achieve enjoyment and 

gratification as a product from their reading experiences, in order to develop autonomous 

reading.  

In another study, Knapp (2016) examined the reading outcomes that emerged by 

supporting students using the Reading Apprenticeship method.  Results of the study showed 

that children who were participating in the study chose to read on their own with a younger 

child in the family and enjoyed taking on the role of the expert reader in relation to the 

younger child. Evidence of these studies supports the idea that when children are 

appropriately supported, they can develop independence and empowerment.  

Conversely, Bergen (2014) investigated the causal relationships between reading and 

print exposure. They also investigated whether the amount of children readiness outside 

school, determined how well they read. Evidence of this study indicated that children’s 

reading level influences on how much they choose to read on their own; therefore, children 
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tend to avoid reading if they find it difficult. This finding correlates with perception of the 

parents of this study in which they stated that before the study started, they tried to help their 

children but it was too difficult and they were not reading for pleasure, they also said that 

they were not able to pick a book and read it for themselves. After the intervention process, 

parents/guardians were able to see a difference and observe their children taking action.  

Findings of the present study also support Vygotsky’s concept of Scaffolding, a 

teaching method that helps students learn more by working with a more skilled person 

(Vygotsky, 1962, as cited in Powell & Kalina, 2009). All of the students of the study were 

struggling in their reading skills and they needed a more knowledgeable person (in this case a 

trained parent/guardian) to guide them through their difficulties; when they overcame certain 

struggles, they started to grow, and later on, they felt they could do more.  

Altogether students that are struggling and have the help that they need, will feel 

confident to develop independence and empowerment. For this to happen, interventions 

should focus not only on promoting structure reading skills but also on finding ways to 

motivate them to read.  

Theme # 4: The Type of Resources, Strategies and Attitudes Enhances Parent-Child 

Engagement  

There are several ways in which the intervention tools can promote children's 

engagement. In this study, resources, materials, parental/guardian’s attitudes, and strategies 

supported parent-children engagement in the study. 

Resources and Materials  

The provision of suitable resources and materials enhanced parental/guardian-child 

engagement. Students need to see that materials and resources are attractive in order to 

become engage in learning. Having choices available helped the students connect with their 

interests and also promoted children's autonomy and motivation. 
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Qualitative findings of this study indicated that when students have choices and 

different materials and resources to work with, they become more engaged. P/G2 mentioned, 

“There were so many options, it was great.” P/G1 also said, “that made him just more 

engaged.” Materials like the sandbox, the whiteboards, and the pop words were some of the 

favorite materials of the parents/guardians and children. Resources that enhance playing 

games also stood out during the process. Parents/guardians' comments revealed the 

importance of having multiple activities and resources to be able to engage in the activities.  

Discussion. Authors have talked about how choices and multiple means of 

representation could help student’s engagement and progress. Daly and Kupzyk (2012) 

examined if parent delivered reading interventions would produce oral reading fluency 

improvements. This study used student choice as part of the intervention strategies. Evidence 

of the study showed positive effects in oral reading fluency. The authors highlighted that 

improvements of students could be influenced by the choices of intervention components. 

This correlates with the present study in which students had different choices for every 

strategy the process. In this study having choices available may have helped increase student-

parent/guardian motivation and consequently, have better outcomes. In another study, 

Eichhorn, et al. (2019) explored the benefits of engagement. The study showed that providing 

a safe space to learn, offering appropriate choices (i.e., that connect to individual students’ 

strengths and interests), and relying on the family and community for additional resources to 

support students was beneficial for children learning. Evidence of these studies had shown 

that having choices and multiple materials and resources showed to be beneficial for students' 

engagement, as well as their reading outcomes. Lockwood (2012) investigate teachers’ and 

students’ attitudes towards reading, in a primary school. Evidence showed that when reading 

was appropriately taught with some degree of choice and control over the material, the level 
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of motivation and gratification increased. Therefore there will be a higher commitment to 

reading, and positive gains in academic benefits and outcomes (Lockwood, 2012). 

Positive Attitude  

Parental/guardian positive attitudes can have an impact on student engagement and 

reading outcomes. Qualitative findings of this study denoted that parents/guardians’ positive 

attitudes towards the development of the activities impacted student engagement. 

Parents/guardians of the study expressed positive feelings throughout the process, they felt 

joyful, happy and expose that they were actually having fun while helping their child. P/G3 

mentioned, “It felt good to have that focus, you get engaged with the progress.” 

Parents/guardians also expressed having preferences for different activities. P/G2 stated, “I 

enjoyed it more and more, I really liked the play with the words,” Parents/guardians' 

comments support the premise that a positive attitude can promote children's engagement, 

and consequently a better reading outcome. 

Discussion. Several studies have discussed how parental/guardian support can 

produce children's engagement as well as influence parents/guardians’ attitudes. Rueda and 

Nakamoto (2011) investigated how parental involvement in reading improved children’s 

motivation for reading. Results showed that greater parental involvement in reading was 

related to greater levels of reading motivation. They underlined that when parents promote 

reading as a fun activity, they also end up engaging in those reading activities (Rueda & 

Nakamoto, 2011). In this case, parental/guardian attitudes could be an effective reinforcer to 

increase children’s reading engagement. In another study, Yeo, et al., (2014) explored the 

factors that can predict emerging reading competence and motivation to read. Evidence of the 

study showed that parent-child engagement in reading and writing as a home literacy activity 

a higher predictor of the child’s reading interest. Positive commitment, such as displaying 

enjoyment instead of scolding or disciplining their child when they read together, 
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demonstrate stronger emerging reading skills (Yeo et al., 2014). The authors also highlighted 

that when children observe that their parents enjoy and value reading with them, they have a 

positive role model that exhibits reading as a pleasurable activity (Yeo et al., 2014). Evidence 

of the study showed that direct engagement in reading activities and the positive attitude of 

the parents/guardians appeared to be required for facilitating reading skills and interest in 

children (Yeo et al., 2014). 

Learning Strategies  

Structured learning strategies promoted student’s engagement and therefore learning 

outcomes. In the present study, parents/guardians commented on the benefits of the strategies 

that they employed. Qualitative findings of this study indicated parents/guardians valued the 

structure of the lessons and all the strategies they employed as helpful and engaging for their 

child’s learning. They mention phonemic awareness, visual drill, reading, spelling, and sight 

words as fun and useful. They also mention that some of the strategies were challenging at 

the beginning but as their children were improving, they even got to enjoy the most 

challenging strategies. P/G3 mentioned, “He did not like the phonemic awareness, but at the 

end of the process, that is what he like the most.” From the repeated use of these strategies, 

parents realized that students were improving but they also realized that applying them was 

engaging for both, child and parent/guardian. 

Discussion. Several studies have examined how different strategies produce reading 

outcomes and are engaging for students learning. Rueda and Nakamoto (2011) investigated 

the relationship between parental involvement in reading and children’s motivation for 

reading. Results showed that higher parental involvement in reading was related to higher 

levels of reading motivation. The authors emphasized that parents’ roles and participation in 

reading practices, such as reading to children, listening to children read, and giving children 

choices in reading material, were connected to higher reading engagement in children. In 



HOME CONNECTIONS 

 
98 

another study, Yeo et al. (2014) explored the connections between parents’ beliefs in the 

home literacy environment, with practices of reading skills, and the level of interest. Results 

of the study showed positive engagement if reading at home included interactions with 

parents. Some of the powerful strategies that were found were: direct instruction in how to 

read words, how to write their own name and simple words, and how to read fiction and non-

fiction books. This study reinforces the idea that directed strategies enhance reading 

engagement, as well as the improvement of reading outcomes.  

