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Abstract

This study explorethe efficacy of a literacy program as it was offered in partnership
between Brock University and the Learning Disabilities Association of Nigdgaggon
Specifically, this study examined sixteen 5 teyEarold children with reading disdliies
who participated in a-&veek Spring Reading Program thnds associated witmaupper
year undergraduate course in Child and Youth Studies. In this canrgersity students
worked with children from the local community. The study collected quantitative and
gualitatve data from children, parerdsad Brock student3.he study alsexamined the
concept of knowledge mobilizatidry exploring the relationship between a course at Brock
and the Learning Disabilities Association of Niagara. This partnership was considered a
strong example of knowl edg etratagichmandat&a at i on as d
mixed methodological approach was utilizedhis thesighat included quantitative
academic achievement measures and qualitative interviews with student tutors, children and
caregivers whose children participated in the program. dtwesfof the qualitative
interviews was to determine the overall experience of the Spring Reading Program and how
it encompassed the principles of effective knowledge mobilization. Results of the study
indicated that the Spring Reading Prograas successfin improving literacy scores in
participating children but also successful in improving motivation aneeffedicy in
children. In addition to this, the partnership was seen as a successful example of effective
knowledge mobilizationSuch findings hal important implications for policy and practice
surrounding models of schooling and progr ammi

Key words: reading disabilities, motivation, sedfficacy, oneon-one tutoring,

knowledge mobilization
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Chapter One: Introduction

Reading i s an e sspaetyandie majaity of thildrem, nearty 80&ca y 6 s

learn to read withouifficulty. Yet, approximately 20% of children experience significant
difficulty learning to reaqSnow, Burns, & Gffin, 1998). Although there may be several factors
that contribute to reading difficultiesne prominent contributing factor associateth reading
challenges iseading disabilitieRDs). RDsis a subcategory within the broader cstnuct of
learning disabilitiesand it is estimated that 80% thiese disabilities afeDs (Costa, Edwards &
Hooper, 2016). It is estimated tHDs affect goproximately 710% of thegeneral population
and furthethatRDs accounts for the largest category of special education in North America. It
is not surprigg therefore, that for nearly fodecades researets educatorgand policy makers
have strived to understand the most effective practices and support systems to assist children
living with RDs. However, despite the significant forward progression of policies and practices,
the field has generally struggled to estabiiestding intervention programisat alleviate the
effects of RB3. In fact, research has demonstrated consistently that regardthsgficacy of
the readingbased intervention program, children wRbs engaged in a reading intervention
rarely increaséheir reading achievements to levels that are commensurate with their non
learningdisabledpeery( Jenki ns & @6 Connor, 2001

Therefore, in light ofthe needo understand the most effective ways to support children
with RDsto optimize their reading skillshepurpose of this thesis wao study the efficacy of a
particularliteracy intervention program aimed to support children wifds. More specifically,
this thesis explored unique opportunity that was provided by atparship between a
third/fourth-yearundergraduateourse offered through thligepartment oChild and Youth

Studies (CHYS) at Brock University and the Learning Disabilities Association of Niagara



Region(LDANR). Each spring, the CHYS department offers (G393, a@ursewhere
students work individually in a clinical setting with a child who has been identified as being at
risk for RDs. The children involved in the program are referred by the LBARis unique
partnership offers CHYS students an oppotiuto engage many of the theoretical ideas that
they hae learnedduringtheir undergraduate degree and also offers children from the
community an oportunity to work with advanced university students who have been training to
work with vulnerablechildren. Framed within this dynamic, this thesis also explores this
relationship between Brocknd specifically CHY Sand the Niagara community. This
partnership is framed as an exampl&mdwledge mobilization (KMb)an idea that is an
integralpartd6 Br oc k 6 s s t(Broak Unmigersity, 2614)GHlY§ BP®3mphasizea
studentexperiencef analysis and evaluation of informal assessments and treatment strategies to
beused with children atisk for RDs. In this way Brock studentare responsible for
intervention strategies that involve more than just produggsgarch knowledge batsoinvolve
puttingthis knowledge to use. This identified practice of research knowledge leading to changes
in behaviouthas been defineas KMh The general aim of KMb igo make connections between
research/expertise and policy/practice in order to improve outcomas@us organizations or
sectorqConference Board Canada, 2016).

However, to understand the factors associated with effective geiatimventionsand
the relationship between CHYS 3P93 and the broader commitngymportant to understand
the general principles of readiagd ofRDs. Generally, the goal for children within the reading
process is to read text fluently and with ursti@nding (Snowling & Hulme, 2012). Vellutino,
Fletcher, Snowling & Scanlon (2004) have defined reading as the process of extracting and

constructing meaning from written text for some purpose. Skilled reading involves a connective



comprehension of meanitfigpm a body of text that is dependent on word identification and
| anguage comprehension (Vellutino et al., 200
& Hulme, 2012) is a complicated process involving a system of cognitive activities that is
supported by several connected areas of the central nervous system. Reading is comprised of two
main processes; decoding and comprehension (S. Shaywitz & B. Shaywitz, 2005). These two
main processes are further complemented with an established hieralitdnacy skills.
Decoding skills include the processing of individual letters, corresponding sounds to words,
sentences to comprehension and blending and segmenting. Blending involves the pulling
together of individual sounds or syllables within wordsleseegnenting involves the breaking
down of individual sounds or syllables

For the pastour decades, researchers and educators have strived to develop and
implement effective intervention programsnaid at supporting children with RD5ome
researchers have argued that with effective intervention, all children could be reading at grade
level by the end of first grade (Allington, 2013). However, this possibility is dampened by
another proposition that children wiDs often struggle t&eep up with their grade level peers.
The Matthew Effect, Athe rich get concepther and
formulated by Stanovich (1986). The phrase describes how, in reading, individuals who start
well have a tendency to continue this trajectory while those who do not are unlikely to catch
up with their peers. There is not only the issue of not being able to catch up but Stanovich (1986)
alsobel i eves that the gap between being fAricho
schmling continues. The failure to make good initial progress in learning to read makes it
increasingly difficult to master the reading process (Hempenstall, 2015). Struggling readers fail

to develop as independent readers and lack engagement in high fgrelgtioe (Hempenstall,



2015). The downward spiral of achievement is a driving force in widening the gap between
reading achievement of grativel students and students who experience reading difficulty
(Hempenstall, 2015). The comparative gap stemmimm the Matthew Effect is attributed to
lack of motivation and lack of enjoymeaitreading (Hempenstall, 2015).

Following the compounded challenges associated with reading disabilities and
motivation, effective interventiomfs mu st f oc us wentngthefemerdence ajearlyp r e
reading weaknessésand the enormous reading practice deficits that result from prolonged
reading failureo (Allington, 2013, p. 7). I nt e
evidence and knowledge abdriDs is prgoerly distributed and made availableotganizations
and groupshat have involvement iRDs policy and decision makingf the end user (Levin,
2008).For the purpose of this studire LDANR, Brock University and the local community are
the specifiqpartnership groupthat are involved in addressing the needs of children Rili&

throughCHYS 3P93a five-week reading intervention course held annually at Brock University.



Chapter Two: Review of the Literature

Reading Disabilities (RD)

What are Reading Disabilities?

As this thesis is based on the concept of reading arsliRB important to understand
whatismeantbynite t er m @ r e a RDsoigdystexias ametspetificD thataseo .
characterized by diffidties in single word decodirand insufficient phonological processing
(Lyon, S. Shaywitz, & B. Shaywitz0®3). RDs have historically been described as having a
neurobiological basis (Lyon et al., 2003). Specifically, processing demands for distintiveogn
tasks utilize a particular neural system in the brain. The processing demands of reading are
associated with the portion of the left posterior brain region and those with dyslexia show a
failure in this brain system to function properly during regdinyon et al., 2003). Three regions
of the brain have been identified with the reading functionalities of articulation, word analysis
and fluency (S. Shaywitz & B. Shaywitz, 2004). Dyslexia involves under activation in two back
brain regions and an ovettevation in the front brain region to compensate for these deficiencies
(S. Shaywitz & B. Shaywitz, 2004RDs areassumed to be inherently present at birthaned
not associated with environmental factfirgon et al., 2003)The cause of RBhas been
hypothesized to be associated with a genetic mutation in genetic strStusdmywitz & B.
Shaywitz, 2004). FurthermorBDs are not to be thought of as a type of intellectual and
developmental disorder or an unwillingness to learn (Vellugiral., 2004). Dyslexia is
prevalent equally in boys and girls and is not something that is outgrown by age or time (S.

Shaywitz & B. Shaywitz, 2004).

Characteristics



Although there are several varying characteristics associated with readingtiaisadi
primary charactertg of all RDs is thedeaof phonologicalprocessingPhonological processing
has been seen as a significant predioctoeading succeg$or review sedryan, 1979. In
general, all stakeholders have agreed that individuiettsR Ds haveexperiencedaignificant
phonological processing problefhshe use of the sounds of one's language to process spoken
and written language (American Speech and Language Association, 2017). Wagner and
Torgesen (1987) explaingkat phonologicaprocessing referred to the use and manipulation of
the components of spoken and written language and that phonological processing could be
broken into three broadased skills including phonological awaresigghonological working
memory and phonologica¢trieval.Briefly, phonological awareness was considered to be the
awareness of the sound structure of a language and the ability to consciously analyze and
manipulate this structure through tasks such as speech sound segmentatiending at the
phoremic levelsPhonological working memory was thought to be the ability to store
phonological informatioin a shortterm memory st@ge The purpose of tkitypeof storage is
to have information readily available for manipulation during phonological awareness tasks.
Phonological retrieval refers to the ability to recall graphemes from long term memory in order
to use withinphonological processing task! three of these subskillsave beemypothesized
to be subcomponents of phonological processing and atsassociated with effective reading
(Wagner & Torgesen, 1987).

Translating the above ideas into the act of reading, phonological processing akeétson
ability to fraencd gmarziep uliadteentsiyflyl abl es and phon
(Shaywitz et al., 2008, p. 457). Those individuals wkbibit difficulties in phonological

processingre slower in wordevel decoding, experience decreasggosure to vocabulary and



less opportunity to participate in reading practice (McNamara, Scissons, & Gutknecth, 2011).
Deficits in the phonological component of language hinder the acquisition of reading skills and

are characterized by deficiencies iadang accuracy, reading fluency, word recognition, poor

spelling, verbal memory, verbal processing speed and communication impairments (Snowling &
Hulme, 2011)Phonological awarenesBA)i s necessary in order to fim
symbols (letteaend | etter patterns) to soundo (Lyon &
unable to perceive the particular sounds in spoken words and, in particular, the first sound in a
word, they will have difficulty idecodingwords accurately and fluently eBders must be able

to break down words into smaller pieces of sounds, known as phonological segments. Failure to

do so results in letters being seen as only meaningless lines and circles and nothing else (S.
Shaywitz & B. Shaywitz, 2004). Individuals wiRkDsare not aware that letters in a written word
represent a particular sound so they are unable to decipher the reading code (Lyon et al., 2003).
Furthermoreword recognitionis closely linked taeading comprehensioiReading

comprehension is theutcome of decoding and linguistic comprehension (Cho, Roberts, Capin,

& Roberts, 2015). Linguistic comprehension incluliistening and vocabulary while decoding is

the ability of readers to translate letters and words to create meaning (Cho et al.lri2(tb)

poor comprehension is associated with deficits in sieomt memory and inference making

(Torppa et al., 2007).

ReadingFluency. Reading luency has also been identified as an important phase in
reading and i s def i med tahsati rdaopeisd ,n oau trcengautiirce ra
Shaywitz & B. Shaywitz, 2004, p. 9). Fluencyisadiggst ep process where t he
makes a connection accurately, easily and rapidly of a representation of an exact reproduction of

the word (SShaywitz & B. Shaywitz, 2004). Those with Rfail to read words both accurately



and fluently and with the necessary speed to allow the reader to determine the meaning of what
is being read (Compton & Carlisle, 1994). The lack of fluent reading cannbeatiiy observed

as being effortful and slow (Shaywitz et al., 2008). Many struggling readers compensate for their
lack of fluency by memorizing words. The difficulty with this strategy is that the memory of

poor readers is limited in capacity (Shaywitakt 2008). Furthermore, many words prove

difficult to memorize because of their newness, rarity, length and eaityp(Shaywitz et al.,
2008).Verbal processing speed for those withdRPcharacterized by a slow rate of word

reading and word retrievah reader who is successful with the ability to read fluently is able to
connect word recognition to comprehension. This connection establishes fluency as a marker of
skilled reading.

Motivation. In addition to the significardifficulties with phonological processing, an
important characteristic associated with reading difficulties is a lack of motivation to engage in
reading based tasks. Research has consistently pointed to the sigpd&itiné correlatiorthat
existsbetween motivation andDs (Proctor, Daley, Louick, Leider, & Gardner, 2014). Children
with RDs have often faced years of academic frustration and often failure, which icatutaad
to lower sense of se#fficacy and motivation to engage in reading based tasks. From here,
children withRDsdisplay and maintain continuous poor performance and difficulties in reading
activities (Melekoglu, 2011). Motivation is a powerful characteristic of learners and has been
identified as a predictor of successful reading comprehensiondPet@l., 2014). Specifically,
intrinsic motivation is |inked to reading pra
read and activates behaviour. In other words, intrinsic motivationrigg s an i ndi vi dual
investmenin learnng and masteng a task for its own sake by utilizing sekét standards and

self-improvement (Proctor et al., 2014). Thisprocdssi ves t he extent of an



curiosity to read, their perception of the importance of being a good reader and the level of
involvement they have when reading (Proctor et al., 2014). Poor motivation has been proposed
as being a defining feature of reading failure (Morgan, Fuchs, Compton, Cordray, & Fuchs,
2008). The avoidance of frequent reading is a constraint to becoming a saliknt because
frequent reading practice increases sight word recognition, vocabulary, verbal fluency, reading
comprehension and general knowledge skills (Morgan et al., 2008). Struggling readers are often
poorly motivated because of their repeated faitaracquire reading skills (Morgan et al., 2008).
This is representative of the AMatthew Effect
(Morgan et al., 2008). It creates negative side effects due to decreased motivation leading to the
practice ofreading avoidance. Reading involves a choice and the steady decline of reading
motivation is reflected in children generally choosing to do something other than read (Nelson &
MansetWilliamson, 2006).

Self-efficacy. Self-efficacy is acknowledged ascamponent or construct of motivation.
It is defined as an dAindividual 6s tawrse stsarseknd
(Troia, Shankland, &Volbers, 2012, p. 6) at a desired or necessary level (Cho et al., 2015).
Higher selfefficacy contrilutes to persistence, task performance and the extent of effort that is
utilized to perform a particular task (Troia et al., 2012). Specifically;efBtfacy supports an
outcome expectation that a certain action will result in a desired outcome (Tabie2612).
Readers possessing higher sdffcacy work harder, participate willingly, exhibit perseverance
and attain higher achievement levels when compared to students with lower motivation levels
(Procter et al., 2014). However, individuals with lowelf-efficacy doubt their own ability to
improve their reading and are likely to avoid reading due to the required effort and the likelihood

of encountering difficulty (Nelson & Manst/illiamson, 2006). Yet, equating minimal effort



with reading success drailure is inaccurate as many students \RMs contribute great effort

to achieve reading success and still fail (Nelson & Mavi#iiamson, 2006). Furthermore, self
efficacy is an influential measurement for outcomes and task performance that impacts
individual goal setting. Specifically, sadfficacy is an enhancer of accomplishments and

personal welbeing with individualswith high selfefficacyadhering to goal commitment in

spite of facing potential failures or setbacks. In the absence of pogskggi seHefficacy,

struggling readers fail to put forth the adequate effort needed to become successful readers and
instead will either give up or avoid similar tagkat they relate to their experiencedaifure

(Margolis & McCabe, 2004).

In addition to its impact on skill acquisition, low sdfficacy also can contribute to the
devel opment of #Amal adaptived behaviours. This
based on shame and guilt. These feelings, while instilling a preconditiogatfugeattitudes of
anxiety and depression, simultaneously trigger an awareness in others of their perceived low
level belief in their ability to perform (Troia et al., 2012). Safficacy is influential in whether
an individual chooses to engage or to eéilegage in a particular task that can affect the
attainment of personal goals. When individuals fail to believe in their success in a specific task,
they are more than likely to give up, to fail to put forth effort or to avoid task involvement in

similar areas whethe expectation is failure (Margolis & McCabe, 2004).

