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COLLABORATIVE STRATEGIC READING:  

THE INFLUENCE OF CSR IN THE READING COMPREHENSION AND READING 

MOTIVATION OF FIFTH GRADE STUDENTS 

 

Abstract 

 During the last two decades, Klingner and Vaughn’s (1998) approach called 

Collaborative Strategic Reading (CSR) has been implemented in different EFL and ESL settings 

as a resource to foster reading performance. Although CSR is not actually a popular approach, it 

constitutes an alternative departure from the traditional way to read individually. Instead, it 

focuses on specific reading strategies to use in cooperation with others.  

 The theoretical evidences show that this methodology has been useful for the students to 

increase their reading performance in a collaborative but still challenging manner. Thus, the aim 

of this study was to analyze the influence of CSR in the reading comprehension and motivation 

of a group of ten students at a public school in Colombia. Specifically, the study explored the 

effect of CSR in fifth graders’ attitudes, cooperative behaviors and use of reading comprehension 

strategies and roles while reading narrative texts in teams.  

 The sources of data employed in this qualitative study included two focus group 

interviews, two reading tests, learning logs and class observations. The analysis of the data 

collected revealed that the use of CSR with this target population reinforced students’ 

development of reading skills at the literal, inferential and critical levels. In addition, the 

learners’ increasing motivation towards reading narrative texts in accordance with their level and 

interests was noticeable.  
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 The reading materials used and the instruction of fix- up strategies to boost reading 

comprehension met learners’ expectations and needs to acquire vocabulary, enhance their ability 

to find main ideas and supporting details in the stories presented as well as to develop their oral 

and written production as means to construct and share meaning from what they have read. In the 

same vein, the instruction of cooperative roles allowed them to develop affective aspects like 

positive interdependence, accountability, sense of cooperation, engagement and motivation.  

 

 Key Words: Collaborative Strategic Reading, reading comprehension strategies, reading 

performance, EFL, cooperative work, motivation, narrative texts.  
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Chapter 1. Introduction 

 

 Reading is an act where meaning is constructed while managing a text (Rudell, 2005). 

Thus, reading as a skill allows going beyond simple words in order to make meaning by 

associating new and old knowledge.  

Teaching reading is fundamental nowadays, as it is the skill upon which formal education 

is based on. Indeed, “learning to read is one of the most important things children accomplish in 

elementary school because it is the foundation for most of their future academic endeavors” 

(Gani, Yusuf & Susiani, 2016, p. 8). Thus, it seems to be that low achievement in school related 

to reading can be a cause of student’s lack of confidence and engagement in reading tasks’ 

accomplishment.  

Nowadays, there is an ample variety of advances related to fostering reading skills 

(Swanson, 2011; Duke, 2006; Grabe, 2009; Cummins, 2012). Reading strategies and group 

activities seem to promote interaction among students while they increase their reading 

comprehension together. Consequently, some approaches have been implemented with the aim 

of enhancing reading comprehension through peer interaction. One of such approaches is 

Collaborative Strategic Reading (Klingner & Vaughn, 1998), which contributes to monitor 

students’ acquisition of L2 input to make of the learning process a more interactive and complete 

sequence.  

In the words of Halliday, “a language is a system of meaning” where “meaning is 

created, and meanings are exchanged” (cited in Rosado, 2012, p. 156). Thus, language as a 

means of interaction is one of the most important parts of learning, in the specific case of this 

study, learning to read. Through the interactional processes, language becomes a system to 

produce and convey thoughts and ideas related to our own reality.  
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Thus, this research study attempts to determine the way Collaborative Strategic Reading 

(CSR) influences the motivation and reading comprehension in L2 of a group of fifth grade 

students at Escuela Normal Superior la Hacienda de Barranquilla. It also explores the students’ 

attitudes, use of reading strategies and behaviors experienced throughout collaborative work, and 

how the latter relates to their reading performance.  

The target school for this investigation (Escuela Normal Superior la Hacienda) is located 

in Barranquilla, a city in the North of Colombia. It is a place where students are also given the 

possibility to become teachers by means of its optional Program of Complementary Instruction 

(Programa de Formación Complementaria). In relation to the students of fourth grade (primary 

school), who are the specific population studied, I consider that there are certain factors 

hindering their adequate involvement in reading tasks such as deficiency of vocabulary, lack of 

time on task, fear to make mistakes noticeable to their peers and teacher, cultural background, 

and poor motivation to read alone.  