Evidence of this study suggested three important findings. First, having choices 

available helped increase student-parent motivation and consequently, generate better 

outcomes. Second, direct engagement in reading activities and positive attitudes facilitate 

reading skills and interest in children. Third, directed strategies enhance reading engagement, 

as well as the improvement of reading outcomes.  

Theme # 5: Guided Parental Support Boosts Parent/guardian-Child Relationships and 

Home-School Relationships  

Guided parental support enriches parent/guardian-child relationships. 

Parents/guardians' support at home will always be challenging due to several reasons, 

including the closeness of the relationship, children working in their safe space, and 

differences in rules in relation to school. However, even though it can be challenging in some 

cases, having a structured guide to help children who are struggling may benefit the 

development of positive parent-child relationships as well as the children's achievement 

outcomes. Providing structure and routines through an intervention plan could help students 

know what to expect of each stage of the process. There will always be things they won’t 

like, but the use of multiple resources and activities may stimulate the child’s interest.  

Parent/guardian-Child Relationships 
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Qualitative findings of this study indicated positive benefits of parent/guardian-child 

relationships when parents/guardians are guided in how to help their child at home. At the 

beginning of the process parents/guardians expressed their difficulties towards previous 

attempts in helping their children that were struggling. Feelings of frustration, getting into 

fights and confusion were some of the feelings that the parents expressed before the 

intervention process stated. P/G1 mentioned, “he gets frustrated and we get frustrated.” P/G2 

also sated “it turned into a fight, every day a fight.” After the intervention sessions, 

parents/guardians’ perceptions changed to feelings of joy and pride. P/G1 mentioned, “I think 

that I’ve seen improvement, which is huge, and we really have actually enjoyed doing it.” 

Parents/guardians were not only enjoying the process, but they were also loving the time they 

spend with their children and they were able to feel proud of themselves when they saw that 

the progress of their children was because of their support.  P/G2 “I think that that's everyone 

wants to be supported and loved and cared for. And this is just showing more of that.” 

Parents/guardians' perceptions changed after the process, they expressed to have a healthier 

way to help their children, when working at home.  

Discussion. Several studies have analyzed family relationships in which parents help 

children who are struggling at home. Knapp (2016) studied reading improvements from the 

use of the Reading Apprenticeship method. Parents/guardians reported enjoying the Reading 

Apprenticeship experience, they felt that the process gave them more opportunities to read 

and brought them closer to their children. This correlates with the perception of the parents in 

this study in which they expressed that they valued having the opportunity to enjoy reading 

together with their children. In another study, Erion and Hardy (2019) trained parents of 

second-grade students who were identified as at-risk readers to tutor their children. The 

authors wanted to explore the suitability and impact of reading packages designed by 

Szadokierski (2012) to improve oral reading fluency. Evidence of the study showed that 
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parent tutoring engaged families while improving students’ academic skills through creating 

collaborative relationships through regular contact and participation (Erion & Hardy, 2019). 

This finding also correlated with the present study, which showed reading gains and family 

collaboration. Parents/guardians mention that an additional member of the family also 

benefited from the process. In addition, Wood et al. (2015) evaluated the National Literacy 

Trust early years program. Significant improvements in children’s enjoyment of sharing 

books and using songs and rhymes were found (Wood et al., 2015). The study also showed 

parents’ confidence in sharing books with their children and singing with their children. 

Woods finally highlighted how these sharing experiences around reading impacted on the 

quality of children’s home learning environment.  

Evidence of the present and previous studies has shown that parental/guardian-child 

relationships may improve if parents/guardians are guided to help struggling readers. Further 

information regarding home-schools relationships will also be explained in the next section.     

Home-School Relationships  

Guided parental support improved home-school relationships. Qualitative findings of 

the study suggested that home-school relationships may also be positively cultivated if 

teachers are the ones that provide guidance to parents/guardians. Teachers sometimes tell 

parents/guardians that their children are struggling and that they need help at home, but 

teachers do not provide guidance. Consequently, parents/guardians feel lost because they do 

not know how to help the children. Searching for ways to help their children may be stressful 

and confusing. “P/G1 teachers are able to tell us they are behind, but they expect us to put in 

the effort at home.” Parents/guardians feel they need guidance in order to help their children 

because they simply do not have the knowledge on how to do it. P/G1 mentioned, “Parents 

know that the kids need help, but they don’t even know where to start, the guidance or steps 

to get you in the right direction is needed.” If home-school work in collaboration, 
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parents/guardians would know where the child is at and what to do in order to help him/her 

and teachers may have additional effective support at home.  P/G3 mentioned, “It lets the 

student know that you're on the same page and that you're all there to support the student.”  

Parents/guardians need a guide to be able to help their students, especially when they 

are struggling. Teachers have the power to use parents/guardians as an additional resource to 

help students who are struggling.  

Discussion. Evidence of this study suggested that parents/guardians need guidance in 

order to help a struggling child. Parents feel confident in helping their children when they 

received training beforehand. There are several studies that studied about the importance of 

teacher-parent collaboration. Other studies have discussed parents/guardians’ interventions as 

beneficial for home-schools relationships. In one study, Mitchell and Bege (2014) examined 

the impact of a reading fluency intervention program when used by parents at home. The 

study evaluated the effects of the Helping Early Literacy with Practice Strategies (HELPS) 

Program implemented by parents/guardians with struggling readers. The study was beneficial 

because it showed that involving parents in the reading development of their children could 

provide a valuable resource for schools, students’ reading skills could be improved, and 

schools will possibly develop stronger relationships with families. (Mitchell & Bege, 2014). 

In another study, Pemperton and Miller (2013) examined the expectations of parental 

involvement using a partnership between parents and teachers to tutor students. Results 

showed that home–school relations moved from accusations and mistrust to appreciation of 

parental/guardian participation. The new functions of parents/guardians and teachers helped 

increase the parental/guardian involvement as well as the reading performance of the 

children. Pemperton and Miller highlighted that when the school has choices for parents to 

become directly engaged in their children’s learning, negative attitudes decreased. As a result 

of the intervention, home-school communication increased as well as students’ reading skills 



HOME CONNECTIONS 

 
102 

(Pemperton and Miller, 2013). Furthermore, the authors also indicated that as parents gained 

experience in the reading interventions, teachers’ perceptions also changed: in the beginning, 

they thought that the lack of parental involvement was the reason for the children’s struggles. 

In the end, teachers’ levels of trust increased as students’ reading progressed (Pemperton and 

Miller, 2013). 

The evidence of the study showed that involving parents in the process of reading 

development of their child, could provide a valuable resource for schools, students’ reading 

skills could be improved, and schools would likely develop stronger relationships with 

families. In addition, giving the opportunity to parents/guardians to help their children may 

change teacher’s perspectives towards parental/guardian involvement.  

Summary 

 Through examining the parents/guardians’ training and intervention, along with their 

perceptions and the reading assessment results for the students, this study addressed the 

following question: What is the impact of parents/guardians’ academic support through the 

use of evidence-based strategies on children’s reading development? The main findings 

revealed information regarding the impact of the Orton-Gillingham approach on student 

literacy development and five themes related to the ways in which training parents/guardians 

with this approach influences students’ growth. In relation to the impact of the Orton-

Gillingham method on students' reading achievement, moderate improvement was found 

regarding the students’ progress, which suggested a positive impact of the Orton-Gillingham 

approach on student literacy development.   