Programming
Effective Programming for RDs
For the past three decades, researchers have attempted to understand the most effective
models of intervention to address the academic failure and characteristics associd®easwith

In 1998 the federal government of the United States commissithregdational Reading

10



Council (NRC) to investigate the most effective methods for identifying chilalrask for
reading failureThe result was a publication called The National Research Council on Preventing
Reading Difficulties in Young Children (Snow, Burts Griffin, 1998).This report suggested
that young children can reliably be identifiedogsngfi arti s ko f or word reading
basis of their performance on tasks that assess phonemic awaaeddstter naming abilities.
The report suggésd that risk markers, including letteound correspondea, blending sounds
into wordsand the ability to name letters rapidly, were significant predsabf reading failure
and LD.

In line with the movement towards early screening faisit studentseffective
instruction within a prevention framework called for instructional practices to be developed and
integratedn the early elementary yeasslong with identifying early markers for reading failure,
the NRC (Snow, Burns, & Griffin, 1998) also ewximed early reading instruction and found that
the explicit teaching of phoneme awareness and phonological processing was especially effective
in kindergarten and grade oriehe NRC found that early effective intervention may substantially
reduce the numbef children who would eventually enter special education for reading failure.
For instance, Torgesen (1998) found that when effective early intervention is used with children
under the 18th percentile in reading, the number of overall children regsir@agal education
services in later school greslwas reduced from 18% to 5¥his finding was impressive and
invited the question, whas ieffective early instructionResearch has remained somewhat
unclear about this, but some important findings haverged.Effective instructional programs
in phonological processing begmth oral language activitie§uch taskmay involve children
being explicitly taught how to pronounce tlaiads associated with letteEsom here,

instruction may involveducators explicitly modelling for children howwsnds can be blended

11



togetherInstructional programs should also include opportunities for children to apply their

ability to manipulate phonemes to actugading or spelling activitiesdf a review of sme

current published programs in phonological awaresesBlathes & Torgeser000. In

general, effective programs in phonological processing were thought to promote an awareness of
individual phonemes in wordsan important precursor to reading (Hgieandberg, Stanovich,

& Bjaalid, 1995).

The goal of effective programming f&®Dsis to ensure that all children become the best
readers possible. The problem remains with identifying the components of proper instruction
needed to correct the high prevalenc&Dbfk.Reading problems are not outgrown nor do they
represent al Aldeg/e |totpate nwial | correct itself (SF
supported by the results of the National Assessment of Educational Progress that reveals that
36% of fourth grade children are reading below the basic levels (Shaywitz et al., 2008).
Struggling readers must be identified early and supported by intervention to eliminate the wait
to-fail model (Shaywitz et al., 2008). There is no one quick fix to addreBPalhor is there
any evidence to suggest that one specific program should benobvsr another. Yet, there is
agreement that effective reading instruction needs to focus on prevention and/or correction of the
core deficits in phonological processing; phonemic awareness, phonics, fluency, vocabulary and
comprehension (Shaywitz et &008).

Early intervention offers the most hopeful and consistent results while intervention
programs for children beyond second grade, although effective, are more challenging and less
consistent (Shaywitz et al., 2008). EffectRBsinterventions neetb incorporate a
developmental perspective that includes a series of evaluations over time as oppos#itht® one

evaludions (Shaywitz etal.,, 2008).r ogr ams need to consider the <c

12



resistance to treatment, the level of instional intensity (hours of instruction, length of
intervention, ratio of teachers to students),
prior instructional experiences (Shaywitz et al., 2008). In addition, children cannot be put at
further rsk by the implementation of unproven reading programs. This risk can be alleviated
through scientific knowledge to help with the success of effective reading instruction (S.
Shaywitz & B. Shaywitz, 2004). The number of young children who fail to leaeeatbis

indicative of the fact that reading skills do not develop naturally, easily or by chance (Lyon &
Chhara, 2004). Failure to read by nipears of age has been reported to forecast a lgedim
illiteracy for at least 70%f struggling readers (Lyo& Chhabra, 2004). Yet, extensive and
systematic evidenelkased reading interventions can reduce this percentage by addressing the
current educational practices and policies that are failing so many children.

Programming is affected with uncertainty sumding the maintenance of new reading
curriculum interventions. In particular, there is concern with how the maintenance of developed
reading skills is carried over to a new setting that is different from the place of initial
intervention (Lyon & Moats, 997). Intervention gains have been shown to decrease due to
differences in methodologies, consistency and reinforcement (Lyon & Moats, 1997). The
progress and success of specialized reading interventions are faced with multiple challenges to
achieving theigoals toremediateRDs. In addition to the identified challenge of the transference
of reading training, there are the compounded issues of what teaching method works best, its
effects and time duration (Lyons & Moats, 1990Itimately, the goal is toncrease the number
of those who are able to read well at an early age and to protect many from the repercussions of

reading failure (Lyon & Moats, 1997).
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Tutoring. Regardless of the intervention program per se, one of the most effective
aspects of inteention is oneornrone support. Individual tutoring is one approach that aligns with
theoneonrone approach. Tutoring is defined as a nl
tutee that focuses on an area of curriculum content needing improvementgthsinéng in the
tuteeo (Woolley & Hay, 2007, p. 9). Specifica
reading skills in children witlRRDs Tutoring instruction is a supplemental teaching practice
designed to assist struggling readers (Vukeliaktide, & Han, 2013). Intervention strategies for
tutoring vary in terms of the reading strategies used as well as the length and number of sessions.
Yet, in spite of the differences in intervention characteristics, results show that children who
receive titoring outperform those who do not (Vukelich & et al., 2013). However, current
research does not conclusively or consistently support how children should be tutored whether
through oneon-one or paired tutoring. Furthermore, there is little to direct &dus on how
children should be paired, i.e., paired with children with similar needs or with children who
possess higher skills (Vukelich & et al., 2013). The study by Vukelich et al. (2013) concluded
that oneon-one instruction had no advantage overragpchildren in pairs. Therefore, these
results led to the conclusion that programs should preserve their resources by pairing young
children together for supplemental instruction and support as many studentsible pos
(Vukelich et al., 2013)-urthermaee, the authors were unable to conclude when children with
RDswhen paired with higiperforming children were at risk or in fact more motivated (Vukelich
et al., 2013). It is also unclear whether children paired with a hajtlled peer presented with
anadvantage over being tutored with a peer of a similar skill level (Vukelich et al., 2013).
Nevertheless, the study did support the fact that young children enjoyed participating in

supplemental tatring (Vukelich et al., 2013Peer tutoring has also begimown to be effective
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in helping withRDs.Peer tutoring is a eoperative learning relationship with students of similar
age and normally with one having more ability than the other (Woolley & Hay, 2007).

Parents are also seen as effective tutors istaggstheir children even if their role is
limited to that of actively listening to their children reading. Children read at a higher level when
their parents play a role in regularly listening to them read (Woolley & Hay, 2007). Yet, there are
concernsegarding inadequately trained parents acting as tutors. Their predominant desire is to
provide reading assistance and this desire often prompts unsupportive emotional comments as
parents were too critical of thd&saresdthi | dr ends
outcomes include frustration for both children and parents, strained relationships and negative
attitudes towards reading by the children (Woolley & Hay, 2007). Nonetheless, home reading
training projects can direct parents in ways to sutgkgnteract with their children and can
help them to become more informed about the reading process (Woolley & Hay, 2007).

Community partners can also act as tutors. They provide a link among the home,
community and school that assists with the ppomoon of fami ly i nvol vemen
academic success (Hitchcock, Prater, & Dowrick, 2004). Community tutors, peer tutors, cross
age tutors, parent tutors or adtgtstudentdutors all share the role of providing motivation and
encouragement to thesvith RDs (Woolley & Hay, 2007).

Importance of Tutoring Tutoring programs are instrumental in helping students

to make improvements in their selbnfidence, selesteem, oral reading and vocabulary skills
(Taylor, Hanson, JustieBwanson & Watts, 1997). Overall, tutoring provides an environment of
support, ceoperation, sharing of goals, responsibility, accomplishment and a sense of belonging
and increased motivation (Woolley & Hay, 2007). This supplemental instruction increases

reading fluency, decoding and comprehension skills (Hitchcock, Prater, & Dowr{@k). 2Cet,
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successful reading tutoring interventions are influenced by the quality of the training, i.e., trained
versus untrained tutors and emeone tutoring versus group tutoring (Woolley & Hay, 2007).
Students who are supported by trained adult tutave been shown to outperform children who
were assisted by untrained adult tutors (Woolley & Hay, 2007). Overall, the effectiveness of
tutoring programs is dependent thie quality of tutor training, personal tutor satisfaction,
personalizedandrespomse r el ati onships and a commit ment
(Woolley & Hay, 2007).

Tutors are influential in providing a supportive environment and encouraging positive
thoughts inthose witRDs Tut or s 6 o0 v gshaalt be toglide karminproviele
positive reading and learning experiences and offer effective reinforcement that will encourage
students to have more confidence and control in attempting new reading tasks (Woolley & Hay,
2007). Trained tutors should provide strategies to ipegjtaffect reading performance helping
children to develop reading strategies that encourage autonomy, competency, choice and self

efficacy (Woolley & Hay, 2007).

Community Partnerships
Although tutoring programs are readily available through privatamential tutoring
agencies, therappears to be gaucity of communitypased tutoring programs at a low cost in
the Niagara Region. Cost is often a barrier to tutoring, particularly for families from vulnerable
communities. As such, it becomes important to explore how tutoring can become an accessible
resurce forfamilies with children with RDSOne important connection in this process may be
the relationship between universities and communities. To understand this relationship, it is

important first to examine the underlying framework&dfb.
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Knowledge Mobilization (KMb)

KMbr efers to a process of transfer between
knowl edge Auserso (Anderson & McLachlan, 2016
inequality of power and privilege over users who are typically maliged in the knowledge
transfer process. KMb is a deliberate paradigm for social change that provides disempowered
groups the opportunity to be part of a reciprocal relationship of knowledge (Anderson &

McLachlan, 2016). This reciprocal relationship ilwes the sharing, producing and spreading of
knowledge. Specifically, the reciprocal relationships are between researchers and knowledge
users who are to share in the responsibility of creating and using research knowledge (Anderson
& McLachlan, 2016). Ths involves the breaking down of knowledge hierarchies to provide the
opportunity of exchanging knowledge and of gi
of actor so ( Ahed 2016.&KMb eBdeaMaursgnarantee that there is the
movemenbf research results into the hands of research users (Gainforth, L&firaeng,
Athanasopoulos, Moore, & Ginis, 2014). In other words, there is a focus on who controls and
carries out meaningful research and who will benefit from such research, thfAmsknson &
McLachlan, 2016). The goal of KMb is to ensure that resources and time invested in research are
not conducted in vain but are utilized for interventions and policies that are accessible to all
(Gainforth et al., 2014). Furthermore, it is comzal with the creation of a new hierarchy of
knowledge that examines how particular knowledge can be used to erase inequalities (Anderson
& McLachlan, 2016). KMb moves knowledge into action and ensures that research, expertise,
policies and practices arsed to improve outcomes for all citizens. Yet, it is more than just the
transferring and sharing of information as it focuses on engagement andezrghrticipation.

KMb empowers people to use information in strategic ways to help addreserpadblems
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such akDs KMb is a social process that recognizes where individuals who share an
interpersonal connection with an organization are more likely to adopt change and be more
receptive to adopting a new practice than those individuals who are lessnmirted within a
social system (Gainforth et al., 2014). Although the focus of KMb is on raising awareness,
prompting change and bringing individuals together, there remains uncertainty as to how to
ensure the bridge between research and practicectisssuor failure is dependent on productive
communication networking but currently there is an insufficient understanding of who should
shoulder this responsibility (Gainforth et al., 2014).

The process of KMb can be further examined in terms of itgaeled a community
based organizati on ( CB @oy-profithrgadiBation that had & rhandate d a s
to provide programs and services to members o
intermediaries between researchers and the marginalized gommui es served by CB
(Gainforth et al., 2014, p.4). Research supports the idea that individuals who are closely involved
in the coreperiphery structure of the CBO network as opposed to those on the margins not only
possess greater knowledge of resoubeésalso their position enhances the role of network
structure and interpersonal communication (Gainforth et al., 2014). Specifically, this
interconnectedness presents greater opportunity to both receive and share information.
Furthermore, CBO networkpatway s vi ewed as | ess fAdenseo or A
to provide links to those outside the group, facilitate the adoption of an evidased program
and provide community leaders with access to power and information (Gainforth et al., 2014).
KMb represents a transformational research paradigm that addresses the injustice of knowledge
holders and systems that promote inequality and imbalanced development (Anderson &

McLachlan, 2016). It is designed to build and strengthen pewealizing knowledg by giving
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a voice to those who are normally dismissed in the knowledge transfer process (Anderson &
McLachlan, 2016). Specifically, the process of KMb disrupts thaltpn exchange of

knowl edge by those who ar e #pittarswikhowlgdged 0 and v
Instead, KMb adopts a bottom up transfer of knowledge by including a diversity of people in the
process that results in an increase in both numbers and knowledge to achieve social change
(Anderson & McLachlan, 2016). To be succesdilb needs to involve processes of

community development and network building to raise awareness. Furthermore, through
evidencebased practice, KMb needs to engage new stakeholders and generate new opportunities
for high-impact research to challenge indiibms and discourses that currently limit social
transformation (Anderson & McLachlan, 2016). Brock University through its Mandate Statement
shows involvement and commitmenttbh@ KMDb initiative of improving connections between

research and practice

BrockUni versityds Mandate Statement

Specific to the focus of the current thesi
its commitment to innovative resehArand community connectedness. In particlBar,o ¢ k 6 s
Mandate references the universityasapa fiwher e seekers and | earneil
€ the dignity of thought and | earningodo (Brock
faculty members are engaged in redefining goals through their exploration of new approaches to
teachingsdt hat they remain ficommitted to iIinnovati v
Strategic Mandate, 2014, p. 2). The intent of this commitmseottransform the community
through research that involves a network of partnersiilgs.is evident inhe increase in spring
and summer courses made possible through new deliverysmacke as online and hybrid

formats as well as traditional classrotased instruction. Brock has also developed the
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following services; international service courses, mengosupport, a pilot initiative for an

accelerated degree in nursing as well as an expansiorojn gagrams. In addition, Brock

students have experienced experiential learning through enrolment in courses that entail a
community engagement element. Invarivent in community agencies both inside and outside of

course requirements has generated significant contributions by Brock University both in the

number of student participants and volunteer hours. Brock is engaged in the fulfillment of the

KMb goal of ersuring that resources and time invested in research are conducted not in vain but

are utilized for interventions and policies that are accessible to all (Gainforth et al., 2014).
Brockds commitment to innovati vegtherengear ch and
partnerships with the community to promote knowledge use in action to ensure that research,
expertise, policies and practices are used to
Mandate cites its ftr an gabeasteifqtd to exéchange pat ho of
information and share resources from commuhbéged research to address common problems

while simultaneously contributing to the growth of the community (Brock University Strategic
Mandate, 2014, p. 2). This collaborationcommunity and university partners has included but

is not restricted to; the Corporation of the City of St. Catharines, the Greater Niagara Chamber of
Commerce, Niagara Interactive Media Generator (nGen), Innovate Niagara, the United Way St.
Catharines & [strict, the Niagara Economic Development Corporation, Niagara College, the

Cairns Family Health and Bioscience Research Complex, BioLinc, the Jack and Nora Walker
Canadian Centre of Lifespan Development Research, the Niagara Community Observatory, the
Goadman School of Business University Board of Trustees and the Brock University Senate.
These regional partnerships have been created

skills, and, increasingly, the services, activities, and infrastructuresagdo ensure the region
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is successful in its efforts to realize these
2014, p. 2). Br oc k 6cr ii ematgeed acsr cpa rpiuzbd tiico rs earva kel
pl ace to wor kitsemddrsesdntofipyoductidity, @novaton and efficiency

(Brock University Strategic Mandate, 2031 2. Brock is committed to making a difference to

address the demands of thé'2&ntury that affect both the academic community and society as a
whole through community active partnerships. In line with the concept of KMb, Brock

recognizes that the expansion of its research capacity can have social impact through these
community partnerships that enables it to effectively solve problems and genenatedge

that cannot be achieved by working independently (Brock University Strategic Mandate, 2014).