In another vein, a number of teachers have perceived that the students’ performance 

improves when they work in groups; they feel more comfortable and engaged in learning 

situations and activities that entail problem solving together (informal communication with 

various teachers). Taking the aforementioned in consideration, I researched the application of 

CSR in reading comprehension contexts and found few studies exploring the relationship 

between the use of CSR and the improvement in learners’ reading comprehension in Colombia. 

In addition, those studies have only focused on expository texts. Thus, this research becomes a 

valuable resource to establish the impact of a cooperative educational atmosphere in the reading 

comprehension of narrative texts by fifth grade students.  
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The following research questions guide this study:  

 

1. How does Collaborative Strategic Reading influence the reading performance of narrative 

texts in a group of fifth grade students at Escuela Normal Superior la Hacienda de 

Barranquilla?  

 

2. What specific strategies, attitudes and helping behaviors observed during collaborative 

work impact those students’ motivation to read and comprehend narrative texts? 

 

This current research has been divided into different sections. First, it presents the 

introduction. Which contains a preliminary overview of the main topics included in the 

dissertation and a rationale in which the context is described. Then, a set of explanatory insights 

are given in order to tell the reasons why the topic was selected for the investigation. Also, the 

research questions are presented as the core of this study.  

The second part includes the Theoretical Framework, which sets up the theoretical 

assumptions of the dissertation. Next, the Methodology section presents the method of 

investigation selected, the type of research and a description of the instruments and techniques 

designed and employed for data collection. The Results’ section includes a thorough analysis of 

the data gathered. This analysis is completed in the light of the theories comprised within the 

theoretical framework. Finally, the findings, conclusions and orientations for further lines of 

research within the same target topic are presented.  
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Context of the study  

  Escuela Normal Superior la Hacienda (ENSH) is a public school located in 

Barranquilla, a coastal city in the north of Colombia. In this institution, students are instructed in 

an integral way while focusing on pedagogical principles as well. 

ENSH aims to be a great facilitator and support in the process of “teaching teachers” by 

means of values such as autonomy, self- discipline and behavioral self-control.  It also seeks the 

constant change in the students’ mindset, attempting a pedagogy based not only on their 

knowledge but on their abilities, attitudes, interests and thoughts in order to broaden the sense of 

acceptance towards the natural and social diversity and multiplicity.  

The institution offers five levels of teaching going from kindergarten to high school and 

the program of complementary education (optional to be “Normalistas Superiores”). In this 

specific case, the population selected is in primary school: 37 children of 5th grade (19 boys and 

18 girls) aged between 8 to 10 years that come from nearby neighborhoods.  

There is a series of limitations regarding to teaching English as a foreign language at 

ENSH. Considering that the context observed is a public school offering an average of 3 hours 

per week of English classes, the students’ lack of L2 more complex vocabulary and structures, as 

well as the consequent tendency to use a mixture of L1 and L2 to convey their doubts and ideas 

is noticeable.  

Besides, some children do not have the textbook, and there is an evident lack of teaching 

resources and materials. English classes tend to be more focused on form due to the mandatory 

use of the text- book, which at the same time becomes a reason why EFL teachers’ lessons at the 

school are reduced to activities proposed to comply with grammar, vocabulary related to the 
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units of the book, and cross curricular topics that in most of the situations do not match the 

students’ level, likes and expectations.  

The book used (Here We Go!) is part of a six-level program series created by Greenwich 

ELT, which is attempted to achieve a level A2 in primary school in accordance with the 

requirements of the Common European Framework (CEF). It presents activities and exercises 

that go from cognitive tasks where the learners can practice the four communicative skills to 

different types of features like songs, role- plays, riddles, cross-curricular topics and micro 

projects. 

Although the book presents a systematic and organized structure related to the 

presentation of the contents as well as an evident incidence of cultural items and cross- curricular 

topics in each unit, it may not be totally paired to the background of the target population. 

Usually the book presents topics that the students find interesting and, in fact, related to their 

ages. However, such topics seem to be advanced for their current English level.  

As mentioned before, the time devoted to the English classes in the school is reduced to 

three hours per week and most of the students do not have support at their home for practicing. 

For this reason, the topics given are adequate to some extent only if they are transmitted to the 

students in a simplified way by means of other resources like drawings, flashcards, videos, 

posters and explanations in their native language.   