 In relation to the themes, the main findings of the study were the following: First, 

evidence of the study indicated that parents/guardians can be successful reading tutors with 

their children if they follow structured parent/guardian training and accurate implementation 

and if they have consistent guidance. Second, parents/guardians' confidence in helping their 
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children increases when they are guided and trained in how to help their children. Third, 

students who are struggling and have the help they need will develop independence and 

empowerment by showing others that they can read. Fourth, having choices available, direct 

engagement in activities, positive attitude, and structured strategies enrich reading 

engagement and facilitate reading skills. Finally, involving parents in helping struggling 

students improve their reading skills as well as parent/guardians-child learning interactions, 

and schools develop stronger relationships with families. 

Limitations of the Study 

 The findings of this mixed-method study contribute to the discussion of the impact on 

children’s reading development of parents/guardians’ academic support through the use of 

evidence-based strategies. The findings support previous evidence of the benefits of the 

Orton-Gillingham approach in children's reading achievement and provide an idea of the 

perceptions of parents/guardians as tutors. Nevertheless, the study has a few limitations.  

 The first limitation of the study was the sample size and the participants' 

characteristics. Four children and three parents were part of the sample. The participants had 

different ages and were of different grade levels. The study had three boys and one girl as 

participants. Having a bigger sample, with the same number of girls and boys, and more than 

one student per grade level would allow the study to provide better comparisons between the 

groups. In addition, having more parents would provide additional information about 

parents/guardians' expectations and perceptions of the process.   

 A second limitation of the study was that one of the parents/guardians of SGST2 

participated in only part of the process. The other parent/guardian that was trained from the 

same house was the one that participated all the way through the process. Discrepancies in 

their comments were identified and could affect the final interpretation regarding his/her 

participation.   
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A third limitation of the study was that one of the children had already been trained 

before, using the same approach, and the interventionist was the researcher. The 

parents/guardians wanted to participate in the study to be the ones to help the child. Even 

though he did make progress by working with his parents/guardians, he started at a higher 

level due to this specific situation.  

A fourth limitation of the study was that the study had two students with designations, 

this was partly a limitation because it was hard to make comparisons with other students in a 

small sample. However, it was also a positive aspect of the study because it provided a bigger 

picture to consider for future research.  

A fifth limitation of the study was the time period. Even if two months seemed to be a 

long time for the parents/guardians, it was a short time for analyzing progress. With more 

time, the study would likely have shown better improvements. However, asking for more 

time was also difficult because it would have required further parent/guardian commitment.  

Recommendations  

 Schools need to consider the possibility of guiding parents/guardians of students who 

are struggling. Parents/guardians can be used as an additional resource at home, but they need 

the guidance of teachers because they cannot do it alone. If teachers want more involvement 

of the parents, they need to explain what kind of involvement they want, what the skills they 

need to focus on are, and how to teach those skills. Parents/guardians have the will to help a 

child who is struggling, but they do not have the expertise on a clue about how to do it. 

Teachers need to realize that parents/guardians are not teachers, so they do not have the 

know-how. In addition, teachers need to be trained to be able to identify early in life children 

who are struggling. Sometimes, parents are not told that their children are struggling, even 

when they feel that something is going on, and parents trust teachers; so if the teachers do not 
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tell the parents/guardians that the children are struggling and that they need help, the gap gets 

bigger and is hard to help them later on in life.   

Additionally, parents/guardians need to advocate for their children, especially when 

they feel that they are struggling, even if advocating means finding a private specialist to find 

out more information about the child’s development.   

Students need to feel confident enough to speak up for themselves, even when things 

appear to be difficult, and even if they do not understand the content or the skill. Families and 

schools need to encourage children to speak up for themselves.  

Recommendations for Future Research  

 The study about parental/guardian support impact on children’s reading development 

using evidence-based strategies, such as the OG approach, provide important insight on how 

to help children reading development, as well as a glimpse of parents/guardian’s perceptions 

of their role as tutors. Although research findings resulted in some preliminary 

recommendations, further research is needed in order to develop a more thorough 

understanding of the benefits of parents as tutors using evidence-based strategies. There are 

six areas recommended for future research.   

First, findings indicated that the Orton-Gillingham Approach promotes students’ 

reading achievement. There is plenty of research that supports this statement (Leeming, 2015; 

Turner, 2008; Geiss, et al., 2012), however, future research on how to modify the kinesthetic 

core of the approach for students that may need activities related to body movement, could be 

beneficial.  

 Second, evidence of this study showed how parents/guardians’ confidence increased 

when parents were guided on how to help their children. There is plenty of research about 

parents as tutors but most of the research available was based on academic achievement 

(Janiak, 2003; Kupzyk, & Daly, 2017; Murad, & Topping, 2000), however future research is 
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needed to understand the perceptions and feelings of parents/guardians regarding the training 

and the use of different methods. 

Third, the results of the study showed how parental/guardian support promotes 

independence and empowerment in children. There is research that discusses reading for 

pleasure (Garces‐Bacsal, et al., 2018; Poppe, 2005) and research related on how to foster 

independent reading (Gaffney & Jesson, 2019; Roy-Charland, et al., 2017;), however, there is 

a lack of research that follow up on children’s reading behaviors after an intervention 

procedure. This is important to consider because the final goal of teaching skills to a child is 

for them to apply those skills independently.  

Fourth, results of this study support previous research about the importance of direct 

and explicit instruction for students reading development (Archer, & Hughes, 2010; Bruce et 

al., 2009; Nixon, 2017); however, there is a lack of research on parents/guardians’ direct and 

explicit instruction training to promote students reading at home. Future research must be 

done to support the idea that parents/guardians have the skills to provide high-quality 

instruction if they are trained to do it.  

Fifth, research has shown that there are many ways to enhance reading engagement, 

for example, different types of strategies, resources, activities, and having choices (Cho, 

2019; Olsen, 2017; Orkin, et al., 2018; Ronimus, et al., 2019). Results of the study revealed 

that positive parental/guardian attitudes while delivering reading interventions to their 

children could promote reading engagement. Future research must be done to explore 

parental/guardians’ perspectives when they are in the role of tutors to support this finding.  

Finally, evidence of the study showed that parents/guardians’ involvement as trained 

reading tutors support parents/guardians-school relationships and parents/guardians-child 

relationships. Research has shown that parental/guardian involvement promoted home-school 

relationships in different ways (Ma, et al., 2016; Thomas, 2016; Stein, 2018). However, there 
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are studies that do not support parental/guardian-child relationships as positive when related 

to verbal commands about school or homework (Bonk, et al. 2018). Therefore, even if the 

evidence of this study showed that parents/guardians’ guidance in how to help their children 

at home could benefit the parent/guardian-child relationship, further studies are needed to 

investigate this statement.  

Conclusion  

My experience as an educational psychologist psychopedagogist, teacher, OG tutor, 

and educational assistant for the last 12 years compelled me to undertake this research study. 

Those experiences have shaped my passion and interest in literacy and reading difficulties. I 

was compelled to understand the importance of helping students that are struggling and to 

find an additional resource to support them. This mixed-methods study revealed that 

parents/guardians can be successful reading tutors if they are trained with evidence-based 

strategies. If schools train parents/guardians, schools and families can benefit from it.  

Children can benefit from a structured and explicit approach early in life, improve their 

reading skills, and become more autonomous and empowered. Parents-guardians can benefit 

from strengthening their relationship with their children while they work together, and from 

the new knowledge they acquired. This new knowledge helps parents/guardians better 

understand how school works and, as a result, be motivated to become more involved. 

Schools and teachers also benefit from parents/guardian’s participation. Schools have parents 

more involved, aware, and well prepared to help children. Schools can also trust that 

evidence-based strategies are being used at home. Furthermore, schools will have more 

engaged children in the classrooms, while they are working through their struggles. Evidence 

of this study not only showed the improvements on students learning and family-school 

connections, it also showed the importance of understanding how the context can have a 

significant influence on student learning.  
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APPENDICES 

Appendix A 

Guiding Questions for Interview 

First Interview questions for the parent/guardian  

Tell me about your own experience with reading and how it has impacted your child? 