The mobilization of knowledge and understanding consists of an inclusive network; Brock

University, community partnerships and the students who will festamomic, social and

culture development. KMb is distinctly manifested through its Mandate Statement: Teaching,
Research and Service that further filters its way tdtygartment of Child and Youth Studies

(CHYS) through the course, CHYS 3P93.

Child and Youth Studies (CHYS 3P93)

CHYS 3P93 is a longtanding Child and Youth Studies course that is offered for five
weeks each spring. Students who are enrolled in the course are trained in-basdihg
assessmests well as how to design a reading progranthildren with RDsIn the course,

Brock students are paired up with children who are solicited from the conynaniit

specifically, the locaLDANR. Each year approximately D children participate in the

program with no fee charged to participating families. The reciprocal relationship between
CHYS 3P93 and LDANR is such that families and children receive a free program fron: a state

of-the-art learning facility and participag Brock students utilize their knowledge and
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understanding of reading within an applied setting. In CHYS 3P93, tutors first administer
standardized assessments and create an individualized reading program for their assigned child.
The program tutors digg is based on recommendations by the National Reading Panel (2000)
suggesting that remedial literacy instruction be systematic and explicit providing children with
ample opportunity for individual feedback and practice with foundational literacy skilsas
phonetic decoding, phonics, sight word vocabulary, fluency, and comprehension. Furthermore,
the oneon-one instruction provided by students in CHYS 3P93 is regarded as the gold standard
for instruction for students experiencing reading difficuliiest allows the student reading
specialists to customize the program to best
2000).

The program itself consists of eight, eimeur tutoring sessions overiad-week period.
Each tutoring session is divideatd four areas of focus of approximately-hihutes each. This
12-minute principle highly motivates children by focusing on achieving their specific goal in a
short period of time. The shedtration instructional block format is a motivational tactic
desgned to minimize distractions which, in turn, keep children engaged with the task at hand in
order to meet a specific instructional goal. The first instructional block focuses on phonological
decoding and/or phonidsased instruction. The reading tutorspend to the individual
phonemic decoding needs of their assigned child and utilize a variety of activities enabling the
child to think about and manipulate sounds in spoken language. From there, tutors focus on
lettersound understanding, phoneme recagniand manipulation, and various phonics based
activities depending on the individual needs of their assigned child. The second instructional
block focuses on sight word vocabulary and mastering-tegtuency, irregular words. It is

important to note thautors always work towards mastery of target words so that children will
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be able to recognize and recite words automatically and consistently. During each session
children practice their intended sight words and consolidate learning with an interactigeg
activity. The third 12minute instructional block is dedicated to fluency development, an
essential component of skilled reading. Reading tutors select a reading passage that is just
beyond the assessed reading level of their assigned child argkengarepeated readings
strategy (as described by Adams, 1990). Repeated readings is a technique that has been
empirically validated as an effective method of developing fluency (NRP, 2000). The general
purpose of repeated readings is to have childneradea passage until a criterion level of reading
has been met. The final 4&inute instructional block is dedicated to another literacy skill that
the tutor feels the assigned child would benefit from, based on the results of the informal
assessment. Suekills may include writing skills, enhancing sentence structure, grammatr,
punctuation and comprehension. This instructional block can also be a time for the tutor to model
proficient reading. Similarly to the previous instructional blocks, the literatly ghat are
emphasized are taught systematically and explicitly through the use ofdvaretsgaging
activities and strategies.

An important aspect of CHYS 3P93 is having children graph their progress in each
instructional area. The purpose of the graphing technique is to fosteffemlty and
motivation. When the program commences, tutors develop graphs for phonics instsigition,
word acquisition, fluency, and comprehension (or focus for the fourthid@te block). At the
end of each instructional block the tutor and their assigned child determine what letters, phonics
principles, or words have been mastered and chappitbggess on the target graphs using a
variety of methods such as markers, stickers, etc. These graphic displays are fundamental as they

permit children to concretely quantify and illustrate their growth, in turn enabling them to
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immediately see evidence thfeir accomplishments and adjust their tools and strategies to meet

future goals. In this way, children are able to track their progress providing them with a long

term sense of their growth over time. Documenting progress through the use of graphs is an
effective way for children to verify their academic growth and understanding. Moreover, clear

and graphic illustrations of childrendés own p
success, resulting in a transformation in their perception af¢hpability to achieve

academically.

Research Questions
The purpose of the current study was to examine an individualized reading intervention
though multiple lenses to create a rich and complete picture of CHYS 3P93. The current study
adopted a mixedhethodological approach including a pretpssttest research protocol to
determine whether children made statistically significant increases in literacy development.
Additionally, a series of interviews was conducted with primary caregivers and children who
participated in the program. In addition, a selection of tutors was interviewed. Following this, my

thesis asks the following research questions.

1. Do children participating in CHYS 3P93 experience statistically significant gains in
reading achievement?
CHYS3 P93 adopts the NRPO6s (2000) recomme
as such, I hypothesize that, in general, children participating in the program will
experience significant gains in their reading achievement.

2. How do caregivers and children partiaimg in CHYS 3P93 experience the program?
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CHYS 3P93 attempts to motivate children in the program by increasing their self
efficacy by engaging them in seligulation tactics. | hypothesize that both caregivers
and children wil | reased mitivatob  engage i readbdged n 6 s
activities.

. Does CHYS 3P93 encompass the principles of effective knowledge mobilization?

CHYS 3P93 attempts to bridge knowledge and understanding about reading and
reading disabilities and community engagemkhypothesize that CHYS 3P93 will
effectively capture the principles of knowledge mobilization as described in the literature

review of this thesis.
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Chapter Three: Methodology

Overview

The purpose of the current study was to examine the effectiveness of an individualized
reading intervention, the Brock Spring Reading Program, offered by the LDANR and its
partnership with Brock University through CHYS 3P93. The current study adopteegd mix
methodological approach including a prefegsttest research protocol to determine whether
children made statistically significant increases in literacy development. Additionally, a series of
interviews was conducted with primary caregivers and @nldvho participated in the program.

In addition, a selection of tutors was interviewed.

Quantitative Component

Participants

The study included 16 children (8 boys and 8 girls) who were between the ages of 5 and
12 yearsin general, the LDANR used a stlmdized screening protocol to determine study
eligibility. The LDANR Program Coordinator determined that children were eligible for the
program if they had been identified as havirigaor if they had demonstrated characteristics of
RDs. These characteristics included difficulty with blending sounds, poor phonological
processing and poor reading comprehension and fluency and the absenrosodbidodisorders
or low-incidence disabilities (i.e. severe intellectual impairments). Childexe @ither referred
by their principal, classroom teacher, or gseferred by their primary caregiver. To determine
eligibility for the program, caregivers completed a Program Application Form, which was then
screened by the LDANR staff. Once their childs deeed eligible for the CHYS 3P93

Program, the families were notified of thei
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Procedure
This study was conducted duritige May-June 2017 spring semester offering of CHYS
3P93. This was a fivereek,eightsessionliteracy program that was offered in partnership with
the LDANR. Each child in the program worked emeone with a trained literacy tutor who was
a student in CHYS 3P93. 16 students were enrolled in CHYS 3P93 in the spring semester of
2017. Thesessionsemr e desi gned to support the children
purpose of this study, children were administered the reading achievement measures on the first
night and last night of CHYS 3P%@th parental consent (see Appendix G)hicsclearance was

received from the Brock University Research Ethics Board on April 25, 2017 (see Appendix A).

Measures

The current study adopted a witkgnbject or repeated measures desids
experimental design is when one set of participerttssted nore than once and scores are
compared with researchers repeatedly measuring the performance of each participant (Boyd,
2018). Participating cldren were assessed using-pretposttest reading achievement
measures. Prest assessments were conductetherfirst night of CHYS 3P93, while petdsts
were conducted on the final night of programming. Four informalstandardized literacy
assessments were adopted for this study. These assessments were designed by the LDANR to
i nformal |y adter pame kneMedge, tettseundiawareness and their ability to
apply a number of phonics principles. Participants were also assessed on phoneme identities,
sight word efficiency and reading fluency.

Phonics Inventory AssessmeniThis measure consisted an informal inventory of
phonics skills and was broken down into 15 subcategories. Children were tested on letter names,

consonant sounds, consonant diagraphs, consonant blends, vowels, short vowels, double vowels,
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final neodo ( si | eword)fidelithorags, retersals, peefixds, soffixesecampound
words,silent letters and vowel + Rarticipants were asked to identify as many of the items
identified on the phonics inventory assessment as they could in each category. The children were
given a piece of paper with the saétegory from the Phonics Inventory Assessment and read
aloud without guidance or correction. The student tutor through a corresponding page non
verbally recorded the errors made by the child. Student tutors used theal @ipertise to
determine if a child should move on to the nextsategory when five or more consecutive
errors were identified. Scores were calculated based on the number of correctly identified items
in each category with the total phonics inventogyng scored out of 228 (see Appendix B).
Letter NamesThi s subtest measured childrenbds abi
and lower case letters. Letter recognition clearly taps into something of critical importance in
early reading. The major task letter naming requires mapping a visual symbol to a phonetic
representation. Therefore, for this task children were shown all tvgentywercase letters and
twenty-six uppercase letters of the English alphabet and asked to say the letter names. The
children were scored as correct if they responded with the appropriate letter name. The total
maximum score for Letter Recognition was 52.
ConsonantSoundsT hi s subtest measured childrends a
individual sound of each Englistiphabet letter. Lettesound tasks require associating symbols
with discrete sounds, which is challenging, because it requires isolating individual phonemes.
The National Reading Panel (2000) has demonstrated that this skill has a significant causal effe
on subsequent development of phonological skills. For this task children were showodseer
|l etters and asked to give the corresponding s

corresponding soft sound (e.g. /c/ as in race), they were promptedk@bout another sound.
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The target sound was the hard consonant or short vowel sound. Children were scored as correct
if they responded with the appropriate letter sound. The total maximum score forSaattet
Correspondence was .26

Consonant Digrapls. Thi s subtest measured chil drenods
consonant letters that come together at the beginning, middle or end of words make one sound.
Consonant digraphs are also known as consonant clusters and there are seven basic consonant
digraphs, sh, ch, th, wh, ng, ph and ck.

ConsonantBlendsThi s subtest measured childrends a
or more consonants are blended together each sound may be hkarblémd.The most
common beginning consonant blends include: gr, sl, cr, pl, st, bl, l, dr, ¢l, sp, fr, scr and
str.

VowelsThi s subtest measured childrendés abilit
a, e, i,oandu.

Short VowelsThis subtestmeasr ed chi |l drenés ability to re
specifically including words with only three letters. These inclugedytid, hin, sut, jav, bam,
nib, pud, nel, ruft, risand sat.

Double VowelsThi s subt est meas uecogrizevbem aWwolddrhasn 6 s abi
two vowels in a row and to pronounce them as one vowel, using the long sound. These included

teal, vie, shoal, seep, raid, ray, feast, fair, peel and moat.

FinalThiieso.subtest measured dmiald@hdemnds abil i
included fade, cube, cone, file, lane, tune, joke and wife.
Diphthongs.Thi s subtest measured childrends abil

formed by the combination of two vowel sounds. The demonstrated diphthongs from the phonics
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assegsgent were not always necessarily actual words; maul, foil, cowl, soy, rout, awl, boon and
rook.

ReversalsThi s subtest measured childrendés abili
with a wad. These included pal, even, no, saw, raw, ten, tar, wontgisf,nap, tops, lap and
keep.

PrefixesThi s subtest measured childrends abil i1
group of letters added before a word or base to alter its meaning and form andeWwheee did
not always include actual words; repaanjump, inwell, dellike, display, enstand, combent,
ungatedgexcry, proread andrehead

SuffixessThi s subtest measured childrends abili:
group of letters added after a word or base. These did not always ificlugea | 0 malling, d s ; s
booker, floorest, dation, skimmance, meatness, chardtgrful, burnaten and broukous.

CompoundWordsT hi s subtest measured childrenbds a
words. A compound word is a combination of two or more wordsftimation as a single unit of
meaning. These did not al way sghtbaekfdememlayere fir e al
basketmeat, broomfeather, papmper, eatmobile, spaderoom aadthouse

SilentLettersThi s subt est me asouacagmze a dilentl ledtar that,ihs a b i
a particular word, does not correspond to any
know, knit, write, wrong, walk, comltamb, might, gnaw, sleigh, high ahdlf.

Vowel +tRThi s subt est gsabildysarecegdize thativhen thedettey r
follows a vowel, the vowel is usually forced to change its sotihdse includedir, worb, vark,

mer andourk.
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The Phoneme Identities Assessmerffhonemic awareness is the ability to focus on
sounds withirwords and identify how these sounds influespoken language. The test of
Phonemedent i ti es assesses the childrends al phabe
specific sounds within spoken words. Within t
undersanding of phoneme identities is measured by conducting a test consisting of 38 questions
that require children to repeat sentences and identify sounds that they hear within specific words
(see Appendix C).

Sight Word Efficiency AssessmentSight words aretherwise known as high
frequency, commonly used words stored in the mind that a child can recognize within a few
seconds of seeing them. Wi thin the Spring Rea
measured by having the child read the Dolch &M@t composed of 220 sight words from pre
kindergarten up to grade three. The second half of the assessment is having the child read a list
of 95 nouns to see how many can be verbalized without hesitation. The children were asked to
identify as many realords as possible within a time frame of 45 seco@ti§dren were
assessed via the Dolch Fry Word Sight Word assessment when the Dolch Word list proved
unchallengingRaw scores were computed based on how many real words were read correctly
and convertetb scaled scores and percentile ranks (see Appendix D).

Reading Fluency.Fluency is the ability to read aloud with speed, accuracy, proper
expression and understanding. Fluent readers when reading silently, have the ability to identify
words automaticayl while those who read aloud, read both naturally and effortlessly. Readers
who have not yet developed fluency have a tendency to read word by word which results in their
oral reading being irregular and choppy. A reader who is successful with thetaliégd

fluently is able to connect word recognition to comprehension (National Reading Panel, 2000).
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Furthermore, when words are read quickly and accurately, it allows for comprehension of the
text as there is less effort needed to concentrate on dgoednds. Fluency was measured by a
standard calculation of number of words read correctly per minute. Children read a passage at
their estimated reading level. The number of words read correctly within one minute was divided
by the number of words in thegsage and multiplied by 60. The resulting score was recorded as

the reading fluency rate (see Appendix E).

Data Analysis

The focus of the quantitative analysis i@asneasure the efficacy tfe 2017 Spring
Reading Progran.o do thisa preposttest analysis of emergent literacy scores means was
conducted to establish whether there were any statistically significant differences in
achievement. Prtest data were collected during the first night of the Spring Reading Program at
Brock University in May 2017. The corresponding ptesit data were collected on the final
night of the program in June 2017. Following the data collection, 18 paired sastgatswere
evaluated corresponding to the 18 emergent literacy measures usedtundthigse 18 paired
samples-tests included phoneme identities, sight words and reading fluency. The phonics
(phonics total) included 15 subcategories; letter names, consonant sounds, consonant digraphs,
consonant blends, vowel names, short vowels, dauldeve | s, f i nal fed, dipht
prefixes, suffixes, compound words, silent letters and vowel + R.

In addition to the pairedamples-tests, a measure dffect size was computed using
C o h edrdcsilation. According to Cohen (1988), an effexsite of 0.8 is large, 0.5 is medium,
and 0.2 is small. The quantitative effect size was focused on the four main emergent literacy
measures: phoneme identities, sight words, phonics total and reading fluency. The four emergent

literacy measures were the iImaomponent measures as they were easily understood concepts

32



and the effect size analysis was necessary to test the strength of any significant findings. Hence,
these analyses were needed only for the main measures. The 15 phonics measures were
subcategaes from the main measure, phonics total, thus the effect size analysis was not

calculated on thesmeasures

Qualitative Component

Participants

Three groups of participants were interviewed within this study. The first group was a
randomly selected grouf 6 of the 16 studentggistered in CHYS 3P93 in thpring semester
of 2017. On the first evening of CHYS 3P93, the study was described and all students in the
class were informed of the random sampling technique and what it involved. The second and
third group, parenthild dyads, wereandomly selected grospf 5 of the 16 parenthild dyads

enrolled in the Spring Reading Program (CHYS 3P93) of May 2017.