Despite the aspects mentioned before, students still show interest and eagerness to 

participate in activities that require from them to show how much they have learnt in class, 

which in turn becomes a great contribution to their learning process. However, they are not used 

to reading. Thus, the real issue comes when most of them want to read but do not dare to do it 

because they feel ashamed of their English performance. 
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For the above reason, it would be significant to include a Reading Plan in the school 

curriculum in order to work on reading skills and reading comprehension through Collaborative 

Strategic Reading. The latter would be a set of narrative texts proposed to go in line with the 

“plan lector institucional” and the program proposed by the Ministry of education for the public 

schools called “Maratón de la lectura”.  

Although the school offers a structured English curriculum which is aligned with the 

Estándares Básicos de Competencias en Lenguas Extranjeras: Inglés and there are various 

activities carried out with the whole school community, such as spelling bee contests, Saint 

Patrick’s Day, the English Song Festival and stands to present CLIL topics on school fairs, it is 

essential to increase students’ awareness towards the importance of focusing on activities beyond 

the ones that engage the oral skills only.  

For this research study, I selected reading skills and comprehension as it has been an 

unexplored field by these 4th grade students up to the present time. The main goals are helping 

them acquire new strategies to understand what they read in different types of texts, to reach a 

higher level of vocabulary, structures and proficiency for future tests (Such as pruebas SABER) 

as well as any other kind of information that might grasp their attention.  

 It is expected that the planned and implemented activities and tasks are attainable and 

well balanced so that they become a tool that helps them to grow up as readers. 
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Chapter 2. Theoretical Framework 

 

 

Reading can be whether an individual or a social process that continuously requires 

teachers’ support and guidance in the school settings, especially for learners to reach appropriate 

levels of competence in this field. Therefore, within an educational setting, it might be 

convenient to enhance reading strategies focused on the “learner participation and interaction in 

the classroom” (Zhang, 2008, p. 92). 

According to the above mentioned, the concept of Collaborative Strategic Reading (CSR) 

presented by Klingner and Vaughn (1998) appears to be an innovative and dynamic trend to take 

advantage of in a foreign language classroom. Thus, this research explores the incidence of CSR 

in the motivation and consequent reading comprehension of fifth graders at Escuela Normal 

Superior la Hacienda de Barranquilla. It also explores the students’ attitudes observed while 

using such reading comprehension strategies during collaborative work, and the way it relates to 

their reading performance.  

In order to have a better understanding of the problem under study, this chapter 

defines some pivotal terms and theories in this inquiry. A review of literature about 

Collaborative Strategic Reading (CSR), reading comprehension instruction, reading 

comprehension strategies and Cooperative Learning, among others is provided in order 

to shed light on the diverse aspects that may be hindering the students’ reading 

motivation and consequent comprehension of texts in the English classes. 

Collaborative Strategic Reading  

Collaborative Strategic Reading (CSR) is a concept first developed by Klingner 

and Vaughn (1998) that mixes cooperative learning (Johnson & Johnson, 1987) and a 
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series of strategies related to reading comprehension instruction (Palincsar & Brown, 

1984).  

According to Palincsar and Brown (1984), CSR as an approach, seeks the application of 

four strategies in order to facilitate the reading comprehension. It is a sequence of 4 stages:   

1. Preview: before students read, they activate prior knowledge by recalling the things already 

known in relation to the topic and making predictions and inferences based on the pictures and 

the title. 

2. Click and clunk: It is a during- reading strategy that consists of having students identify clunks 

and clicks, it means difficult words and unknown structures and aspects that they can easily 

understand, respectively. Fix – up strategies are then used to have the text make sense or to 

overcome other limitations referred to clunks found throughout the reading process  

3. Get the gist: Students have the opportunity to comprehend the essence, the most important 

characters and ideas in a paragraph.  

4. Wrap-up: Concerns strategies such as summarizing, questioning to the author, etc. 

History of CSR 

Collaborative Strategic Reading was intended to foster reading comprehension.  At first, 

it was addressed to students with some sort of learning, behavior or reading issues who were part 

of general education classrooms (Klingner,Vaughn, et al., (2001).  