Tell me about your view of your child’s reading experiences? 

Have you tried any reading methods or strategies to help your child? 

Why were you attracted in participating in this study? 

What benefits do you think you can get from this process? 

 

Last interview questions for the parent/guardian   

What was your experience throughout the process? 

Describe the strategies you used and how they were helpful? 

Describe the training you received for applying the strategies? 

How about the resources that you used; did you feel that you had enough material to work? 

How do you feel having different resources to work with? 

Is there a specific resource that you like the most? 

What do you think about your child’s progress throughout the process?  

How do you perceived his reading right now in comparison to the beginning of the process, 

do you see any changes? 

What are your thoughts about any new knowledge that you have acquired? 

Do you think is it helpful for parents to be guided in order to help their children? 

How do you think training parents/guardians can be beneficial for student learning? 

Is there any comment or experience that you would like to add. 
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Appendix B 

 

Training Filed Notes                             Researcher Name: 

 

Family Member Code: ___________________________________________________ 

Usual Lesson Length: ____________________ 
LS: Letters/Skill. VD: Visual Drill. BL: Blending Drill. PA: Phonemic Awareness. AD: Auditory Drill. R: Reading. S: 

Spelling. SW: Sight Words. OR: Oral Reading. 

Lesson 

# 
Date 

Concepts/skills 

Taught 

Materials 

 
Notes 
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Appendix C 

Checklist         Tutor Code: ______________      

Class/Student Code: ___________________________________GRADE: ___________________ 
LS: Letters/Skill. VD: Visual Drill. BL: Blending Drill. PA: Phonemic Awareness. AD: Auditory Drill. R: Reading. S: 

Spelling. SW: Sight Words. OR: Oral Reading. 

Lesson # Date Concepts/skills Taught Notes 

  
LS      VD            BL 

PA      AD            R 

S         SW           OR 

 

  
LS      VD            BL 

PA      AD            R 

S         SW           OR 
 

  
LS      VD            BL 

PA      AD            R 

S         SW           OR 
 

  
LS      VD            BL 

PA      AD            R 

S         SW           OR 
 

  
LS      VD            BL 

PA      AD            R 

S         SW           OR 
 

  
LS      VD            BL 

PA      AD            R 

S         SW           OR 
 

  
LS      VD            BL 

PA      AD            R 

S         SW           OR 
 

  
LS      VD            BL 

PA      AD            R 

S         SW           OR 
 

  
LS      VD            BL 

PA      AD            R 

S         SW           OR 
 

  
LS      VD            BL 

PA      AD            R 

S         SW           OR 
 

  
LS      VD            BL 

PA      AD            R 

S         SW           OR 
 

  
LS      VD            BL 

PA      AD            R 

S         SW           OR 
 

  
LS      VD            BL 

PA      AD            R 

S         SW           OR 
 

  
LS      VD            BL 

PA      AD            R 

S         SW           OR 
 

  
LS      VD            BL 

PA      AD            R 

S         SW           OR 
 

  
LS      VD            BL 

PA      AD            R 

S         SW           OR 

 



HOME CONNECTIONS 

 
131 

Appendix D 
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Appendix E 

Outline of the Study  

 

Principal Investigator 

Maria Arias Borja, Student Researcher 

Master of Special Education 

Vancouver Island University  

 

Student Supervisor 

Ana Vieira 

Department of Education 

Vancouver Island University  

 

 

 

Outline of the Study 

 

I am working on my Master of Education in Special Education through Vancouver 

Island University (VIU). My goal is to explore the value of involving parents/guardians in the 

learning process of their children and the possibility of training them to be able to help their 

child’s learning using the Orton-Gillingham evidence-based strategies. Along with my 

studies as an educational psychologist and my teacher experience, I am also trained on Orton-

Gillingham approach, and at this moment I am doing my practicum. I have also been tutoring 

students who have been struggling to read here in British Columbia, and in my country, 

Ecuador. This leads to my research question: 

 

What is the impact of parental academic support on students using Orton-Gillingham 

evidence-based strategies? 

 

The Orton-Gillingham approach was founded by Samuel T. Orton and Anna 

Gillingham. Samuel T. Orton was a neuropsychiatrist and pathologist interested in studying 

reading failure associated with language difficulties. His knowledge of neurology and neural 

connections in the construction of memory helped the development of this method. Anna 

Gillingham was an educator and psychologist who developed the concept of the language 

triangle: the use of auditory, visual, and kinesthetic factors for reading acquisition. She was 

interested in creating materials for student instruction and teacher training. She organized the 

steps of language teaching and developed a system of rules and conjectures to understand the 

cognitive process of the language learning.  

The Orton-Gillingham instructional approach is a reliable method because it is an 

evidence-based approach that has been continuously studied. The explicit and direct 

instruction delivered aids in attending to the individual needs of each student. The use of the 

multisensory technique helps build connections by seeing, feeling, hearing, and moving to 

create a deeper learning.  

 The purpose of this study is to examine the impact that parents/guardians can have on 

student learning if they are trained with appropriate reading evidence-based strategies to 

support them.  

 

Participants Selection and Options for Participation  

 

The study will have two groups, a comparison and an experimental group. For the 

comparison group I will be recruiting 2 emerging readers from 2nd to 4th grades.  For the 

experimental group I will be recruiting 2 emerging readers from 2nd to 4th grades and one of 
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their parents/guardians. The researcher will select the two youngest readers who volunteer for 

the comparison group. Parents/guardians have the choice to volunteer for the experimental 

group and the researcher will recruit the parent/guardians of the two younger students. The 

sessions for both groups will run over two months from November to January.  Actual dates 

will be confirmed in the fall.   

 

Reading Lesson Format 

 

The format of each lesson will be consistent for the comparison group (i.e., Orton- 

Gillingham Lesson Plan) and experimental group (i.e., Checklist). All sessions will be on a 

one-on-one format. The comparison group will receive sessions from the researcher and the 

experimental group will receive sessions from the parents/guardians previously trained.  

The focus of the sessions is to develop reading skills and strategies to improve the students’ 

ability to read.  The areas that will be focused on include alphabet awareness, alphabetic 

principle, phonemic awareness, sight word recognition, oral reading of decodable books, and 

reading and spelling of words, sentences and phrases. There will be no homework for the 

participants.  

 

Time Commitment   

 

Experimental Group 

 

 The parents/guardians of the experimental group will be trained once a week (30 

minutes) and they will be working with their children in their homes twice a week (1-hour 

X2) for eight weeks. Additionally, they will be taking their children to three assessment 

sessions (30 minutes X3) and will be attending to three assessment report sessions too (30 

minutes X3). Furthermore, they will have to attend to two interview sessions at the beginning 

and end of the process for feedback (30 minutes X2). As a result, parental/guardian 

participation in the experimental group will required an approximately time commitment of 

approximately 24 hours. Students’ participation in the program/study will require a time 

commitment of approximately 19 hours. 

 

Comparison Group 

 

The parents/guardians of the comparison group will be in responsible for taking the 

child to the assessment sessions (1hour X3), intervention sessions (1-hour X16) and they will 

be also attending to the report sessions (30 minutes X3). As a result, parental/guardian 

participation in the comparison group will required an approximately time commitment of 19 

hours. Students’ participation in the program/study will require a time commitment of 

approximately 19 hours.  