Procedure

Randomly selecte@HYS 3P93students were invited to participate in the interview
process. The selection process design was to include all names on individual piecestbapaper
wereplaced into a box. Six students were selected through this random process. Students were
informed that declining to participate would in no way affectrte&ginding in the course. This
process was not faced with any declines, however, ihdmd®ccured another name would have
been chosen in the same fashion. In addition, if into the study, student tutors wished to withdraw,
it was made known that theneould be no repercussions for their involvement in CHYS 3P93.

Once six students were secured as participiregrocess was firniaed byinformed consent
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(see Appendix F) antthe qualitative interview protocol began. Interviews took place during
week four of the CHYS 3P93 class.

Recruitment of parents and children followed a similar protocol as the one used for
students. On the first evening of CHYS 3P93 all parents wereneftaboutthe study. A
randomly selected group of five parahiild dyads were sent letters of invitation. Families were
informed that declining to participate would in no way affect their eligibility for the intervention
program. The selection processidasvas to include all names on individual pieces of paper and
placed into a box. Five pareahild dyads were selected through this random process. This
process was not faced with any declines, however, ihtmd®ccured another name would have
been bosen in the same fashion. Furthermore, if into the study participants wished to withdraw,
it was made known that there be no repercussi
Reading Program. Once five par@hild dyad were secured as participgnhe process was
finalized by informed consent (see Apqulix G and Blandthe qualitative interview protocol
began. Inteviews took place during week foaf the program. Interviews were scheduled before

or after tutoring sessions.

Interviews
Interviews took place at Brock University and with the permission of all participants,
student tutors and parerahild dyads, the interviews were audiecorded to facilitate collection
of information and later transcribed for analysis. Studeete presented Wi nine prepared
interview questions, parentgth eight andchildren were presented with ten (see Appemdix
Before beginning the interview process, it was acknowledged that the recordings of each session

would be kept in a locked drawer and recordings would be erased upon completion of the study.

34



The interview process for students was conducted individuna#lyseparate lecture room
for approximately 15 minutes. Interviewing was conductedeek 4of the program whe
student t ut minepréparedegaegtions waresrecarded and later transcribed. Parent
and child interviews were conducted durihg tourse duration for approximately 15 minutes. A
separate lecture room was utilized for interview purposes. Parents began the interview process
while in the presence of their children. The parents were presented with eight prepared questions
that were reorded and later transcribed. Completion of parent intervieas$oNowed by the
childrerd mterviews. These interviews took place in the presence of their parents in the same
location. Children were asked ten prepared interview questions that weidedtaod later

transcribed.

Qualitative Data Analysis

This study included a qualitative exploration as part of a mixed methodological approach
to assist with determining literacy development. The purpose of the utilization of multiple lenses
was to provié a thorough and resonant examination of gains in reading achievement.
Specifically, the qualitative analysis section included interview participation by student tutors,
children andtheir parentsFrom the verbatim interview transcripts, significant stests were
extracted to support three predominatte selected themes; (1) motivation and perceived self
efficacy, (2) oneon-one tutoring and (3) KMb. Significant statemewtseidentifiedas those
that facilitate with addressing the established resegqrektionsThe three identified themes
were predetermined prior to my data analysis, therefore establishing a deductive approach. My
research was initiated with theories that were then narrowed down into specific testable
hypotheses. This was narrowedaatoeven further into a collection of observations to address
these hypotheses and ultimately a confirmation of original theories. The approach was utilized to
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support research evidence of the positive impact of motivation and perceivetfisalfy, one
on-onetutoringand KMb on RDs. In other words, my thesis was designed to explore only

specific issues of importance to the Spring Reading Program based on theory and past research
and without a broader investi gaopicoAsarsultofnf or m
the development of my hypotheses being based on existing research, my research strategy was
designed to test them. This is evident through utilizing the intentional design of the three

research questions to deduct conclusions assegdo an inductive approach.

The three predominaf@e-selected themes were identified through key words prevalence
and key words in context. This study did not utilize qualitative data analysis software but rather
the data wregathered and processedabhgh manual coding. As a qualitative researcher, |
analyzed my own data to develop a deeper understanding of my results and draw upon firsthand
experience with the setting tife Spring ReadinBrogram. Raw dataevesystematically
analyzed and subdivided into assigned categories to produce phenomena that would assist with
determining commonalities, differences and patteBesdel and Kelle as cited Basit,2010).
Specifically, through extensive and selective datalysis including direct quotations,
transcripts were manually colour coded to identify categoriesefiattedwhat participants fe,
why they fdt that way as well athefi wh @,r efi wh e n 0 centextof dadh datadunit
(Basit, 2010). Furthermer this qualitative analysfgesentedne, as a researchewith the
opportunityto ask and answer questions, commka®, change or drop categories and create a
hierarchical order of these established catego8eglél and Kelle as cited Basit, 2010)The
dropping of categories did not happen in my analysis but if it had, it would be the result of
categories being unable to be positioned or framed within existing theori@semae outlined

in my hypotheseverall, qualitative dataretextual, noanumerical and unstructured and
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through the creation of categories and coding, | was able to organize and ground my data to help

make sense of them.

The following section specifically discusses the steps that | took when analyzing the
interview dah setslUpon completing the interviews with the three participant groups, | reviewed
the transcribed interviewand typed up # responses to the prepared intervipi@stionsAfter
verbatim transcription, thparticipant interviewesponses @re printed and collated into three
packages; studenitors, parents and childrefhe transcripts were repetitively analyzed to
identify key phraseand patternsThe next step involved the colour codeghlightingof any
guotes or phrases thaipported my prselectedhiemesl utilized a personal notebook to help
with the faclitation of organizing and connectirkgy quotes or phrases that were then placed
under relevant headingsiotivation and perceived sekéfficacy,oneon-one tutoring and&KMb.

| also recorded relevant information that | believed held Vviaumy researchi.e. pre
selected themes supptimat may or may not have beelirectly includel in the process of
analysisExamplesof t his woul d i ncl udmmumredssuesrandal¥ 36s con.
p ar e mgtratidn withrnobeing aware of the Spring Reading Program soonain the
interviews, particular life experiences, reactions or thoughts that were repeatedly demonstrated
throughout the interviews were noted and kejde Although, this information appeared
irrelevant, it providedne, as the interviewer, with a deeper insight intogha r t i @asiioa.nt 6 s
After colour coding the transcripts to correspond with an identified theme, | organized these
codings angblaced them under the three 3&lected ttmesl then counted the number of times
that each theme was discussed in the transcripts and recorded accordingly.

The last step of the analysis involvedreading each transcript and recording similarities

sharedamongthe three participant groupdSnce again, this was achieved through the manual
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process of colour coding and utilizing headings to facilitate the summary of findings into a
comprehensive understandingtoh e par t i ci p an$pand RepdngPogrgmtin on o f

the context of my three piselected themes

38



Chapter Four: Results
The current study adopted a mixegtthodological approach including a quantitative
pretestposttest research protocahd a qualitative analysis of student, paremd, ¢hild
interviews. The purpose of the overall study was to present an overalbiibe efficacy of the
CHYS 3P93 program and its workings within a KMb framework.
In this chapter,te results of the quantitative analysis of the literacy measuresewill
presented first followed by the qualitative analysis of the interview data gathered from

participating children, their parents and the CHYS 3P93 student tutors.

Quantitative Results
A total of 18 paired samplédstests were conducted to evaluate 18 rgymiat literacy
measures used in this study. Raw mean scores and standard deviations for the four emergent

literacy measures are shown in Table 1.

Table 1

Pre- and PostTest Descriptive Statistics for Emergent Literacy Measures

Pretest Posttest
Measures (total score) Mean SD Mean SD

Phoneme Identities (38)** 33.63 413 35.56 4.05

Sight Words (220)* 148.75 84.51 165.56 66.48
Phonics Total (202)*** 123.00 44.37 14594 42.30
Reading Fluency* 53.24 33.67 86.82 55.02

Note: n = 16. *=p < .05, *=p < .01, ***=p < .00L
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Results from the paired sampieests revealed that phoneme identities were found to be
statistically significantt (16) =-3.22,p< . 01, d<€.d47hiedicaiesdhat participating
children impraed their ability to master phonemic awareness. In other words, their ability to
recognize the same sounds in different words had significantly improved fret@spte post
test. The effect size was moderate. The literacy measure for sight words wstatedtoally
significant,t (16) =-2.36,p< . 0 5, d<€.@2hiedicdiedhat participating children
improved in their ability to recognize and memorize commonly used words by sight from pre
test to postest. This effect size was small. A pairethgéest-test for phonics total was found to
be statistically significant,(16) =-6.28,p< . 0 0 1 , d=C58, lindicatédhat participating
children demonstrated improvement in their ability to understand the relationship between
written letters andounds from préest to postest. This effect was of moderate size. For the
reading fluency measure, results were statistically signifitdbé) =-2.54,p< . 05, d€ohenobs
.74, indicatedhat participating children demonstrated improvement in their ability to read with
speed, accuracy, proper expression and comprehension fraespte postest. This effect size
was largeReading fluency had the largest effect size0.74, followedby phonics totatl =
0.53, phoneme identitieb= 0.47 and sight word$= 0.22.

The significance of the phonics total was enhanced through the breakdown of the
identification of the 15 individual measures. Means and standard deviations of these 15 phonic

measures are presented in Table 2.
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Table2

Pre- and PostTest Descriptive Statistics for PHos Emergent Literacy Measures

Pretest Posttest
Measures (total score) Mean SD Mean SD
Letter Names (53)* 49.56 3.41 51.44 2.07
Consonant Soundg1)** 17.25 3.29 19.88 1.71
Consonant Digraphs (7)* 4.31 1.45 5.56 1.79
Consonant Blends (15)*** 9.63 4.50 13.50 2.13
Vowel Names (5) 3.94 2.02 4.63 1.26
Short Vowels (12)* 6.31 4.29 8.63 3.58
Double Vowels (10)** 5.00 3.92 6.50 3.50
Final Afeo (8) 3.63 3.24 4.50 341
Diphthongs (8)* 2.69 2.98 363 324
Reversals (17) 7.88 7.95 8.63 8.21
Prefixes (11) 3.94 4.58 4.88 4.67
Suffixes (10)** 2.38 2.85 4.06 3.96
Compound Words (8)* 1.75 2.52 3.00 3.29
Silent Letterq12) 3.50 4.68 5.19 5.49
Vowel + R (5)* 1.25 1.92 1.94  2.02

Note: n = 16. *=p < .05, *=p < .01, **=p < .001.
A paired samplestest for letter names was found to be statistically signifi¢ga6) =-

2.16,p < .05, indicated that participating children demonstrated improvement in their ability to
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recognize the 26 letters of the alphabet, both upper and lower case, frtestfioepostest. The
measure for consonant sounds was also statistically signifi¢as), =-3.66,p < .01, suggested

that participating children demonstrated improved ability to recognize consonants as sounds and
not just letters from preest to postest. A paired samplagest for consonant digraphs was

found to be statistically sigficant,t (16) =-2.66,p < .01, illustraédthat participating children
demonstrated improved ability to recognize that consonant digraphs produce distinct sounds
from pretest to postest. The measure for consonant blends was statistically signiti¢a@) =

-3.89,p < .001, which meant that, from ptest to postest, participating children demonstrated
improved ability to recognize that consonant blends when pronounced produce two or three
distinct sounds. In regards to short vowels, the results were statissigalificant,t (16) =-

2.79,p < .01. This result suggested that participating children demonstrated improved ability to
recognize that short vowels have a different sound that does not say its own name. A paired
sampleg-test for double vowels was alsouihd to be statistically significartt(16) =-3.59,p <

.01, indicakdthat, from pretest to postest, participating children demonstrated improved

ability to recognize that when a word has two of the same vowels in a row they are pronounced
as one vow | using the I ong sound. When testing the
significant change, (16) =-3.42,p < .01, which showed that, from ptest to postest,

participating children demonstrated improved ability to articulate words dgrveoen the final

Aedo of a word is dropped in the presence of a
sampled-test for diphthongs also was found to be statistically signifit&h€) =-2.91,p < .05.

In other words, from preest to postest, participating children demonstrated improved ability
through oneon-one tutoring sessions to recognize that one vowel sound is formed by the

combination of two vowels from pitest to postest. Specifically, success was determined when
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a child was ale to increase correct responses, identify diphthongs more quickly and with the
student tutor adding new diphthong words. A paired santjiéest for suffixes was found to be
statistically significantt (16) =-3.14,p < .01, illustratedhat, from pretest to postest,

participating children improved their ability to recognize that suffixes are sets of letters that are
added to the ending of a word to create a newdwsuccess for the suffix testing was

determined when a child was able to increase nigtaprrect responses to the initial list of
suffixes but increased their recognition speed. A child was also deemed successful when the
student tutor increased the number of suffixes. The measure for compound words was found to
be statistically significant (16) =-2.44,p < .05,indicatedthat, from pretest to postest,
participating children improved their ability to recognize that a combination of two or more
words joined together create a new word with a new meaning. Skill in compound words was
determinedto besuccessful when the children correctly identified compound words with
increased accuracy and speed. Finally, with respect to the vowel + R measuretdbetpre
posttest change was statistically significan 6) =-2.20,p < .05, indi@tedthat participating
children demonstrated improved ability to recognize when a vowel is followed by an R, the R
changes the sound that the vowel makes. Student tutors identified a child as improving with
vowel + R measures when they were able to ctyratentify these words with increased speed,
accuracy and the addition of new vowel + R words. There were no statistically significant
differences in praest to postest change for vowel namdg16) =-1.29,p = .21), reversald (

(16) =-1.91,p = .07), prefixes{((16) =-1.93,p = .07), and silent letters (16) =-1.83,p = .08).

This suggested that participating children did not demonstrate any significant response changes

on these measures.
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Qualitative Analysis

In addition to a quantitative analysis, this study included a qualitative exploration as part
of a mixed methodological approach to assist with determining literacy development. The
purpose of the utilization of multiple lenses was to provide a thoroudjhegonant examination
of gains in reading achievement. Specifically, the qualitative analysis section included interview
participation by student tutors, children and respective parents.

The gualitative research approach involgedeenstudent tutorrom CHYS 3P93 of
Brock University who participated in the five week Spring Reading Program (CHYS 3P93). All
sixteenstudents were informed about the study and told thatedom students would be
invited to participate. It was clarified that particimatiin the study and that decisions to not
participate would not in any way affect their standing in the coursest&lents wee selected
randomly from the sixteetotal student population. Th&xsstudents were randomly drawn
through a balletechnique ad selected students were sent emails from myself inviting them to
participate. From here imaews with the sixstudents were conducted individually in a separate
lecture room for approximately 15 minutes. Interviewing was conduciéldeolast day of t
progamSt udent tutorsd responses to nine prepare:
transcribed.

Using the same selection technique, five paohiid dyads were invited to participate in
the study. Like the protocol with students, caregivezee informed that participation in the
study was voluntary and that the decision topasticipatewould not affect programming for
their children. Interviewsvere conducted witparent and child interviews were randomly
conducted duringveek fourfor agproximately 15 minutes. A separate lecture room was utilized

for interview purposes where parents were asked eight prepared questions. Their answers were
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audio recorded and later transcribed. Children were interviewed in the same separate lecture
room whik in the presence of their parer@hildren were asked tgrepared interview

guestions that were audio recorded and later transcribed.