CSR has always been founded upon the theories of reciprocal teaching (Palincsar & 

Brown, 1984) and the notions of group work and interaction. In addition, it was designed in 

order to handle problems that have an impact on the educational field:  

“(a) how to adequately include students with disabilities and English language   

learners (ELL) in text-related learning; (b) how to teach text comprehension   
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strategies that facilitate students’ learning from expository text; and (c) how to  

 provide opportunities for students with disabilities to interact effectively with  

 peers” (Klingner, Vaughn, et al., 2004). 

Furthermore, the effects of CSR have allegedly been studied for the last 21 years. Some 

authors like Vaughn and Klingner (2001; 2004) have carried out research studies about the 

impact of CSR in elementary and middle school students. Participants include English language 

learners within normal conditions of reading, learning and behavior as well as student with 

learning disabilities in both regular and inclusive classrooms. In fact, their initial research was in 

1996 in a middle school in Latin America. It was conducted with a population of 26 students 

who were English language learners with learning disabilities. 

During that research consisting of approximately 15 sessions, they implemented  

reciprocal teaching (Palincsar & Brown,1984) with 8 to 9 students per group. As expected, they 

modeled the comprehension strategies and then guided students towards the learning and further 

use of them. Vaughn and Klingner (2004) found that “this support gradually decreased as 

students became more proficient in applying the strategies on their own” (p. 292). In the second 

stage of the study, students were separated into two groups; a first group of students with 

learning disabilities was tutored in reading comprehension whereas the other one worked in 

small cooperative groups. At the end, “students made gains in comprehension even when they 

were not directly provided with reading comprehension instruction by the teacher. Even students 

who were very poor decoders made improvements in reading comprehension” (p. 292).  

 Furthermore, Mendieta et al., (2015) appear to be the only authors to apply CSR in 

Colombia as an alternative approach to foster reading comprehension and self- directed learning 

in a collaborative setting. Such study was carried out by a group of English teachers living in five 
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different public schools in Colombia due to the common aim to promote the reading skills and 

self- regulation in their L2 learners. Collaborative Strategic Reading was utilized to explore new 

gains in these latter aspects. Consequently, certain techniques for gathering data (in this case, 

questionnaires, reading tests, and journals) were crucial to finally determine that the use of CSR 

had a positive impact on the attitudes and learning routines of the target population.  

On the other hand, authors like Deshler and Schumaker (1993) have also conducted 

studies on CSR but focused on aiding teachers find a balance between content and strategy 

instruction. In the meantime, Pressley and El-Dinary (1997) rather devoted their time to 

investigating the ways teachers implemented strategies of reading comprehension in their 

classes, concluding that comprehension strategy instruction is likely to be implemented only by 

some teachers according to their school conditions, mindset and EFL learning and teaching 

expectations.   

The role of the teacher in CSR 

A vast variety of reading strategies have emerged in recent years with the aim of 

overcoming students’ difficulties related to reading comprehension. In its role as the “essence of 

reading” (Durkin, 1993, p. 4-1), reading comprehension requires from teachers to be prepared to 

teach their students reading strategies.  

 The role of the teacher is important as he guides and models the reading strategies by 

means of role plays, simulations, mimics, think- alouds and verbal reports, among others.  Some 

teachers may find it quick, easy and practical to implement CSR in their classrooms. 

Nonetheless, it can also be a challenge for teachers with a more traditional mindset or no 

previous experience utilizing cooperative learning.  
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 CSR has complexity as an approach for the reason that it entails teachers’ practice in 

relation to understanding and monitoring the cognitive and metacognitive aspects of the students’ 

learning process when reading. 

 Additionally, a central aspect of the teacher’s role is that of providing enough 

possibilities for practicing whether individually or in group. In this way, students can become 

more expert and autonomous at using the CSR strategies. “After students become proficient in 

the use of each of the strategies, the teacher models how the strategies are integrated when 

reading texts. The teacher also provides an overview of how collaborative groups work and 

teaches students the roles and responsibilities of each member of the group” (Klingner and 

Vaughn, 1999, p. 290).  

The teacher’s feedback is also vital at any stage of the implementation of Collaborative 

Strategic Reading. By telling students the topic, connecting the topic to previous lessons, 

teaching nouns and related vocabulary, managing the students’ time on task and of course, 

checking that everyone is working on the target activity, among other teacher’s duties, he can 

verify whether or not students implement reading comprehension strategies and study skills.  