 

My goal is to examine the impact that parents/guardians can have on student learning 

if they are trained with appropriate reading evidence-based strategies to support them. The 

guided participation of parents/guardians on students learning could play an important role 

for those students who don’t qualify for supports or students who need additional support 

outside of school and cannot afford it.  

Maria Luz Arias 
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Appendix F1 

 

Parent Consent Comparison Group 

 

Home Connections: 

Family Engagement with Orton-Gillingham Approach  

 

Principal Investigator 

Maria Arias Borja, Student Researcher 

Master of Special Education 

Vancouver Island University  

 

Student Supervisor 

Ana Vieira 

Department of Education 

Vancouver Island University  

 

Purpose 

I am a student in the Master of Special Education at Vancouver Island University (VIU).  My 

research, entitled Home Connections: Family Engagement with the Orton-Gillingham 

Approach aims to assess the impact of parents/guardians’ academic support on students using 

Orton-Gillingham evidence-based strategies. My hope is that my study will contribute to 

information on how we can train parents as an additional resource to help students’ reading 

development.   

 

Participants 

I would like to ask if you would be willing to allow your child to participate in the Orton-

Gillingham reading intervention.  Your child will be asked to participate in two sessions per 

week, one hour per session, over eight weeks.  The lessons can take place at the researcher’s 

home or parents/guardians can choose to have the lessons take place at Vancouver Island 

Library or at a local library closest to their home.  All sessions will be in a one-on-one 

format. Each lesson will consist of the review of newly learned material, and the introduction 

and practice of new skills.  The areas that will be focused on include alphabet awareness, 

alphabetic principle, phonemic awareness, sight word recognition, oral reading of decodable 

books, and reading and spelling of words, sentences and phrases. The researcher will do three 

assessments of your child regarding the reading progress, and reports of those assessments 

will be presented to you. There will be no homework for the participants. Throughout the 

study, participants will receive free reading support, and materials. 

 

Risk of Harm to Participants 

Confidentiality is important.  For the purpose of the thesis paper, the participants will be 

identified by alphanumeric codes.  Their names will not appear in the thesis. Data collected 

from ongoing assessments will be shared with the parents/guardians three times during the 

process.  A report with this data will be given to you.  

 

Management of Research Information/Data  

All reading assessments will be completed on a hard copy.  Electronic data will be stored on 

a password-protected computer. Signed consent forms and paper copies of the reading 

assessments and lesson plans will be stored in a locked file cabinet in my home. Data will be 

deleted and shredded at the end of the study, two years after the end of the study, 

approximately, June 2022.  

 

Use of Research Information  
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The results of this study will be published in my Master of Education in Special Education 

thesis, and may also be used for conference publications, presentations, and published in 

journals.   

 

Participation and withdrawal  

Your participation is completely voluntary. You may withdraw your child from the study at 

any time, for any reason and without explanation. If you choose to withdraw from the study, 

all information on your child’s progress and assessments will be shredded.  

 

Researcher and participants will have a chance to revise formally if they want to withdrawal 

from the study three times during the process. After the first two weeks of intervention, after 

four weeks of intervention and after six weeks of intervention. At the beginning of the 

sessions that fall within these periods, the researcher will remind the parents/guardians and 

students to withdraw from the study without having to provide a reason or suffer 

consequences. 

 

Consent and Conditions of Consent 

I have read and understand the information provided above, and hereby consent to allow my 

child to participate in this research under the following conditions:  

 

I consent to having my child participate in the study as indicated.   Yes                                     No               

   

Participant Name ______________________Participant Signature _____________________

  

 

 

I, Maria Arias Borja, promise to adhere to the procedures described in this consent form.  

 

Principal Investigator Signature __________________________ Date _______________  

 

 

If you have any concerns about your child’s treatment as a research participant in this study, 

please contact the VIU Research Ethics Board by telephone at 250-740-6631 or by email at 

reb@viu.ca.  

 

Parents/guardians will be provided a copy of the signed consent form.   

 

 

 

 

 

 

 

 

  

mailto:reb@viu.ca
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Appendix F2 

 

Parent Consent Experimental Group 

Home Connections: 

Family Engagement with Orton-Gillingham Approach  

 

Principal Investigator 

Maria Arias Borja, Student Researcher 

Master of Special Education 

Vancouver Island University  

 

Student Supervisor 

Ana Vieira 

Department of Education 

Vancouver Island University  

 

Purpose 

I am a student in the Master of Special Education at Vancouver Island University (VIU).  My 

research, entitled Home Connections: Family Engagement with the Orton-Gillingham 

Approach aims to assess the impact of parents/guardians’ academic support on students using 

Orton-Gillingham evidence-based strategies. My hope is that my study will contribute to 

information on how we can train parents as an additional resource to help students’ reading 

development.   

 

Participants 

I would like to ask if you would be willing to participate along with your child in the Orton-

Gillingham training for reading remediation.  You will be asked to participate in one hour a 

week training session for eight weeks. Additionally, you will be working two sessions per 

week with your child, one hour per session, over eight weeks in which you will be delivering 

Orton-Gillingham evidence-based strategies to your child. All sessions will be in a one-on-

one format. Furthermore, you will need to take part of two interviews regarding prior 

expectations and post opinions of your experience during the study.  The lessons will take 

place at your home, in a private space without distractions.  The interviews and training will 

be taken at the researcher’s home or parents/guardians can choose to have the lessons take 

place at Vancouver Island Library or at a local library closest to their home in Nanaimo. The 

areas that will be focused on include alphabet awareness, alphabetic principle, phonemic 

awareness, sight word recognition, oral reading of decodable books, and reading and spelling 

of words, sentences and phrases. You will have to complete a checklist after every session 

and write any comments or questions. The researcher will be in contact to follow up the 

procedures. The researcher will do three assessments of your child regarding the reading 

progress, and reports of those assessments will be presented to you. Throughout the study, 

participants will receive free reading support, materials, and training. 

 

Risk of Harm to Participants 

For the purpose of the thesis paper, the participants will be identified by alphanumeric codes.  

Their names will not appear in the thesis. Data collected from ongoing assessments will be 

shared with the parents three times during the process.  A report with this data will be given 

to you.  

 

Management of Research Information/Data  

All reading assessments will be completed on a hard copy.  Electronic data will be stored on 

encrypted files in a password-protected computer. Signed consent forms and paper copies of 

the reading assessments, field notes, and checklists will be stored in a locked file cabinet in 

my home. Data will be deleted and shredded at the end of the study, approximately June 

2022. 
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Use of Research Information  

The results of this study will be published in my Master of Education in Special Education 

thesis, and may also be used for conference publications, presentations, and published in 

journals.   

 

Participation and withdrawal  

Your participation is completely voluntary. You may withdraw your child from the study at 

any time. If you choose to withdraw from the study yourself, all information regarding your   

child and will be shredded.  

 

Researcher and participants will have a chance to revise formally if they want to withdrawal 

from the study three times during the process. After the first two weeks of intervention, after 

four weeks of intervention and after six weeks of intervention. At the beginning of the 

sessions that fall within these periods, the researcher will remind the parents/guardians and 

students to withdraw from the study without having to provide a reason or suffer 

consequences. 

 

Consent and Conditions of Consent 

I have read and understand the information provided above, and hereby consent to allow my 

child to participate in this research under the following conditions:  

 

 
 

Participant Name ______________________Participant Signature _____________________

  

 

I, Maria Arias Borja, promise to adhere to the procedures described in this consent form.  

 

Principal Investigator Signature __________________________ Date _______________  

 

 

If you have any concerns about your child’s treatment as a research participant in this study, 

please contact the VIU Research Ethics Board by telephone at 250-740-6631 or by email at 

reb@viu.ca.  