Qualitative Results

Themes

This study adopted a deductive thematic analysis approach. That is, the themes that were
explored were predetermined based on the theoretical ideas presented in the literaturgghalong w
the core objectives of the Spring ReadimggPam. Following the deductive thematic approach,
three predominant themes were identified as being most rekevdng study. The first was
motivation and seléfficacy. As described earlier, children with RDs often struggle with
motivation and perceived sadfficacy. Years of academic frustration and underachievement
often result in struggling readers feelingrsfggantly less motivated to engage in reading based
tasks and alsoften results in children feeling lower selfficacyabouttheir engagement with
reading. The second theme in this study wastorane tutoring. The National Reading Panel
(1998) overwhkmingly supports the idea that the most effective form of instruction for
struggling readers is individual instruatiand attention. The CHYS 3P93 Spring Reading
Program capitalizes on this idea and pairs univessitgents individually with children to
develop an individual reading program. Following this, the qualitative anatygisredthe
efficacy of this instructionadpproach. The third theme in the study Wesidea oKMb. As
descriled throughout this thesis, the Spring ReadiragRamrepreserg an important partnership
between a university and a community agency. A third focus of this study was to ask participants
about their thoughts around this type of partnership. The following description of qualitative

results is organized arourdch of the abovementioned themes.
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Theme 1:Motivation and Perceived Selfefficacy. The firstrelatedthemethatwas
explored was motivation and perceived sdficacy. As described in the literature review
section of the thesis, children wilRDsoftenexperience lower motivation and selfficacy as a
result of their academic and social challenges. As such, one of the primary objectives of CHYS
3P93 was increasing chil dr-lmsedtasksalrigwithart i on t o
increase in perceivesklf-efficacy around reading. Exploring the interview data from children,
parents, and studentsidence suggestiat task motivation and sedfficacy became
increasingly positive through the five week Spring Reading Prodrarthermore, these
improvanents suggestatiatenhanced comfort, familiarity and selbnfidence levelsvere
experienced by the children. Data colledten all groups supported the positive relationship
bet ween t he chi leficacy and their fe\els of eeading peerfosnancd within the
four main reading measurdsotableincreased levels in perceived sefficacywas
accompanied with the obsation of the children masteringeir reading challenges rather than
avoiding them. Furthermore, difficult tasks that were specific to each child were now approached
with an increased commitment level as children were able to develop confidence in their
cgpabilities. Additionally, they were able to focus on how to perform successfully rather than
focus on their personal deficiencies. Student tutors and parents reported that motivation and
perceived selefficacy assisted children by guiding their actiorstabklishing their goals and
creating seksatisfaction.

Student TutorsThe student tutorsvhen asked whether any changes in motivation for
reading were observed in their child, reporte

motivation ancselfe f f i cacy. Student tutor #1 discussed
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student tutor #2 described how development occurred both inside anc aitdiéd Spring

Reading Program:
On the second night, the mom of the child called me and said saglgone call from
the school and she was very excited about the call. Because previously, the child was
very resistant [to] doing any reading at s
a meltdown, refused to participate and after our second sesh®rhild volunteered to
read in classéso she came back to the prog
really happy about herself and feeling motivated. She wanted to show her mom and her
friends the graphs and how her board was progressing, saldvweay definitely that she
is more confident and motivatedeéshe came h
and feeling like she is really super behind but when she saw how well she did on the

phoneme identity, she had that first boost of motinatio

Student tutor #1 noticed a similar motivational and-e#ltacy change as a resoftthe

Spring Reading Program:
| have definitely seen his [the child] motivation increase because when | asked him the
first time, fAhey @id ybat revgaweyypouofl asd
tutor ] Al 1] reviewed them twiced. The next
reviewed them and | remember when | asked
has the motivation coming from me ansl tmother as well. He is getting more excited to
graph too and putting his stickers on the ts.we tested a couple of words and he was

ready to come back and get them perfected.
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Student tutor #1 also noted motivational and-eéitacy change wheasked to identify

the key el ements that contcess:buted to the Read

Definitely charting the kidds success and

able to see it visuallyéby seei ng abouti s,

this. | found we played a lot of games that allowed him to be excited about it and want to

t h

|l earn the words, sounds and the phonicseél

and he has definitely mastered a lot of the words. | also think thaahts to be engaged

with what he is reading.

Student tutors were also able to confirm the theme of motivation and perceived self
efficacy through the development of an increased level of confidence. Confidence cultivated a
sense of sefivorth and goal d&ng that promoted reading performance. The student tutors said
things such as:

He does seem more confident after the first night. When the test [reading assessment]

was happening the first night it frheaked

is extremely more confidentéyou can see

increased(Student tutor #3)

Student tutor #4 also reflected on how an increase in confidence generated an increase in the

chil dbés excit e me mbofreading goal Studéenntyfor #4fstateds et t i n

h

it

Definite changes in [the chil dods] moti vat.i

reado. She wants to read to me and t he

selfconfidence at school. | even noticed that she is not scared anymorkeatalls me
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everythingémotivation and confidence [thro
given her that accomplishment and it does not matter if she has this label of a disability.
She understands if she sets goals she can reach them. She will bepatidgdes not

only in this program but in everyday life.

Similarly, student tutor #5 identified that their child was excited ati@upossibilities of
reading:

| know that my child is typically very quiet. When he first came in and he would give me

oneword answers and he would not really tal
program for five weeks nowéhe is a compl et
interrupt me and say, Al just want to tel]l

is [the] little things where he asks me what does this mean or where can | find this. He is

excited to learn without being forced to.

Parents.Similarly, the themes of motivation and sefficacy development were also
noted by parents of the participag children. The prepared interview questions specifically
askedfor feedbaclon observed changesinh e cntolivationdisengagement in readirige
chil dés perception of thea hRr cgadidgdkilssnd i mmedi a
Quialitativeanalysis revealed that children were willing to work harder and partigipateas
their confidence | evel progressed. Parents cr
children as a key componehtat encouragetheir childto strive for sucessful reading. In
particular, @r ent #16s observation supported this poli

i mproved both Aconstantly and continuall yo.
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Definitely, his [reading] motivation and engagement did go up as well as him being more
confident and having more interest [in] sitting and reading a book. Even when we go on
car rides, he is reading or if my husband and | ask him to pick a book at thé tadble

does not push back. Before, when he had less ability to read, he was less wibrig to

Now that he has motivation to read at his reading level, he is more willing to sit down

and pick up a book and read. Even when we are out, he is able to read and pick up words
on billboards, signs and vehicles. He can also pick out words thatdoakdr and [he]

can ask questions. This program definitely made a difference and | think it has helped

him build his confidence.

In addition,ar ent #1 al so recognized that their ¢
Program also assisted with an inceeasmotivation thatvasexhibited through a positive
change in their desire, energy, interest and reading commitment levels. This parent described that
the interactivity component of the Program wa
readig06 but was designed to meet their childbs p

They [the children] are interested and they want to participate in reading because it is

based on t s@anetimes ha [theahikllsvasssé excited because his progress

and goals werefbthe chart and that is something [that] we want [the child and both

parents] to continue. He is very proud of himself and we will continue teaching him what

he has | earned. He i s very happy to contin

something thatve can continue doing...school is finished and he always has us to read

wi th hi méhe iTbe[Sprang Readg Ryogrgne gtaphing] boards are

designed to my childbds interest and he | ov
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theboardanhe asks, fAoh, do | have reading toni
gets excited and enjoys going to it. He had another extra curriculum activity at the same
time and chose to come here. When he found out he was going to reading instead, he was

veryhappy and very willing to comeéThese chi

Children began to achieve personal reading goals as a result of capitalizing on their own
interests. Seléfficacy was in part developed through success and the achievament
encouraging reading experiences. The Program also helped the parents not to dwell on their
chil dés personal deficiencies and to accept o
Pr o g r a ménsnstiking the podsibility of positive readirgkperiences:
Just because he [the child] has difficulty in reading does not mean that his intelligence
level is not there. At first, you think that overall there are issues everywhere and not just
in reading. The program really makes you understand thraieskids can just have a slow
start or difficulty in the beginningéonce
[children with RD] continue through schooling. You [parent enrolling their child in the
program] started something early on rather thaaiting when they are more behind in
their grade | evel. When they are young, th

been three years now that this program has contributed to him.

Parent #2 also reiterated the improvement in reading skills andlencé levels. Parent
#2 reported that her child had a personal desire to become a successful reader and her child
Anever complains about coming here as she is

expressed comparable sentiments and obselnvadit t hei r chil d Iis Aquite
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once she gets fAgntheendwiamgodf nohi dgs ng wel | 0
observation of their childés reading skills s
tocometothePogram and actively fAengageo. Parent #2

Her [the child] reading is improving and she loves coming to this Program because at

home, she is not interested in reading but when she comes here, she is so interested and
eagertoéear néshe never complains coming here,
excited. |l never heard her complain saying
do not want to go, and | do not feel I i ke
confidenceand to me confidence is a big thing. My kids love coming here [The Spring

Reading Program] also because of the reading games. They are fun and they are

interested in learning more reading.

Parent #3 and parent #5 respectively reiterated similar semsisiemounding an

rovement in theireffcaoyi | dés moti vation and s
She [the child] has started reading books by herself this year and she likes to read.

Before she did not want to read because she did not know how to pronounce words and

now ske knows a lot of blends and she loves to read by herself. Her motivation has
boosted upél can see that and this is why
finishes, she says to me, Aare you registe
alwayslisten[s] and tells me when it is time to go. | ask her if she wants to go and she

al ways says, Al want to go and | l earn in
now she wants to sit down and read [and] that is [part of the reason] of herssuicce

reaching her goalgParent #3)
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Her reading skills have improved because she brings cue cards home with her [provided

by the student tutor], reads them in the <c
together and at the end, we were readirg shbtitles because it was based on a true

story. She was actually sitting there and she was reading and processing it better than

bef oreél as] before she(Parenu#b)d j ust have wal

Children. Comparable reactions were consistent amongst the children themselves. Although,
the responses of the child participants were age appropriate and they were expressed
simplistically. All of the children atgtheeed wi
Spring Reading Program and unanimously agreed that the Program had made them enjoy reading
more. The Program instilled in the children the feeling that they were not only in control of their
learning situation but were also in possession of thessecy capabilities for reading
i mprovement. The <chil dr e néfsacydaadmmtivationr at i on of
contributed towards their positive experiences with reading where reading resulted in becoming a
source of pleasure rather than somethirg tihey needed to do.

Specifically, dild #1 liked learning new sight wordadplaying reading games whilgild
#2 referenced her tutor as a reason for her e
me every time and we get to have fun togethet wo t i mes a weeko. The <c¢h
their favourite things about the Spring Readi
interesting stud h(icl d # 2) and nil @ aifded). ingurnntleewfocsisedgont  wo r ¢
reading processeblat assisted theto achievaheir reading goals. The Program provided the

children with clear goals for reading tasks and they were receptive to these reading strategies.
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For each of the 15 subcategories of the phonics assessment, goals were bassgecteh
numberof correct responses and newly learned components of each subcategory with a focus on
the four emergent literacy measures; phoneme identities, sight words, phonics and reading
fluency. The children also began to understand the usefudhtssir reading activities as they
actively chose talo them. This was supported hyild #2 explaining:
| like my tutor because she is there with me every time and helps me and we get to have fun
together with reading t wo gatosohed ancread beeakiset hi s

| remember what we did.

Child #5 also expressed:

With my tutor, we play a lot of reading games which will help me when | go to school.

The Spring Reading Program consists of four storation instructional blocks that
incorporate motivational tactics designed to minimize distractions which, in turn, keeps children
engaged with the task at hand in order to meet a specific instructional goal. The instructional
blocks integrate the use of harls, engaging activities andategies. Student tutors and
parents regularly described that these tactic
perceived selefficacy, goalsetting and goal achievement. The instructional environment, as
previously outlined, presentecetiehildren with the specific hands activity to graph and
visually monitor their reading progress. Children took great pride in graphically charting their
progress through the use of personal chosen markers, stickers and various art materials. The

grapht visual representation of their accomplishments allowed the children to track and feel
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good about their improvement(s) that contributed to the development of their reading skills and
academic success. The children expressed their personal pride thfiglothing sentiments:
| like graphing on the charts! Reading and putting stickers onto thedbo@raphing my

goals! (Child #3)

| would tell my friend about my board and my graphs. My board is Star Wars and | love to

graph. | like getting more stickevghen | reach my goal¢Child #1)

| like working with her because she is nice and we became friends. We put stickers on my

board every time | reach my go&Child #4)

Self-efficacy and motivation are important variables that were recognized byaf gr
participants in contributing to the children valuing the reading process and developing a
commitment level that was based on enjoyment ratherdmanu n pl easantry. The P
of action also promoted a owe-one instructional approach to helgtchildren increase their
reading proficiency.

Theme 2:0ne-on-one Tutoring. The second themexplored in this thesiwas oneon-
one tutoring. Qualitative analysié datafrom participating student tutors, parents and children
showed thaall werein agreement that this specific instructional approach contributed to the
childrenbs success in the Spring Reading Progr
i ndividuali zed t o sbthegwecelable tallgas attheirrowmpiace.dt alsoe e d s
created a comfortable environment where this active learning allowed student tutors to use the

childrends reading st rskillspretusahdirareasaaiveakress wi t h d
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Instructional supervision and student tutor support were kegypnoving reading skills.
Furthermore, the orenone learning environment facilitated the children not feeling pressured
by the progress of others. This learning environment component also removed the need for

children to feel forced into seeking competihn f or t he i nstructordés tim

Student TutorsStudenttuto@ r esponse to the sitndicated ur ed i
thatoneonrone tutoring was a key el ement that cont |
appreciation of the Program. This instruction allowed the student totbes/ethe opportuity
to Aget t o kudeotwutoo#B)th okuigchsath d(es 6 h aydenrtwoa#lh o ( s
of working individually with the children. Specifically, student tutor #1 explained:

Oneonone [tutoring] motivates them [the children] even more because they have that

oneonrone engagement éevdrhytmeiwog fraeneghittotbees e d o0 n

kid and getting that experience with a chi

[ approach] and working with a child [indiyvVv

working on desk work but are actually doing something ghgbod and something that

is beneficial.

The oneon-one tutor to child ratio presented the opportunity for a focus on individual
literacy needs that creata personal support system for the children. On the other hand,
classroom environments enable edioraal instructo s t o Al oo k atudenatutavh ol e g
#4) that | imits thei ne ptoa truena Itlyudénbotutdri#e).iladku anlgi zt €
particular, sudent tutor #5, described the importance of this networking when asked téyidenti
the key el ements of the Spring Reading Progra

appreciation of the Program.
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Being able to build that connection with her [the child], definitely helps with the needed
connection or relationship with someonefdre you can even think about learning.

Having that and knowing that she [the child] can trust me and | can trust her, definitely

hel ped [with] her |l earn[ing] éknowing that t

them, makes them feel good thattransle s i nt o t he [ chi |l dds] | ea

Student aitor #6 also identified the importance of the -@meone instruction:
The oneon-one interaction and being able to take a break to shake off your silliness and
get upé Jomwmone Yoy aredakirg the time really individualize the Program.
This Program has really helped him [the child], especially with him being young, this is

definitely improving his reading success.

Parents.The attention to onernone instruction as being an important contributor to
successful reading was al so consistently recog
to work individually witbBraomutwothrabhet hehans
(parent #1). ThelPo g r a m-onitd rse odiareet ¢4) andhié wasan identifiedkey
element in the Program foagents #1, #3, #4 and #5 respectiweho stated:

The one to one interaction is what stands out to me. Often at times, he [the child] gets

distracted. There is constant background noise and athi&ren in the classroom that

contribute towards this and he needs to concentrate with one person. If you look at a

classroom, the teacher ratio to children is 1:25. They [the teaflannot focus on one

child who has reading difficulties versus a chitdo does not. The opportunity to have
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this program twice a week, is amazing. If this was once a week, | would still be ecstatic.

(Parent #1)

Her [the chil d] motivation has boosted upé
her in here [The Springéading Program] because [the] omerone [ratio] definitely is

100 percent beneficial [and] better than being in a class ofR&rent #3)

It is certainly the on@n-one interaction and also because he knows he is coming to see
AX0 [ Studentl iTkuwetsorilXoanMdSthuedent Tutor] . The

and it is [more than] coming to [just] do school work, it makes school(Rarent #4)

Overall, the relationship with the tutor is important. She [the child] always has done

better withtheoeonrone [ i nstruction as] she does not
is distractions and she needs to be aware of what is going on in the classroom at all
times.You have a tutor specifically for you and not just for everybody [child and student

tutor ratio]. (Parent #5)

Parent #3 confirmed the signifince of this support system as studetdrs becamable
toi ntuit fAdi fifeeseoe g(tpt p &3 owaler & N tdiweaythehnterest t o b
is and the studentitors have to plaa ¢ ¢ o r d iamerg #3) Bhe iqdbdual child focus
allowed forthestudentatorandch | d t o fAbui l drantek&8)i obhahi puo|

just coming to do schoolwokkn'y mor e but madents#5).Ondnome ltutoing n 6 ( p
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facilitates childrerin becoming better readers and developing a feeling of being special (Taylor
et al., 1997).
Children. Tutoring programs are instrumental in helping childeeachieve
improvement in literacy development (Taylor et al., 1997).-@mene tutomg provides a
supportive environment that was overwhelmingly recognized by theépdmticipants through
the qualitative analysis. All child participants enjoyed working with their individual tutors
because they were ther e twhateliintagbtreenwoitimesar y t
w e e khild #R).cFurthermore, the importance of this componentreesgnized and
appreciated byhild #2 when asked during the interview what they would tell their friend, if they
wanted to join the Program:
| would saythat you get a tutor and you come there two times a week and that helps with
your reading. You come two times a week and you get to have fun with reading and my

dance charts [graphing board].