According to Klingner and Vaughn (1999), the teachers also claim that “they like being 

able to include a range of students with diverse reading and learning abilities” (p. 290). This is 

owing to the fact that most of the teachers that have previously implemented CSR in their 

classrooms assure to appreciate observing how their students learn and learn to think when they 

face a reading task. 

In one of their studies, Vaughn et al. (1998) designed a plan in order to prepare general 

and special education inclusion teachers to implement CSR in their classrooms. These teachers 

were followed for 3 years to analyze their practices and perceptions of CSR 
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(Klingner,Vaughn,Hughes,& Arguelles,1999). The results from these studies exposed that three 

of the seven teachers under study executed CSR at a high level and extent, while the remaining 

teachers either reduced its implementation over time or employed it at a low level from the 

beginning.  

In brief, the implementation of CSR helps learners to increase their reading 

comprehension and vocabulary knowledge at the same time they improve cooperative skills. 

However, it is not used to a large extent due to the fact that some teachers may not want to deal 

with students depending on other students’ job but learning to be completely independent 

through individual tasks.   

The role of the students in CSR 

According to Klingner, Vaughn, Arguelles,Tejero & Ahwee (2004), there are two 

principal reasons for students with reading disabilities to acquire strategies that allow them to 

understand most of what they read. First, students with reading disabilities and difficulties are 

generally included in general classrooms where they are demanded to read either a considerable 

amount of texts or texts that are too long for them. Secondly, this type of learners may lack a 

specialized supported instruction to understand texts that are not adapted for their specific 

conditions. Thus, research has demonstrated that instructional practices and the necessary 

paraphernalia for enhancing outcomes in the area of reading for meaning are vital inside the 

classrooms (Fuchs & Fuchs,1998; Vaughn, Hughes, Schumm, & Klingner,1998). 

In terms of effective reading comprehension, CSR aids learners to learn and use specific 

reading strategies, for instance: brainstorming, predicting, finding the main idea, making 

questions and summarizing ideas.  
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CSR facilitates the learning process through cooperative work. In this way, students work 

in groups of up to five members by performing the following roles: 

a) Leader: the person in charge of directing the tasks’ accomplishment in the group. 

b) Clunk Expert: the student who performs this role tries to assist the group in finding the 

meaning of the difficult words (clunks) by using the clunk cards. The clunk cards, as showed in 

Figure 1, are four cards with fix- up strategies to help those difficult words make sense as part of 

the sentence in the text.  

 

Figure 1: Clue cards used in collaborative strategic reading. 

 

 

  

 

Reread the sentence without the 

“clunk”.  

  

Think about what information that 

is provided would help you 

understand the meaning of the 

word. 

 

 

 

 

Reread the sentence with the clunk 

and the sentences before or after the 

clunk looking for clues. 

 

 

 

 

 

Look for a prefix or suffix in the 

word. 

 

 

 

 

 

 

 

Break the word apart and look for 

smaller words you know. 

 

 

 

c) Gist Expert: the student who helps the group to understand the main ideas of each paragraph. 

d) Secretary: this person assists the leader and has the duty of writing the answers in the reading 

log provided in each session. 

1 2 

3 4 
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e) Reporter: also called announcer; this person helps summarize the information and details 

asked about the readings in an oral way.  

According to the above mentioned, the main goal of CSR is learning to read and 

accomplish reading tasks in groups at the same time that cooperation and peer interaction are 

also favored. Here, the characteristics of cooperative learning proposed by Johnson and Johnson 

(1989) are included: positive interdependence, considerable face to face interaction among 

students, individual accountability, explicit social skills instruction, and process of feedback and 

evaluation following each session. 

Generally speaking, the role of the students in CSR goes beyond the simple use of 

reading strategies in groups: students are expected to increasingly acquire knowledge and 

understanding while interacting with others in order to overcome their difficulties referred to 

reading comprehension. A growing number of research studies has demonstrated that 

cooperation or interaction with peers can encourage the development of reading competence 

(Almasi, 1996; Ghaith, 2003; Tok, 2008).  

Instruction on Reading Comprehension 

 “Tailoring an effective reading instructional practice is not an easy task” (Zoghi, 

Mustapha, and Maasum. 2010, p. 67). It is a complex process including not only cognitive but 

linguistic, social and cultural factors. In this sense, reading instruction is a central point to 

improve the students’ strategic reading development. Thus, since students are expected to read 

and understand texts in a second language (Grabe, 2004), it is vital for teachers to be careful on 

the decisions to be made when they design and implement reading strategies in the classroom.    