 

Parents/guardians will be provided a copy of the signed consent form.   

 

 

 

 

mailto:reb@viu.ca
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Appendix G1 

 

Student Assent Form Comparison Group 

 

 

Principal Investigator 

Maria Arias Borja, Student Researcher 

Master of Special Education 

Vancouver Island University  

    

Student Supervisor 

Ana Vieira 

Department of Education 

Vancouver Island University  

 

Purpose 

I am a student at Vancouver Island University learning about how to help students do better 

in reading.  I am hoping to work with two students from grades 2 to 4 in order to help them 

improve their reading skills. 

 

What would you have to do? 

Our reading sessions will be twice a week in the afternoon. The reading sessions can take 

place at my home or a local library closest to your home, after your school day. We will 

practice your reading skills for an hour.  We will work with flashcards, sounding out words 

with blocks, reading words, sentences and books, we will write in tactile textures, and using 

sand and play dough. We will play games and have lots of fun.  

 

Expectations in class 

This project is important to help find resources to help children that need additional practice 

at reading. I hope that the students who are participating in the study do their best and have a 

positive attitude.  

 

What I hope that you will get out of these lessons 

I am doing this study because I think that every child can read better while having fun, and I 

am hoping that you will enjoy our practice, improve your reading, and feel good about it. 

 

Withdrawal from the study 

If there comes a time that you feel that you do not what to do this anymore, you can tell me to 

stop.   

 

Questions and concerns 

If you ever feel that you do not understand something or have questions, you can always ask 

me.  Asking questions helps us learn.  

 

Please turn over to sign the assent 

Parents/guardians will be provided with a copy of the signed assent form.   

 

Consent and Conditions of Consent 

An adult read this consent form to me.   I have had the chance to ask questions to the 

researcher and I understand the information above and about the study.  I assent to participate 

in the research project under the following conditions:  

 

It is requested that an adult reads this letter of assent to the student.  
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I assent to participating in the study as indicated.   

 

 
 

                                                   

I assent to doing my best when participating in the lessons.     

 
 

  

Participant Name _____________________Participant Signature ______________________

  

I, Maria Arias Borja, promise to adhere to the procedures described in this assent form.  

 

Principal Investigator Signature __________________________ Date _______________ 
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Appendix G2 

 

Student Assent Form Experimental Group 

 

Orton-Gillingham Classroom Educator Small Group Reading Intervention 

Principal Investigator 

Maria Arias Borja, Student Researcher 

Master of Special Education 

Vancouver Island University  

    

Student Supervisor 

Ana Vieira 

Department of Education 

Vancouver Island University  

 

It is requested that an adult reads this letter of assent to the student. 

 

Purpose 

I am a student at Vancouver Island University learning more about how to help students do 

better in reading.  I am hoping to work with two students from grades 2 to 4 and two 

parents/guardians in order to help them improve their reading skills. 

 

What would you have to do? 

The reading sessions will be twice a week in the afternoon. You will have the sessions at 

your house in a calm space. You will work with your parents/guardians using flashcards, 

sounding out words with blocks, reading words, sentences and books, you will write in tactile 

textures, using sand and play dough. You will play games and have lots of fun.  

 

Expectations in class 

This project is important to help find resources to help children that need additional practice 

at reading. I hope that the students who are participating in the study do their best and have a 

positive attitude.  

 

What I hope that you will get out of these lessons 

I am doing this study because I think that every child can read better while having fun, and I 

am hoping that you will enjoy our practice, improve your reading, and feel good about it. 

 

Withdrawal from the study 

If there comes a time you feel that you do not what to do this anymore, you can tell your 

parents and they will tell me to stop the process.   

 

Questions and concerns 

If you ever feel that you do not understand something or have questions, you can always ask. 

Your parent will give you the answer or ask me what the answer is, and I will clarify your 

concerns. Asking questions helps us learn.  

 

Please turn over to sign the assent 

Parents/guardians will be provided a copy of the signed assent form.   

 

Consent and Conditions of Consent 

An adult read this consent form to me.   I have had the chance to ask questions to the 

researcher and I understand the information above and about the study.  I assent to participate 

in the research project under the following conditions:  

 

It is requested that an adult reads this letter of assent to the student. 
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I assent to participating in the study as indicated.   

 

 
 

                                                   

I assent on doing my best when participating in the lessons.     

 
 

  

Participant Name _____________________Participant Signature ______________________

  

I, Maria Arias Borja, promise to adhere to the procedures described in this assent form.  

 

Principal Investigator Signature __________________________ Date _______________ 
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Appendix H 

      

First Cycle of Coding for Interview 1 
       

Initial Codes   Parents Comments                 Patterns  

 Parent/Guardian 1 Parent/Guardian 2 Parent/Guardian 3  
1.P/G personal 

reading 

experience  

I personally don’t read a lot.                  

 

I struggled in the beginning in 

kinder garden.  

Reading is a huge part of my 

life is part of my job our 

house has a lot of books in it.    

 

I don’t remember being 

difficult.                                      

I'd really like to read I read 

almost every day. 
• P/G readers  

• P/G non-readers 

• P/G struggles  

• P/G easy reading 

process 

• Read all the time  

2. Child's 

reading 

experience  

We read to him always at a 

really early age. 

 

He is not enjoying, because 

he is struggling and that is 

really hard for us.  

 

He is gotten frustrated.  

 

He is actually even said I hate 

reading.  

Reading with my children has 

been a little bit challenging. 

 

We’ve been reading to 

EGST2 since, even actually 

when he was in my belly. 

 

When he was in grade one, he 

had a really bad experience 

with reading that everyone 

was learning to read, and he 

wasn’t, and he was feeling 

very stupid around his peers.  

 

Grade one grade two and 

grade three it just I hate 

reading. 

He is really struggle with 

reading and that's made it 

very difficult  

 

I really want him to take on 

reading as something that is 

pleasurable.  

  

• Early reading 

involvement 

• Challenges  

• Motivation 

• Self-esteem 

• Self-confidence 

• Expectations 

• Struggling/less 

joy 

• Hate reading  

• Read for 

pleasure  

• Difficult  
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3. Methods  Bob’s reading or something 

with the beginning sight 

words and we worked a little 

bit on that but nothing other 

than that.  

 

Reading to him and getting 

him to read and sound out but 

he gets frustrated and we get 

frustrated also he doesn’t 

focus for very long which 

makes it hard.  

Sight words and raz-kids he 

was improving but the hard it 

got at school the less ability 

that I had to get him to even 

sit down and do any of that.  

 

And it turned into a fight 

every day a fight and it was 

like this isn’t worth it 

Nothing formalized, just 

practice reading with him, we 

read to him from day one, we 

read books and we read 

everything to him.  

• Bob's readings  

• Reading to them  

• Sound out words 

• Sight words 

• Frustration  

• Fighting 

• Parent/guardian-

child 

relationships  

• Raz-kids 

4. Motivation for 

participation 

Because actually I was in the 

process of looking for help 

for him and this seemed the 

perfect opportunity to be able 

to help him myself. 

 

I am hoping with something 

new and a different way of 

approaching it that maybe we 

can start learning together 

and he can start seeing some 

progress at home.  

I wanted to support EGST2 

as much as I can, and I need 

tools that I can get to help 

him become a better reader.  

You had some like very good 

strategies and you were really 

engaging with him.  