This instructional approach created a comfortable camarageeie the children felt guided and
supported. Child #5, #2 and #3 respectively explained:
It is actually really funny because your teacher [student tutor] is there and she helps you
she doesndét wal k around and say fAhey, vy
ot her students but just meé. ot heardgma op |
seeing how you are doing. Il t6s just so

no other people yelling across the room like it is at scH@lild #5)
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| like working with my tutor because we play a lot of reading games which will help me

when | go to school. She helps me read and put stickers on my(Ctnéid.#2)

| like doing calculations [reading fluency] with her [student tutor] together. We tigne m
reading and then we look at my cupcake ch@&hild #3)
The closeness of orfmtone tutoring provided a supportive environment that manifested
itself in the encouragement of positive thoughtshildren seeking literacy development through
the Spring Rading Progranilhe qualitative results showed thlatough oneon-one tutoring,
CHYS 3P93 students were successf uiefficacg.insupport
addition, a successful reading intervention needs to address knowledge devefopRBst
through thoughtful and deliberate planning known as KMb.
Theme 3: Knowledge Mobilization The final theme explored in this thesis wddb.
RDs are identified as a persistent probleith little agreement othe nature o$olutions(Centre
for Education, 2017)-urthermore, all stakeholders are not always knbagause there is no
Aone size fits all o KMb st r anesegsyaskioRletermireet t & J
what knowledge and expertise is needed as w&lhaghe experts with the knowledge are
(Bennett & Jessani, 2011). In other words, it takes time to determinpagisesses knowledge,
shares a common interest, passion and who has the power to takéhaotigh policy and
practice.ln addition there is ofta disagreement amongst known stakeholdérs areneeded
for social intervention. Social innovation involving new alliances with new ideas and knowledge
is essential in tackling the social problenRis This exchange and transfer of knowledge
shares a connection between academic research and society known as KMb; the third theme. As

discussed earlier, KMb is a deliberate paradigm for social change between academic and non
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academic decision makers. It pides an opportunity for different groups to be part of a

reciprocal relationship of knowledgxchangeThe qualitative component of this research

approach regularly identified this relational concept without specifically acknowledging the term
KMb. During the interviewing process, student tutors and parents were directly asked about their
impressions of the partnership between academic research and the public. This paper specifically
identified Brock University as the academic decision maker and the LDa#sNRe public, non
academic decision makeiith the role of guiding the KMb practice and involving the central
stakeholders; parents and children.

Student tutorsThe importance of the sharing of information supported by this relational
model was consistgly recognized by the student tutors. This relationship was very influential in
achieving an impact on those individuals wiRBsand the tutors theratves as academic
researchersStudent tutor # 1 and #5 explained:

| definitely think that the partnerghis beneficial and | think the fact the Brock

[University] works with the LDANR is an extremely good thing for Brock and a good

thing for the LDANR. It allows kids wifRDsto gain knowledge through students at

Brock University taking the course. | amiieismg while at the same time, a kid who has

gone through the LDANR is [also] learning. It is benefitting not just one person but two

people. As well, it benefits Brock as a whole to work with the LDABt&dent tutor #1)

Definitely benefits! This is tHest time for me that a course offers knowledge that | can

apply it. | was so excited and | was going

time and when | saw this one, | thought | really want to take this [CHYS 3P93]! It is sad
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thatthiscourse s only a month | ong and to be hones

is something that they should consider for [all] university studé8tsdent tutor #5)

Furthermore, the relationship provided students with an opportunity to gather practical
experience thlaecemabad elle bhmdert wtord6). disisspartmanship 6 (s
promoted the awareness that ABrock really doe
(student tutor #3). Student tutors are engaged in thiscomynungr act i ce model not
study but we want to help to create changeand getv ol ved wi t h tudemtdutoc o mmu n i
#4). Student tutors possessed an awareness oftheoneedh ave communi ty engag
(student tutor #2) in research. The impor&wd research, evidence, knowledge and the
distribution of ths knowledge was recognized kydent tutor #6 when asked about impressions
of the partnership with Brock University, LDANR and the Spring Reading Program (CHYS
3P93).

If we are doing researchnd it is not going out to people then what is the point of doing

research? The point of research is to make the world better and seeing what we

[students] can do with it. If research is not going out to people, then we are not making a

change. So, definitgthis partnership represents research and making change.

KMb provided the wident tutors with an opportunity to improve reading outcomes for
children through the sharing of learned knowledge by being actively entrenched in the evaluation
process. Thisnqocess included engagement, @rs@r participation and practitased evidence
from real life experience(s) p8cifically, KMb empowered thdigdent tutors to apply their

learning in strategic ways to prompt change and strengthen the reading perfornamicieest.
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Student tutors were able to put what they know into active use by implementing a reading based
intervention in practice. The theme of KMb wasgominantly identified by theliedent tutors as
a means to promote successful reading outcomes thamppuied learning. Student tutors #1, #2
and #3 respectively noted that when asked, what stands out to them from taking the course
CHYS 3P93.
| definitely think that this course gives you so much knowledge and skills to use in the
future. Obviously, youannot do onen-one [tutoring] being a teacher as it is hard to do
within the classroomébut the tactics that
classroom [setting]. An example would be when you send words [phonic words] home
with the child at thend of the week and then you can graph their progress within the
classroom. When you can graph the chil dés

them within the classroorntStudent tutor #1)

| would say this is the first time that | actually have been doing something practical. So, |
was super nervous about this course because | thought that | took the theory course and
now | am going for it and appl yi ntgngswh a't
[ research] from |l ecture to real i feé it
helping me becoming a little more confident and trusting myself to go wituitent tutor

#2)

Super important [the partnership]. | would say that parents are very desperate for help
for their children [with RD] and I think that this is the best place for parents to bring

their children because we are all passionate about children. We are trangféne

63



learned knowledge and so | think that the partnership makes sense. What we [student

tutors] are learning, we are applying it to these children and everything is kept at ground

| evel. So as | saidé it woul drebndthen t o be a
applying it to the kid and best fitting their [reading] needs. This is very ground level to

me and it is beneficial for both [student tutor and chi(@tudent tutor #3)

KMb is the transferring and exchange of knowledgehatit is transfamed into action.
It is a means that can be utilized to facilitate bridging the gap for children to become successful
readers. KMb creates an exchange relationship between supply and demand of knowledge that in
turn provides the tools and skills neededdtb parties involved to help children wiRDs
Specifically, the Program creatadknowledge exchange role faudent tutors through the
Program design of knowledge exchange reading activities. Studentsintorglyrecognized the
concept of KMb andheir role in it. Furthermore, the Program allowed them to broaden their
understanding and awareness of the concept of knowledge sharing and knowledge Trassfer.
awareness was demoratrd through the sentiments tiident tutors #4, #5 and #6 respeely.
You get one child, in any other place you would not get that dynamic and you would
have to have a full class. The lecture is different because it is not teaching you [student
tutors] theory or teaching you how to write a test or essay but teagbingpow to write
an [reading] assessment. You cannot look at a research paper and paraphrase, you have
to look at the kid yourself and go from there. It is really on you and you have to be on the

ball or you will fail the child and fail yourselfStudentutor #4)
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| definitely want to be a teacher and reading and learning disabilities are becoming more
prevalent in schools today. Especially with the [decline] of educational assidtapisort,
it is nice to have that knowledge in your pocket. To knattlins child is having [reading]
difficulties [and] with this | can think of what prevention is the best outcome for them.
Especially with this course, | am applying what | have learned to the child who has a

learning disability.(Student tutor #5)

It is so nice to be able to see [the partnership between Brock and LDANR] because a lot
of people have this impression that university students just sit here and study and that is
all that we doé but being abl eretllpdoésave t hi
care about the community and what is going on is important. Having this reputation does
not only help Brock but shows students are not only here to study but we want to help to

create change and get involved with the commu¢Btyident tutor 5)

This course [CHYS 3P93] allowed us [student tutors] to put our knowledge to the test

and by reading articles we cannot do that. It takes a lot of work and realizing how hard

and how |l ong it will take to crfetandeorka pr og
that |1 did not even realizeé it is going t
about the grade to be honest with you, it is just nice to look into X eyes and seeing that

she is succeeding and knowing that | was a part of it, tsajuesome({Student tutor #5)

I honestly think this is one of the most practical courses that | have had. It actually

brings in what | | earned in the class to u
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help them to succeed. Seeing what works thieanelswhat does not work, but it is up to

you [student tutors] to decide and ass€Sdudent tutor #6)

The thing about this course is that it is the first course that | got to actually work with a
child and it is not just sitting in the classroom aradny lectured at. | feel like | am being
part of a whole group and with my professor, the TA, the kid and even the parents.
Everybody is working together and | do not feel that | am just a student and the professor
is above me or other students. It is atparship that everyone is working on together

and make change togethéstudent tutor #6)

Parents.Parents also recognized the need for neinegined solutions to hgtheir

children with their RB. The interaction of the relationship between Brookversity and the

LDANR facilitated the understandiraf the need of the sharing of knowledge to bring about

desired changes. Parent #1 explained:
|l think that the partnership is a perfect
University to support the program? The tutors in the program are students at Brock and
they are completing what they are studying and then teaching these children what they
have learned. There are definitely mutual benefits for all parties involved. | am not in a
position if there was a fee involved that | would not do it but some people cannot pay for
serviceséthe fact that there eaenatalotfofee f or

services [The Spring Reading Program] out there that people can take advantage of.
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Parents understood the unfamiliar concept of KMb and its importance without
cataloguing it as such. They possessed an awareness that all participkines),educators and
parents, involve in addressing theissueof RD benef i ted from the Progl
design. The Program goal of KMb is to help assist the participating groups in making
connections with research, expertise and policies podwe reading outcomes for children.
Furthermore, the goal facilitates the devel op
impact the real life problem of children wiRDs This was shown throughapens #4, #5 and
#206s r espons dthairampredsien ofgthe pastrieistoprbetveeen Brock University
and the LDANR.
You know whatéwhen | think about it, it is
community and it is an amazing partnership
the benefifor the kids and future generation which is amazing. It is a great investment.
The partnership is good because there are more people working and helping together.
There is more communication and everyone Ww

with thisprogram so people know where to ¢arent #4)

The partnership is great. It is nice to see the University working with parents like
ourselves to help our daughter. The partnership is great, | think it is truly great and |

wish | would have known aboutityears ago! Not just for us but for everybody. Another
good thing is that the professor is teaching the students, the students are making an effort
and learning what they have learned and use that ability towards whoever they are

tutoring. This works hahin hand because all is trying to improyBarent #5)
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For this program essentially, it is the students that are running the program. The students
are in the midst of their education. They are benefitting from it and they see a sense of
reward when thegee their child thrive and excitement [grows] when their confidence
starts to build up. Their motivation goes up and accomplishments towards the goals and

games that they play in the different sessi{frarent #2)

Parents valued the social networkingkdfib to address and provide stibns for their

c hi | dr eéyndaking Bidrsnation both useful and available. The appreciation for the

partnership between Brock University and LRR was described byapent #1.:
The opportunity to have this program twice a week, is amazing. If this was once a week, |
would still be ecstatic. | am extremely very grateful that this program even exists. Even
the promoting which his school did, | must say that was great. | had nthialietne
LDNAR offered a program and the only way that | found out was there was a flyer sent
home in his agenda. | said, dAwhat 1is this,
into this opportunity and | pushed and | ended up getting himin. lgustd t hat #Al ¢ :

stress enough how much my son would beffiefin) t hi s programo. Thi s i

Children. KMb utilizes interactive strategies that supports research for the greater benefit
of many in society and is not restricted to the beméfit particular structure. Childrem this
study were also able to recognize the significance of ldktiough like their parents, thegot
identify it as such. These children failed to
nonacademic partnershigret, this did not prevent them from unanimously recognizing its

benefits and becoming the recipient®koMb 6 s s u c ¢ e s shild #1 recogmized thdat c ul ar ,
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the Spring Reading Program all owePRrogtalne | ear ni
through its partnership permitted the children to enjoy reading more and this enjoyment was
transferred to the school environment. Child #2 did not enjoy sitting in the classroom for long
periods of time but the Spring Reading Program allowedfda he opportunity to i
reading games which will hel p me when | go to
for the children to apply their increased desire to read and the knowledge from this partnership to
their school and home. Spacidlly, child #2 and kild #4 when asked if they like reading more
responded;

Yes, because we play a lot of reading games which will help me when | go to school.

(Child #2)

Yes. It helps me at home and sch{@hild #4)

Reading was furthatescribedy t he chil dren as Aboringo (c
#4) and nia Hilb#). Yetf thevdpringdReading Pcogram through KMb created an
environment where childheni hbokedtd Aahld#)waandtt o
and engagedenadi Agl gg ma ghjild#b)Aeendacsuét ofthei n 6 ( ¢
partnership between the community and Brock Universigated the opportunifer child #3 to
participate in the Spring Reading Program anccinctly descritetthisas fia gre@at pr og
The qualitative analysis utilized in this stuchynfirmedthethree main themes: (1)
motivation and perceived seadfficacy, (2) oneon-one tutoring and (3) KMb. Qualitative data
assisted the study in providing a detailed reprasiem of the personal experiences of direct

stakeholders of the community regarding 8pring Reading Program and &00he mixed
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methodological approadmdopted in this study allowetluslent tutors, parents and children to
provide inductive insight thragh the qualitative approach as to why or how people have

particular thoughts and feelings (Sutton & Austin, 2015).
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Chapter Five: Discussion

Considerable research has been conducted over the years to determine the prevalence of
RDsand theassociated vulnerabilities for these children. Yet, the issue is not merely the
identification of the high percentage of children who have low literary success in the classroom.
To be more precise, the National Reading Report Panel (Shanahan, 2006 ditn&tfthe real
issue is the concern for the implementation of an effective reading initiative to improve current
educational pedagogical practices. The Panel members believed that although teachers,
principals and parents were working hard to improeerfading achievement of children,
national reding achievement results indicated that their efforts were falling short (Shanahan,
2006). The Report was written with the intent
p. 1) and assistg teacherdy providing them with adviceMore specifically, how do key
leaders in schools, at all supplavtels encourage and ensure that the quality of instruction in
early learning classrooms will lead to children reading and thriving? These concerns led to the
pr pose of this studyds focus on effective ins
individualized reading intervention and its influence on literacy development, CHYS 3P93.
Furthermore, the study focused on what made this reading intervention possible, KMb
Specifically, CHYS 3P93 adopted the principle
reflected the concept of KMb. The collaborative partnership fostered between the LDANR and
Brock University created meading improvement opportunity for childrérat promoted the
translation of knowledge into action. This study demonstrated that an effective intervention
could be determined by utilizing research, expertise, policies and practices to improve outcomes

for all stakeholders affected by RDs
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Achievement Gains

The study revealed that children participating in the Spring Reading Program
demonstrated achievement gains in all emergent literacy score means: fluency, phonics,
phoneme identities and sight words. The study analysis supoitgthgresearch that
phonological awarenessinbe developed through cardfuplanned instructioandsignificantly
influencsa chi |l dés reading and spelling achievemen
emergent literacy measures were conducted with the intent to establish if there were significant
differences in reading achievement. As reflected in Table 1, the childreledpoe-program to
postprogramachievement gains @l four identified emergent literacy skills. The study further
explored the magnitude of the Progiamffect size for each of the four emergent literacy
measures. The study results indicated in stedissignificance; reading fluency large effect size
d = 0.74, phonics medium effect side 0.53, phoneme identities medium effect size0.47
and sight words small effect side= 0.22. These results suppbridings in thdliterature
regarding thedentification of fluency as an important phase in readdshaywitz & B.
Shaywitz,2004 A | arge effect size is an indicator t
smoothly and with expression improved and helped the children to bridge atommbetween
word recognition and comprehension. The ability to decode text quickly, efficiently and
automatically is key to allowing children the opportunity to focus their efforts more on the
content of text. The results are also representative of ¢héhtt fluency can be taught and
developed through modeling reading strategies and practices. In addition, the medium effect size
of phonics and phoneme identities proved significant as strong phonics awareness assists
children in becoming accurate reasleFhe ability to identify words in a sentence reduces

feelings of being overwhelmed and is replaced with a positive challenge. These four identified
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emergent | iteracy skills were used to further
effect through the breakdown of the identification of 15 individual phonic measures.