• Help  

• Support  

• Better Strategies  

• Do something 

new and 

different  

• Learn together 

• Tools 

• Become better 

reader 

• Engagement  
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5. Benefits of 

participation  

We are going to learn a 

technique and ways to start 

from the basics I guess 

because I feel that we missed 

a step somewhere and that’s 

why he is ended up where he 

is lacking in his reading  

I think I can just be a support 

for EGST2,I think it will give 

us some one-on-one time 

which like my mom that was 

really special cause I think 

EGST2 thrives on having a 

one-on-one time. I think that 

we will have an appreciation 

for reading and shared 

together.  

It will help me understand 

where EGST2 is at and also 

just given me a structure to 

use to help him. So that's 

been really helpful rather than 

just trying to force him to 

read. This gives tools that you 

can build on rather than just 

trying to make him read 

words all the time focusing 

on the sounds that the words 

with the letters make together 

is more helpful, I think.  

• Learn a new 

technique 

• Give support 

• Bonding  

• Having structure 

and tools 

• Learn basic skills  

• Gaps on the 

process  

• Share  

• Understand level  

• Have structure to 

help  

• Forcing to read  

Note. Table 11 shows parents/guardian relevant comments regarding their expectations of the process previous the intervention. It also gathers 

patterns that came up while analyzing the transcription of the interviews several times.  
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Appendix I 

     

First Cycle of Coding for Interview 2 
   

Initial Codes   Parents Comments   Patterns  

 
Parent/Guardian 1 Parent/Guardian 2 Parent/Guardian 3 

 

1. Experience  I think that I’ve seen 

improvement, which is huge, and 

I really have actually enjoyed 

doing it because I’ve watch him 

enjoy parts of it, some of them 

he struggles with but some of 

them he really enjoys it and 

those are the fun parts.  And 

really after the first couple of 

times of having a learning 

process for myself it became 

really easy for us to do. 

I think that it was hard to get him to 

engage in the work, especially 

because it was after school and he 

was tired, so there was a lot of 

bribing him to do it. But when he did 

do it. He did it really well and he had 

fun. I think that it was good to see 

him learning and good to see him 

responding and reading and knowing 

the sight words and we had a lot of 

fun at the beginning he didn't like 

doing the and then after while we 

actually had a lot of fun with it. 

 

I was very proud of him. I was 

definitely very proud of him and 

seeing how I mean he struggles to 

focus he struggles to concentrate and 

he had been in school all day and just 

seeing him like sitting and doing it 

and doing it and doing it made me 

just proud that he was willing to do 

it. 

It was interesting to watch 

his progression and to see 

where he was when we 

started and to see where he 

ended up, you can, I could 

definitely see a difference. 

And overall, I'd say it was a 

very positive process 

because he's definitely 

progressed quite a bit.  

• Improvements  

• Struggles  

• Engagement  

• Positive 

process 

• Fun  

• Confidence 

• Tired  

• Responding to 

learning  

• Sight words  

• Proud  

• Focus  

• Will to do it  

• Progression 

• See a 

difference  
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2. Strategies The phonemic awareness which 

witch EGST1 loved had he will 

actually say that was fun. 

 

We really also really liked the 

visual drill; I could find he was 

trying to challenge himself to 

say the sounds faster and 

remember them better. And the 

reading and the spelling and the 

sight words too.  

 

The oral reading and only 

because it was at the end. 

Because it was for an hour and it 

was the last little bit. And he was 

struggling a bit to read on his 

own so I would find that was the 

hardest part.  

 

I really liked the ones that were he 

had to like use manipulatives like 

drawing in the sand or when he had 

to write on the board.  

Anything that have us 

interacting. Anything that 

had us working together.  

 

When I first started with him, 

he did not like the phonemic 

awareness, yeah. But at the 

end of the process that is 

what he like the most.  

• Phonemic 

awareness 

• Visual drill 

• Reading  

• Spelling 

• Manipulatives 

• Interaction 

• Love  

• Fun  

• Engage in 

challenge  

• Sounds  

• Oral reading 

struggles  

• Sand  

• Board 

• Work together  
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3. Training  It was very good, and the best 

part was that I knew that if I 

forgot something or didn’t 

remember I could get a hold with 

you easily and get right on track.  

So, I met with you two times, or 

three times and every time you gave 

me new resources to use and showed 

me exactly how to do them there was 

a lot of training, I like there was a lot 

of steps. And so, you the first time 

you told me, and, and I just did not. I 

was not able to remember at all and 

so then you sent me, videos, which 

really made all the difference 

because, actually you told me you 

taught me how to do it, and then we 

met and you taught me and then I 

called you after every time doing it 

and then you made videos. And that 

really helped. So, I do feel like it was 

a very overwhelming. 

 

I would say that the first few times I 

did it definitely every time I 

remembered more and more and 

enjoyed it more and more. But I only 

did it the first few weeks, and then 

P/G2 took over. So, and then I did sit 

down and do it with him once again 

and it was a few weeks later and I 

had to remember it I think if I had 

done it throughout the whole time, I 

would have only gotten easier. 

I think it was helpful because 

he kind of knew what to 

expect on each stage, 

• Instant contact  

• Show steps  

• Calls  

• Videos  

• Helpful  

• Modeling  

• Lots of training  

• Lots of steps  

• Hard to 

remember  

• Calls  

• Gain 

confidence  

• Enjoy  

• Knowledge of 

expectations 

and stages  
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4 Resources  The resources were great, we 

didn’t used everything, but we 

used almost everything.  

 

If something wasn’t working, we 

had another something else we 

could try instead.  

 

We really like to use it the 

plasticine. Yeah, that was his 

favorite and the sand.  

Oh yeah, there was an abundance of 

resources,  

 

You were like over the top. 

Amazing.  

 

There was so many options, it was 

great. 

 

To be quite honest, it was 

overwhelming. I feel like less would 

have been better. I felt like, because I 

just didn't know what to do with 

everything. And so, and every time 

like we went on to a new thing, like a 

new kind of like spelling or 

whatever, can you like area of the 

skill that you were, I had to figure 

out what manipulative I was 

supposed to use for that and I didn't 

always remember, the great thing 

was that EGST2 remembered. So, he 

was, he would be like okay you have 

to use this you have to use this and 

that. That was awesome. That made 

me happy to see that he was, he 

actually was seemed happy to direct 

me.  

 

I honestly think that EGST2 really 

appreciated being able to guide the 

lesson to and it was almost good that 

It felt overwhelming at first 

just because of all the sort of 

the terminology I was trying 

to understand what each step 

was. But once I've gotten 

more comfortable with it, it 

felt good to have that focus 

and it felt good that we both 

kind of knew what to expect 

with each exercise. 

 

He really like to pop words, 

and it was nice because we 

could have someone else to 

come in and play because 

quite often it was just me and 

him. And being able to have 

them play the game together. 

But I wouldn't say that there 

was one that stood out as the 

best like everything in one 

week he would like one 

game another week he would 

like another. The one that he 

was consistently good at 

towards the end was, was the 

books six and seven because 

I was really pleased with 

how low his potential was 

before.  

• Abundance 

• Choices 

• Path 

• Overwhelming 

• Confidence 

with practice 

• Pop words 

• Plasticine  

• Sand  

• Empowerment 

• Use almost 

everything  

• Options  

• Many options 

• Less better  

• Hard to 

remember 

what to do   

• Appreciation  

• student guide 

the process 

• Play with 

words fun  

• Hard to 

understand the 

terminology  

• Practice  
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I didn't know what went with white 

because he'd be like, okay, now this 

now this that's, that's really nice.  

 

I really liked the play with the words, 

like if you say, you know, 

playground he would have to say 

play and then ground. 

 

5. Progress 

 

I’ve seen progress so that is 

huge, his teacher has seen 

progress, I think he is even seen 

progress. So, for such a short 

period of time I think we’ve 

made a lot of progress.  