Specifically, there were 11 identified individual measures displaying significant gains: letter

names, consonant sounds, consonant digraphs, consonant blends, short vowelgoweis)le

final fed, diphthongs, suffixes, silent | ette
that the children made significant gains in literacy development. Although, my study was limited

by the absence of a control group, gasitive skill change in the prerogram to posprogram

analysis suggestthattRer ogr am had a positive I mpact on th
identified areas. Furthermore, the quantitative resultssaigportedhe goal of effective

Programminghat wasevidencedbywn i ncrease in the childrenbds
of the Spring Reading Program. As previously recognized, reading problems are not outgrown

and struggling readers need to be identified early and supported by interventiorirtateliime

wait-to-f a i | mod el (Shaywitz et al., 2008). The Sp
instruction that corrected and improved thé i | doaresdefigits in phonological processing.

This five week reading intervention Program guided childrigh poor reading progress in using

individual learning strategies to improve their reading comprehension skills. The Spring Reading
Program was representativetbé suggestion in theseearchthat these improvement goals need

to be accompaniedly effective instructional approaches (Chard & Dickson, 1999). In addition,

the Program statistically measured significant progress in reading that created an awareness of

the ongoing progress for each of the children participants through effective reading omstructi

The studyo6s athesebegrshiingportancepopphanadlogidal awareness in early

reading development, teaching strategies and instructional design to address reading issues in

early reading development (Chard & Dickson, 1999). The Spring Rg&uogram, although not
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a cure folRDs, was influential in correctin@Dsso that the children could be more prepared to
learn how to read.
Program Experienceand Responses

Motivation and Perceived SelfEfficacy. The gains in reading achievement were
describedn the qualitative analysis conducted through interviews with student tutors, children
and their parents. Specificaltyhe chi |l drends experience in the
supported the three pselective themes from the data collection tdesd in the deductive
gualitative analysidviotivation has been identified as a predictor of successful reading
comprehension and a powerful characteristic of learners (Procter et al., 2014). Furthermore,
motivation is a characteristic directly linkedreading practice due to its direct effect on an
individual 6s desire to read (Marglois & McCab
influence of motivation on the I mprovement in
readersAll threeparticipantgroupsdescribed howricreased motivation positively impacted the
childrends enthusiasm to read as tiwieflohout it
needed to become successful readers (Marglois & McCabe, 2004). The understan@ng of th
impact of motivation on reading gains for struggling readers is evident through the Spring
Reading Programms partici pants described how the chil
Program. Secondly, the Progrgmovided the opportunity to hefhildren to develop reading
competence by matching their personal interests with reading learning actihigeshildren
actively chose to reaahd,as a resujtwere able to complete reading tasks that enabled them to
feel good about themselvéihe definitin of sdf-efficacyasa construct that attributes to
persistence, task performance and effort put forth to perform a particular task (Troia et al., 2012)

was supported through interview results. $dficacy statements provided by all three
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participant goups indicated an increase in sefficacy with the children viewing themselves as
capable readers and accomplishing tasks that were required of them. Both increased motivation
and seHefficacy, as described by the student tutors, parents and childezadescribed as

turning both reluctant and struggling readers into enthusiastic readers.

During the interviews, student tutors were questioned specifically about their
observations of changes in their chanbnddés mot i
self-efficacy were noted by student tutors. The responses of the student tutors strongly supported
motivational devel opment wit h Bheaondfienatbnof ut or #
the theme of motivation and perceived ssdfficacywasn ot ed by t he stuslent t
of an increased level of confidence in the children. An increase in the level of confidence
cultivated a sense of selforth and goal settingghere children set higher performance goals for
themselveshat was rdécted in the progress tieirreading performance. Student tutors
consistently acknowledged the relation betweeneféitfacy and goal setting as the children
progressively engaged in the Programbés readin
new goal setting was accompaniegexcitement and enthusias8pecifically, student tutors
observed that motivation and perceived-gélicacy were influential in predicting the effort and
persistence exhibited by children when working through reading.tdble student tutads
observations of the childrenés | earning proce
and weakened se#ffficacy werereplaced with the children believing that new reading strategies
could improve their reading competenEerthermore, this was demonstrabgcthechildrerd s
chartingof their reading success and visually seeing their performaogeess This visual
charting was accompanid&y an observed improvementtinh e ¢ hendagementy 6 s

confidence and enthusiasm
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The deduave themes of seléfficacy and motivation were also described by the parent
participantsassupporing the effectiveness of thesmnstructs with assisting children to become
better readers. As noted earlier, prepared interview questions were designed specifically to obtain
feedback about observed changes in these areas and their effect on immediate changes in their
c hi | dr exgskilss. TheeSarihg Reading Program was credited with instilling the mindset of
self-efficacy and motivation as the children began to believe that through effort and perseverance
theywould beable to improve their reading ability. In addition, the Paogprovided the
children with the awareness that new learning opportunities allowed them to use new strategies
that fostered their goal setting and mastery of reading comprehension goals. The parents
observed that their children were encouraged by thetess in reading comprehension and, as a
result, continued their efforts to |l earn. The
personal deficiencies but rather on being motivated to work harder and to engage actively even
when challenged bRDs Mot i vati on was driven by the chil dr
result in positive outcomes in their reading
influenced the ways in which they approached a learning task. The instructionalafekign
Spring Reading Program not only developed the
also advanced their levels of motivation, engagementudintately, selfefficacy. Standardized
assessments are administered by the student tutoreshétin the creation of an individualized
program for their particular child. As previously identified, the design is based on the
recommendations of the National Reading Panel (2000) about both systematic and explicit
instruction. In addition, the desigffers the opportunity for individual feedback and practice
associated with foundational literacy skills including phonetic decoding, phonics, sight work

vocabulary, fluency and comprehension. Importantly;@mene instructionsuch as the
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approach uskin the Spring Reading Program, is regarded as the gold standard for instruction for
children experiencin@Dsas it allows the reading specialists to customize the program to best
meet various needs of individual children (NRP, 2000). As a resultggetsfic design, the

Spring Reading Program provides an individualized learning environment to help with the
creation of reading goals, planning, rehearsing, evaluating and monitoring reading task
accomplishmerst The childrenas learners, are able to develop an increased feeling of
competency as they begin to develop the necessary strategies and skills to become successful
readers.

The child participants in the Program unanimously described that the Program played a
role intheir growing enjoyment of reading as they were able to look beyond their personal
deficiencies. The child participants were motivated to perform reading tasks as they believed in
what they were able to do. Success was due to the | @erceined selefficacy, they
described that they had the alyiliteeded to succeed both inside and outside of the Program.

This was possible as a result of being provided with the necessary skills for successful reading.

This included the children assuming an active inlbecoming engaged learners by mastering

goals, monitoring their success and developing the ability toesglilate their learning. Child

participants began to trust that their reading experiences could result in positive outcomes as

their reading abily could be improved witlask persistencand learning. The children were

engaged through hands activitybased learning strategies and consistently identified their
favourite things as (thi&d#5).Asithe ghildnee deveped tner e st i ng
appreciatiorfor and arunderstandingf the value of the reading processe18 emergent

literacy measures, they were able to link reading practices to enjoyimerg. c hi | dr end s

monitoring of theimpersonal performance guided thassessment dfieir self-efficacyas
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learners as they understood thatt hi s wi | | hel p me when | go to
remember what we did two times a weekh{ldé#3). Specifically, the children were definitively
responsible for developing tmgierceived seléfficacy as they believed that their efforts would
lead to positive outcomes. As a result of the children developing a greater awareness of their own
performance enhanced through the visual tracking of their reading skills improvemient, the
levels of enjoyment and commitment to reading increased. The short duration instructional
blocks were incorporated with motivational tactics to meet specific goals. Progress and success
were visually charted by the children and exemplified their pelgoitge. The children
specifically identified thbercpharsestdabraphogm
(child #4) andiftketrtsi nwd emo rhid #1 strictionaydesignantl 6 ( ¢
strategi es have nwtvatienf(¥Maegoeratt, @007).dnstiucian speaficabysot
only needs to stimulate the learner into action but this excitement must be maintained throughout
the learning experience (Margueratt, 2007). This challenge was addressed through the action
plan d the Spring Reading Program that incorporated influential instruftictme children by
the student tutorsn learner motivation. Research recognizes that an educator is not able to
totally control a | ear ner 6fndingsotthisstadydidn but t h
supportthenotiont hat #fAexcell ent instruction can inspirtr
(Margueratt, 2007, p. 11).

One-on-one tutoring. The interview data also revealed that a-onene instructional
approach contributed the success of the children in the Spring Reading Program. This
instructional approach ensured that the goal of effective programming &i.BDall children
become the best readers possible, was met. Furthermorenone instruction helped to coote

reading problems that focused on the core deficits in phonological processing, phonemic
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awareness, phonics, fluency, vocabulary and comprehension (Shaywitz et al., 20a8).0Dae

tutoring has been identified as an effective intervention in providergcy gains in reading

skills. Participating student tutors, parents and children all identified the significance of the

contributions of on@n-one instruction. All participants valued the elements of commitment,

closeness of tutoring partnerships amohitoring of progress that contributed to reading

achievement improvement. Specifically, through its adoption cfoorene instructioal

intervention the Program presented student tutors with the opportunity to connect with their

assigned childrenandt devi se | earning experiences that

RDsdeficit(s). Ths high quality interaction promoted the commitment and attention level that

student tutors were able to provide outside of the traditional classroom setting tilmnadlok

Programdéds | earning setting placed the tutors

|l earning to incorporate the childrenés inter

undivided attention of the tutor as they learned at theirpawe and did not need to compete for

their time for assistance. Furthermore, through close interaction, student tutors were able to

observe, accept and work within the children

rapport with the children and tdfer them empathy and support when the children were faced

with reading challenges. The student tutors were also in a position to provide positive feedback.

Personalized instruction placed the tusors i

minimize their weaknesses, set goals with them, listen to them and collaborate with them.
Similarly, the parents recognized the ideal relationship provided bgmeoee tutoring.

Student tutors were able to offer exclusive support that disrupteshéreacher standard

practice approach. This support addressed different personalities, reduced distractions, lowered

pressure and hel ped diminish the childrenods
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provided children with the opportunity be heard and to receive individualized teaching
instruction that was designed to matotbnet heir
tutoring allowed the opportunity to prepare lessons geared towards individualized learning needs.
Parents dscribed how the individualized instruction provided their children with the beagfits

being able to become comfortably acquainted with their tutor, engage in learning and experience
the transition of learning into fun. Fun and enjoyment had an impanbtiaation while

simultaneously improving reading achievement.

Participating childremeadily recognized that the focus their individual literacy needs
provided them with support and guidance. The children themselves felt supported as they
transitionedrom being struggling readers to confident readers. Furthermore, their desire to
learn, their ability to focus and their feeling of being important all increased through toe-one
one instration. Specifically, reading instruction became an experiencerevthe children
engaged in reading intervention that was fun and enjoyable. The children felt that they were
recognized as individuals where their personal needs were assessed and, as a result, they were
supported with individual learning plans. Addititlgaone-on-one instruction reduced their
feelings of being overwhelmed when faced with task challetingesftenarefound withina
group learning environmenndtead of falling behind, challenges were offset with learning
processes that lead the chddrto become successful readers. The new learning strategies
instilled confidence in the children and a comfort level that alleviated frustration and anxiety.
| mportantly, there was a feeling of spustci al ne
med h{lde#s).

KnowledgeM obilization. KMb refers to a process of transfer between knowledge

Aproducerso and knowl e doplen, 20168 heough ds eXchange efr son &
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sharing and transferring of knowledge CHYS 3R@8 designed tembrace the principles of
effective KMb. It is purposely designed to welcome community partnerships that productively
address both the prevalenceRidsand intervention solutions. Specifically, the partnership
between Brock University and the communitpyides botithetime and the resources that are
necessaryo createan accessible program for families with children who Hala This alliance
produces a hierarchy of knowledge that is and can continue to be utilizstlitereading
inequalities. Impdantly, this Program exists because of the partnership between the ingifuctor
CHYS 3P93 and theDANR. Together, this communitgcademic partnership provides an
important community service as well as an opportunity for university students to receive
practical, handson training. Furthermore, this shared relationship of knowlesdgbhange

creates an opportunity for student tutors, parents and children to reap the benefits of
implemented policies and practices. The KMb plan to raise awarend®Bgattilized research,
policy andbestpractice designs to lead to the creation of a communaised tutoring
programming for vulnerable readers called the Spring Reading Program.

KMbés focus of responsibility r esbtingingon r ai
individuals together (Levin, 2008). KMb is utilized through the university and community
partnership(s) to improv@Dsoutcomes. It moves knowledge into action, promotes engagement
and addresses the real life probleniR@fs The goals and advantegjof KMb are discernible
through this study and its success remains dependent on valuable communication networking.
KMb is further dependent on who wil/ Ashoul de
293) and the Spring Reading Program spedliffcaddresses the issues of KMb infrastructure

and support through the LDANR and Brock University. By working together, these two
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organizationsvereable to design, evaluate and implement a strategic plaupmorting

children withRDs.

Brock University 6 s Mandate Statement

The effectiveness of CHYS 3P936s adoption
determined or appreciated without an examinat
Mandate Statement. The ma nithentte innmoefivéresedarck t he u
and community connectedness through its ongoing exploration of new teaching approaches and
goal defining. The enactment of the mandate i
of social change through network builditeyassist with increasing the awarenesBRDS&. As
previously outlined, established regional partnerships are created to exchange information, share
resources and address problems that result in improved outcomes for all. As a result, Brock
University algns its research in an attempt to effectively solve problems and generate knowledge
to addressociallyimpactul issues. There is a commitment to address issues that affect both the
community andhe universityitself as an academic leader. Policies, services, programs and
partnerships of Brock University are designed to nurture economic, social and cultural
devel opment. Specifically, these obligations
interventionto addressequalityrelatedto the high prevalence of RDBhe commitment to the
mobilization of knowledgé¢hat is reflected in thBlandateAgreement iextenedto the students

and their efforts to assist with the issudRis

CHYS 3P93

The goals of Brock Universityodos Mandate an
the Program that is associated with CHYS 3P93. Specifically, the course applies the concept of

reciprocal relationships as seen through its offering of a no fee proggaartitopating families
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experiencing the implications &Ds The student tutors find themselves in a position to transfer
knowledge and address the réfd problens associated with living witlRDsthrough offering

their assistance within an applied sett g . Brock Universityibs resour
developng anintervention forRDsthat can be accessible to all.

Qualitative analysis indicated that student tutors, in their role as academic researchers,
recognized the significance of the sharifignéormation and its impact on those wiRRDs More
specificallyt he L DANRO s pBrackrapresergshaibgnefigial reciprocal cycle of
knowledgeexchangehat includes themselves, parents, children and CHYS 3P93 that is offered
through Brock University. As previously outlinezhactment ofhe goals of KMb presented
student tutors with an opportunity to gather practical experience and better themselves as
pr of essionals. This Acommunity engagemento all
and promote awareness that ABrock realloy does
(student tutor #6). The opportunity for interpersonal commitment mdvedt st udent s o
knowledge into action and promoted this knowledge to improve outcomes for childréRRgth
Specifically, student tutors identified the Kk
research and their role of creating change. CHYS 3P98&dréd#e opportunity for student tutors
to broaden their understanding and awareness of the concept of knowledge sharing and
knowledge transfer.