 

He now actually will openly go 

and get a book and try to read a 

book were before easily be I will 

get a book and It was just you 

read it not him trying to read it, 

he actually sat with his brother 

the other day and the two of 

them were going to a book 

together so yeah.  

When I look at the Progress Report, 

I'm super proud of him. It's like 

doubled his reading. I know he reads 

to me all the time he would have 

never read to me before he actually 

spent much of his life so far telling 

me that he didn't know how to read. 

He was bad at reading and he didn't 

want to read. And now he reads me 

all the time.  

 

Yeah, definitely much better. I mean, 

I think that he, I think he's a 

confident reader. Like, he doesn't 

question his reading whereas before 

he, he's basically said he couldn't 

read like, so his reading right now, 

like, he does. He still doesn't like to 

read independently that easily, but he 

does. He's starting to read it's like, 

whereas before he would have never 

read independently, and there are 

like, he'll come to me and be like, I 

It has been a progress.  

 

It makes me feel good to 

know that he was he focused 

on something in the right 

way that you get engaged 

with the progress. 

He's much more willing to 

focus on it.  

 

He has definitely made 

progress at school too.  

Something I haven't told you, 

as he was the MC of an 

assembly at school the other 

day. He and one of the kids 

set up there and read a script 

for the entire school. 

• Improvement  

• Independent 

reader   

• Much better  

• Progress in 

short time  

• Read by 

himself  

• Read to 

someone  

• Proud of 

progress 

• Confident 

reader 

• Better reader  

• Progress 

• Focus on 

something in 

the right way 

• Engage with 

progress 

• Will to read  
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read this book all by myself, which is 

amazing. So, he's definitely not only 

a better reader, but he's more of an 

independent reader. 

• Progress at 

school  

• Read for others 

5. New 

knowledge 

All of it was new to me, the 

process of doing things and what 

not and I found it really helpful 

and I found that it has been like 

interesting in looking into what 

else we can do to keep it going 

with him.  

So, I mean, this kind of comes more 

from a teacher perspective because 

yeah, it's okay. I was an elementary 

school teacher. And to be honest, I 

really didn't believe in phonics very 

much I never taught I mean, I would 

teach phonics, but I didn't focus on it. 

I looked at reading more as a like 

socio cultural learning process where 

like an experience and like 

comprehension would happen 

through experience. So, it really 

showed me how important phonics is 

to reading and how the need to 

connect phonics to comprehension so 

it gave me more belief in phonics. 

Was helpful because it gave 

us something to focus on and 

it gave us a path. 

• Everything 

new  

• Belief in the 

Importance of 

phonics 

• Helpful  

• Path  

• Something to 

focus on  

7. Benefits   I think is huge because the 

teachers are able to tell us they 

are behind but they expect us to 

put in the effort at home but 

again if we were to start or the 

guidance or steps to get you in 

the right direction is needed and 

I think a lot of families will 

benefit from it. There is lost that 

probably wouldn’t want to spend 

the extra time but those that are 

realizing that their children need 

Yeah, definitely. I mean, the more 

people that you can get to support 

you through any sort of challenge, 

the better. 

 

I think that it brings about more of a 

parent, teacher student connection. It 

lets the student know that you're like, 

all on the same page, and that you're 

all there to support the student. And I 

mean, I think that that's everyone 

wants to be supported and loved and 

If the parents are involved 

with their kids’ education in 

any way or amount of time is 

definitely beneficial.  

• Guidance and 

steps to right 

direction 

• Extra time 

• More support 

the better   

• Parent-teacher-

student 

connection 

• Parent-student 

involvement 



HOME CONNECTIONS 

 
151 

Note. Table 12 shows parents/guardian relevant comments regarding their opinions and perceptions of the process after the intervention. It also 

gathers patterns that came up while analyzing the transcription of the interviews several times.  

 

 

 

 

 

 

 

help I think it would be really 

helpful. 

cared for. And this is just showing 

more of that. 
• School expect 

help at home 

• All on the 

same page  

• Support as love 

and care 

• Any way of 

parental 

support is 

beneficial 
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Appendix J 

   

Second Cycle of Coding for Interview 1  
   

Categories Codes 

Early reading involvement • From belly  

  
• Early age reading  

Children challenges  • Struggles 

 • Difficulties  

 • Bad experiences 

  
• Staying focused 

Engagement  • Lack of motivation 

  
• Frustration  

Parents/guardians’ expectations  • Read for pleasure  

 • Provide help  

 • Provide support  

 • Better Strategies  

 • Do something new and different  

 • Have Tools 

 • Become better reader 

 • Engagement  

 • Learn a new technique 

 • Give support 

 • Having structure and tools 

 • Learn basic skills  

 • Fill gaps on the process  

 • Understand level  

  
• Learn together 

Parents/guardians’ emotions  • Bonding 

 • Share something  

  
• Forcing to read  

Children’s emotions  • Self-esteem 

 • Self-confidence 

 • Less joy  

 • Hate reading  

  
• Frustration 

Strategies  • Bob's readings  

 • Reading to them 
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 • Sound out words 

 • Sight words 

 • Raz-kids 

  
• Beginning sight words 

Parents/guardians reading experience  • Parents’ readers  

 • Parents’ non-readers 

 • Parents struggle  

 • Parents easy reading process 

  
• Read all the time  

Note. Table 13 shows how the patterns were placed in different categories for the first 

interview.  
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Appendix K 

Second Cycle of Coding for Interview 2  
 

Categories Codes 

Parents/guardians emotions  • Proud  

 • Fun  

 • Gain confidence  

 • Enjoy  

 • Overwhelming 

 • Confidence with practice 

 • Proud of progress 

 • Engage with progress 

Children’s' emotions  • Confidence 

 • Tired  

 • Fun  

 • Love  

 • Confident reader 

Relationships - connections  • Interaction 

 • Work together  

 • Parent-teacher-student connection 

 • Parent-student involvement 

Children’s' behavior • Responding to learning  

 • Focus  

 • Will to do it  

 • Empowerment 

 • Student responsible of learning  

 • student guide the process 

 • Independent reader   

 • Read by himself  

 • Read to someone  

 • Will to read  

 • Read to others 

Progress • Positive process 

 • Progression 

 • See a difference  

 • Positive process 

 • Improvement  

 • Much better  

 • Progress in short time  

 • Better reader  

 • Progress 

 • Progress at school  
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 • Struggles  

 • Improvements  

Training Support  • Instant contact  

 • Show steps  

 • Calls  

 • Videos  

 • Modeling  

 • Lots of training  

 • Lots of steps  

 • Hard to remember  

 • Calls  

 • Hard to remember what to do   

 • Hard to understand the terminology  

 • Practice  

 • Knowledge of expectations and 

stages  

 • Focus on something in the right 

way 

 • Everything new  

 • Belief in the Importance of phonics 

 • Helpful  

 • Path  

 • Something to focus on  

 • Guidance and steps to right 

direction 

 • Need extra time 

Strategies  • Sight words  

 • Phonemic awareness 

 • Visual drill 

 • Reading  

 • Spelling 

 • Manipulatives 

 • Sounds  

 • Oral reading struggles  

 • Sand  

 • Board 

 • Play with words   

Resources • Abundance 

 • Choices 

 • Pop words 

 • Plasticine  

 • Sand  

 • Use almost everything  

 • Options  

 • Many options 
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 • Less materials better  

Engagement  • Engage in challenge  

Benefits  • More support the better   

 • School expect help at home 

 • All on the same page  

 • Support as love and care 

 • Any way of parental support is 

beneficial 

Note. Table 14 shows how the patterns were placed in different categories for the second 

interview. 
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