Parents also recognized CHYS 3P936s effect
The alliance witlthe LDANR promoted desired changes for their children experieriRbg
through the sharing of knowledge. In particular, this partnership facilitated a process where
meaningful practices were created to benefit the end users, their children. As previously noted

parents possessed an understanding of the valuable concept of KMb without labelling it as such.
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An increased awareness of the implicationRD& became possible through the evidebesed
practices of CHYS 3P93. Parents had a deep appreciation fartherghip as a result of being
directly engaged through an interpersonal connection with Brock University where they were
able to both receive and share information. Parents developed an understanding that the more
individuals who were involved in the satnetworking of KMb, the greater the possibility that
their children could benefit from the opportunities presented through the exchange of knowledge.
The advantages of KMb interactive strategies supported by CHYS 3P93 were also extended to
the childrenn this study. Although the children failed to specifically express an awareness or
understanding of the partnership of sharing and transferring of information, they undeniably
recognized the personal benefits of the Spring Reading Program. The benefitswecreased
enjoymenibf reading that was extended to the school environment and an improvement in their
reading success.

Overall, this study attempted to answer research questions thaonted
methodological approacimed at capturing thexperience of CHYS 3P93 and the Spring
Reading Pogram This approach provided both a quantitative and qualitative analysis of whether
children made significant increases in their literacy development. Specifically, the quantitative
analysis provided statisal data to support reading achievement gains for children participating
in the Spring Reading Program while the qualitative analysis provided a detailed representation
of the personal experiences of its direct stakeholders. In particular, the queabltziysis
focused on three main themes; motivation and perceiveeféiebicy, oneon-one tutoring and

knowledge mobilization.
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Limitations

Although this research was carefully prepared and reached its goals, limitations of this
study that influenced anmpacted the interpretation of its findings rested within the
characteristics of the study design and methodolBgynarily, the absence of an inductive
analysis minimized the concern for the generation of new theories emerging from tAdndata.
studysample size of 16 children solicited from the community was relatively small in relation to
the overall population of the Niagara region size for this study. The sample size of 16 children
wasutilized for the preandposttest assessments. Tinsmber wadurther reduced to five
childrenwho wereincluded in the qualitative analysis. Although, the sample group accurately
included individuals with RB its size could suggest bias or under coverage. The solicitation of
the child participants witRDsfrom the community, although necessary, prompted the
possibility of voluntary response biasthis convenience sample. In addition, tentext of the
interviews withchildren was also restrictiveor ethical purposeshildrenwereinterviewedin
the presene oftheir parents who may have influenced their responses. Furthermore, for all
participantsjncludingchildren, student tutors and parents, responses to trdepigned
interview questions may have been highly biased due to their knowledge of theatapsof
the Spring Reading Program. Sedport data itself is limited due to the fact that interviews are
accepted at face value. As a researcher, interview responses are accepted, believed and often are
not questioned in regards to their validity. Aduhally, the data collection process was
conducted in a physical area that did not fully eliminate distractions and that may have caused
the respondents to feel rushed in giving their responses. Time also presented itself as a strong
limitation in this sudy. EffectiveRDsinterventions need to incorporate a developmental

perspective that includes a series of evaluations over time as opposeditoeoeealusions
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(Shaywitz et al., 2008 he inclusion of the préest and postest evaluations for the itthren

fulfilled the requirement of more than a etm@e evaluation but it was conducted within a short
five week period of time. Psest and postest evaluations were further limited by the absence of
this study having a control group.

KMb emphasis for change rests on influencing policies and programs, and in this study,
was specific to children witRDs.Yet, the study was limited due to the lack of a specific
evaluation strategy for KMb. KMb success involves not only the need to buildviouky and
committed connections batsoresearch connections need to be tracked and measured (Levin,
2008). It is not always clear as to who would be responsible for this task and how exactly KMb
would be tracked and measurdtihat exactly does good KiMook like? Furthermore, how
exactly does a researcher optimize anvolvésudyos
knowledgetransfe but it involves more than just having stakehol@arxeptance of knowledge.
This acceptance of knowledge needbdaccompanied by changes in thoughts that lead to

actions being based on this new knowledge.

Conclusion

The Ontario Ministry of Education opened an Early Reading Strategy report with the
foll owing conviction; #fAA c hlifeldepéndsindangegagens i n s
the ability to read. Educators in Ontario have the profound challenge of making reading a reality
for all childreno (Ont ar i oissdMmemepmstalsoadeptly Educat
recognized that early identificati of RDscancontribute to thg@revenion or considerald
redudion in their impacbut more than often this does not happen (Ontario Ministry of
Education, 2018). The purpose of the current study was to address this issue specifically through

the examinaon of an individualized reading intervention. Furthermore fdlsasof this study
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wasonthe use oh mixedmethodological approach to determine increases in chddsteracy
development following their participation in CHYS 3P93. The qualitativa dallectionin the
studyfocused specifically on the investigationtbfee mairareas (1) motivation angerceived
selt-efficacy, (2) oneon-one instructional approach and (3) the concept of KMb.

Chil dr ends moeefficavyavere destribedraslimpsogimgfduring the course of
the Spring Reading Program. Data supported not only improvements in these areasabut also
positive relationship between these changes and their influence onteehildd s | evel s of
performance. The study results support previous research that motivation is a powerful
characteristic of learners and has been identified as a predictor of reading comprehension
(Proctor et al., 2014). Sedffficacy, a construct of motivatn, was shown through the qualitative
data analysis to support a positive r-elations
efficacy influenced the childrenbds | evels of
success and personal goahigvement. The study further examined-oneone tutoring as an
effective intervention with increasing reading success. Specifically, this instructional approach
attempts to prevent and alleviate the effects of,Rizrease the number of those who are &b
read well at an early age and protect others from the repercussions of reading failure (Lyon &
Moats, 1997). Lastly, the concept of KMb addredR&dthrough the connection between
research and practice. Knowledge on its own is not enough to chameet practice regarding
intervention foRDs This study particularly examined an infrastructuR@ls support to bridge
knowledge and understanding of reading R through community engagement. In particular,
KMb was explored through CHYS 3P93 witlt@mmitment to innovative research and
community connectedness to define new teaching approachasléfiven withRDs

Particularly, my thesis presents KMb as an opportunity for community engagement that offers a
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beneficial reciprocal cycle of knowledgachangeprimarily betweerthe LDANR and Brock
University. Research conducted on the Brock University campus, specificalBDki®cus

study, can contribute to innovative ways to improve reading skills for those children who have
been identified with hawng RDsor displayingRDs characteristicsThe findings fronthis study

can be utilized to promote chanigehow others approach support for children with RD in

regards tanternal procedures and processes tdRBstrajectory. This includes an instructional
design process and strategies that nurture learner motivation for reading tasks. For this study,
KMb was made possible lthe presencef both academic and naatademic partnefsom

Brock University and the LDANREach of these KMb units have worked together and can
continue to work togethersing theirindividual practices and finding new partners to join their
commitment to theiRDsKMb network. Brock University as an institution rather than individual
researchrs can be responsible for maintaining these connections even after a particular research
project ends (Conference Boar d o RDs@asnfecasa, 201
on the end userparents and children wiRDs This KMb network can begicollaboration with
norracademic sectors to assisfinding meaningful solutions for the pervasivenesRbtand

the associated vulnerabilities for these children. Research impact and a customizaR@rsof a

KMb focus can provide a shared understagdiatween academic and racademic sectors.

More importantly, this communityniversity partnership involves different groups with different
perspectives being committed to finding solutions of an effective reading initiative to improve

current pedagogit@ractices.
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Appendix B: Phonics Inventory Assessment

1. Letter Names

BAISCDFEPTMLRZJUHGWXQK
VYNO

on

Imytvkpziajushbg
fd cq

r f
w X e
2. Consonant Sounds
msflrnhvwzbcdptjgkyx
q

3. Consonant Digraphs

sh ch th wh ng ph tch

4. Consonant Blends

gr sl cr pl st bl fl tr cl dr gl sp fr scr str

5. Name the Vowels:

aeiou

6. Short Vowels

fis gud hin sut jav bam nib pud nel ruft
rist sant

7. Double Vowels

teal vie shoal seep raid ray feast fair peel
moat

8. Final "e"

fade cube cone file lane tune joke wife

9. Dipthongs

maul foil cowl soy rout awl boon rook

10. Reversals

pal even no saw raw ten tar won pot
rats nap tops read meat lap never keep
11. Prefixes

repan conjump inwell dellike display
enstand combent ungate excry proread
prehead

12. Suffixes

smalling booker floorest dation skimmance
meatness chairly waterful burnaten
broukous

13. Compound Words

nightbank dinnerplayer basketmeat
broomfeather paperjumper eatmobile
spaderoom carthouse

14. Silent Letters

know knit write wrong walk comb lamb
might gnaw sleigh high half

15. Vowel + R

flir worb vark mer burk
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Appendix C: The Phoneme Identities Assessmén

The Test of Phoneme ldentities is designed to see whether beginners recognize phonemes
when they are hidden in spoken words. Research has shown this measure to be a
particularly effective predictor of code-breaking potential with children who do not yet

have the alphabetic insight that letters signal the vocal gestures of speech.

Notes: Read with expression. Do not emphasize phonemes. Accept any repetition of the
sentence that includes the target ards, but repeat the sentence if either is incorrect.
Require a correct approximation of the isolated phoneme. Repeat the soutalword
matching question if the response is unclear. To record the answers, circle the child's
response in the words of the gestion.

Directions: Wedre going to play a repeating
back. Then 106l1 say a sound, and you say
a word. Letds begin.

1. Say: Weol | ISowsay/s/h@oyonbhean/s/ia manmor soon?

2. Say: She caught a fish by the fin. Now say /sh/. Do you hear /sh/ in fish or fin?
3. Say: That bug makes a buzz. Now say /z/. Do you hear /z/ in bug or buzz?
4. Say: We hid from him. Now say /m/. Dowhear /m/ in hid or him?
5. Say: Those girls have the same name. Now say /n/. Do you hear /n/ in same or name?
6. Say: | race to wash my face. Now say /f/. Do you hear /f/ in race or face?

7. Say: Can you move a moose? Now say /v/. Do you hearrhdve or moose?

8. Say: He gets a badge for taking a bath. Now say /th/. Do you hear /th/ in badge or bath?

9. Say: This card game is hard. Now say /h/. Do you hear /h/ in card or hard?
10. Say: His chin is too thin. Now say /ch/. Do you hearirfctiin or thin?
11. Say: We found him in the gym. Now say /j/. Do you hear /j/ in him or gym?
12. Say: | brought a scoop to school. Now say /I/. Do you hear /I/ in scoop or school?
13. Say: Thereds a rat wundeinrattohhatt hat .
14. Say: We have tar on our car. Now say /k/. Do you hear /k/ in tar or car?
15. Say: Would you share a pair of socks? Now say /p/. Do you hear /p/ in share or pair?
16. Say: The playground is part of the park. Now say /t/. Do yauth@apart or park?
17. Say: The cub will come when you call. Now say /b/. Do you hear /b/ in cub or come?

18. Say: She likes to leap into deep water. Now say /d/. Do you hear /d/ in leap or deep?
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19. Say: In this game, you have a new name. Nowgéaypo you hear Ign game or name?
[Take a stretch break for half a minute before continuing.]
20. Say: We hate to wait for the bus. Now say /w/. Do you hear /w/ in hate or wait?
21. Say: The yarn is in the barn. Now say /y/. Do you hear y@rimor barn?
22. Say: He popped the bag with a bang. Now say /ng/. Do you hear /ng/ in bag or bang?
23. Say: Find a space by the spice. Now say /A/. Do you hear /A/ in space or spice?
24. Say: This street is straight. Now say /E/. Do you hean /&feet or straight?
25. Say: We go from nine till noon. Now say /I/. Do you hear /I/ in nine or noon?
26. Say: | have a nose for news. Now say /O/. Do you hear /O/ in nose or news?
27. Say: Your shoelace is loose. Now say /OO/. Do you hear /O&z&ior loose?
28. Say: Hebés the | ast on the | ist. Now
29. Say: | have a red fishing rod. Now say /e/. Do you hear /e/ in red or rod?
30. Say: On Halloween bring a big bag. Now say /i/. Do you hear /i/ iorthgg?
31. Say: Move the rock with the rake. Now say /o/. Do you hear /o/ in rock or rake?
32. Say: Dondét cut our Kkite. Now say /1
33. Say: | heard a sound in the sand. Now say /ow/. Do you hear /ow/ in soand?r s
34. Say: We saw the old barn burn. Now say /er/. Do you hear /er/ in barn or burn?
35. Say: The fair is far from school. Now say /ar/. Do you hear /ar/ in fair or far?

36. Say: Wedbl |l draw on our pi chean/awdisdranvfot er t h
dry?

37. Say: That spill might spoil. Now say /oy/. Do you hear /oy/ in spill or spoil?
38. Say: Look at the beautiful lake. Now say /oo/. yDo hear /oo/ in look or lake?
Interpretation: Score the test by counting the number oftems correct out of 38.

* Since there are two choices per item, we can expect scores in the vicinity of 19 by chance.
Students who score below 25 are probably not aware of phonemes.

* The average kindergarten score is 28, with a standard deviation of &cores in the 2833
range imply some developing phoneme awareness.

* Students who score 3488 have welldeveloped phoneme awareness. They are ready to
learn to read and spell words. Follow this link to the letterbox lesson, an explicit, handms
lessonformat for teaching phonics.
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Appendix D: Dolch Sight Words Assessment

Sight Word Assessment Instructions

Present the child with a copy of the Dolch Sight Word List for the level you are assessing. On the assessment mark
all the correctly pronounced words with a (v). For incorrectly pronounced words, leave the box empty. Draw a line
after the child’s last word.

If the child is unable to identify all sight words on one level, but you feel they may be successful in identifying sight
words on the next level up, present them with the next Dolch Sight Word List.

(Example: child cannot finish all words on pre-primer list, but you feel they could identify words on the primer list)
Consider the child’s reading level during this process also.

Add up the number of words correct and calculate the percentage correct for each assessment level the child has
completed. This will make it easy to track progress using a simple progressing monitoring graph.

Sight Word Assessment

Dolch Pre-Primer Sight Word Assessment

Pre-Test Post-Test
Number of Words Correct: /40 /40
Percentage Correct:
Pre Post Pre Post Pre Post
a | run
and in said
away is see
big it the
blue jump three
can little to
come look two
down make up
find me we
for my where
funny not yellow
go one you
help play
here red
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Dolch Primer Sight Word Assessment

Pre-Test Post-Test
Number of Words Correct: /52 /52
Percentage Correct:
Pre Post Pre Post Pre Post Pre | Post
all four out too
am get please under
are good pretty want
at have ran was
ate he ride well
be into saw went
black like say what
brown must she white
but new 3] who
came no soon will
did now that with
do on they yes
eat our this
Dolch First Grade Sight Word Assessment
Pre-Test Post-Test
Number of Words Correct: /41 /41
Percentage Correct:
Pre Post Pre Post Pre Post
after has over
again her put
an him round
any his some
ask how stop
as just take
by know thank
could let them
every live then
fly may think
from of walk
give old were
going once when
had open
5
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Dolch Second Grade Sight Word Assessment

Pre-Test Post-Test
Number of Words Correct: /46 /46
Percentage Correct:
Pre Post Pre Post Pre Post
always first right
around five use
because found very
been gave wash
before goes which
best green why
both Its wish
buy made work
call many would
cold off write
does or your
don’t pull
fast read
Dolch Third Grade Sight Word Assessment
Pre-Test Post-Test
Number of Words Correct: /41 /41
Percentage Correct:
Pre Post Pre Post Pre Post
about grow own
better hold pick
bring hot seven
carry hurt shall
clean if show
cut keep six
done kind small
draw laugh start
drink light ten
eight long today
fall much together
far myself try
full never warm
got only
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Dolch Fourth Grade Sight Word Assessment

Pre-Test Post-Test
Number of Words Correct: /40 /40
Percentage Correct:
Pre Post Pre Post Pre Post
above careful fresh
across centre gray
address chimney heavy
ago cloud meat
air country neck
airplane desk peas
almost different people
banana dream remember
beans dust should
began edge thought
between feather through
bottom few whisper
building field
breakfast finger
Dolch Fry Sight Word Assessment
Pre-Test Post-Test
Number of Words Correct: /40 /40
Percentage Correct:
Pre Post Pre Post Pre Post

high example asked
every eye animals
thought father should
always write thing
really called know
watch people sentence
sometimes number learn
mountain mother house
important answer because
together right years
country before live
because another following
earth different
above through
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Appendix E: Fluency Assessment in WCPM
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