As long as a person reads, their ability to learn, to understand and be conscious of 

different perceptions of the world is more noticeable. “Reading is a learned skill that begins 
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when children understand that letters form words, and words convey decoded meanings” (Gani, 

Yusuf & Susiani, 2016, p. 144). In this way, learners can construct meaning while 

accommodating and associating previous and new input.  

Stevens, Slavin, and Famish’s (1991) analysis of the effects of cooperative learning and 

direct instruction in reading comprehension strategies shows that reading research has mainly 

focused on two important areas: “cognitive psychology and classroom organization” (p. 8). 

While cognitive psychology has aimed at an in-depth awareness of comprehension strategies 

used by efficient readers and the way they use, control and monitor them (Baker & Brown, 

1984), research on classroom organization has explored the quality of methods of instruction and 

how they are connected to the successful instruction and learners’ motivation.  

According to Duke, Pearson, Strachan and Billman (2011), every teacher should develop 

reading comprehension by following these 10 essential aspects about reading comprehension 

instruction: 

“1. Build disciplinary and world knowledge 

2. Provide exposure to a volume and range of texts 

3. Provide motivating texts and contexts for reading  

4. Teach strategies for comprehending 

5. Teach text structures 

6. Engage students in discussions 

7. Build vocabulary and language knowledge 

8. Integrate reading and writing  

9. Observe and assess, and 

10. Differentiate instruction” (p. 52) 
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 Of course, these principles need to be gradually applied. First, I consider important to 

look in depth at the process of reading for constructing meaning and then, help our students to do 

it as they become successful readers.  

Duke, Pearson, et al., (2011), go on to say that comprehension is a consuming, continuous 

and complex activity (p. 56). However, for good readers, it should be a satisfying and fruitful 

task.  

The authors agree to highlight that “a good reader is an active reader”. This notion is also 

supported by the “integration of six principles identified from reading research that have come to 

form a pedagogical approach appropriate for the reading classroom” (Anderson, 2009). These 

principles taken from the research literature appear to have a close relation with the process of 

reading in L2. They will be further explained in the following section. 

An ACTIVE approach to Reading 

 In the ACTIVE approach to Reading, each one of the aspects is connected to the 

interactive character of the reading skill and its development as a process: 

A: Activate prior knowledge: As considered by Anderson (2009), “background knowledge 

includes all experiences that a reader brings to a text: life experiences, educational experiences, 

knowledge of how texts can be organized rhetorically, knowledge of how one's first language 

works, knowledge of how the L2 works, and cultural background and knowledge. Background 

knowledge is also referred to as schema in the reading literature” (p. 119). In other words, it 

could be said that “reading comprehension and reading skills are significantly enhanced when 

prior knowledge is activated” (Anderson, 2009, p.119).  

 C: Cultivate vocabulary: According to authors like Anderson, R.C., 1996; Graves & WattsTaffe, 

2002; and Anderson, 1985 (as cited in Anderson, 2009); most of the vocabulary is acquired 



29 

 

during reading. They conclude that vocabulary is not an item to study in isolation, instead, 

extensive reading might include an equivalent rich usage of new words when encountering them 

within the text. Reading provides the reader with a huge variety of contexts to learn words from 

in order to assimilate and use them in further opportunities.  

T: Think about meaning: checking for comprehension is essential for learners to be successful 

readers. The more a person is able to identify what words really want to transmit, the more 

comprehension will exist.  

Other activities proposed by Anderson (2009) to engage readers in thinking about meaning are 

summarizing, obtaining the main and supporting ideas, and questioning the author. Thus, through 

the use of these and other related activities, teachers are expected to guide students in their 

process of constructing meaning when reading a text.  

I: Increase reading fluency: According to Anderson (2009), “explicit instruction in rapid reading 

is an area which is often neglected in the classroom” (p. 128). I consider that teachers should not 

only promote fast reading but look for strategies to increase reading comprehension. In other 

words, reading fluency is as important as reading comprehension for learners to become 

successful in academic reading tasks. 

V: Verify reading strategies: Wrong reading strategies do not exist, but only wrong 

implementations of them. Every reader uses a different series of strategies to reach their reading 

aims.  

At this point, the teacher’s job goes beyond simple instruction on reading strategies. 

Instead, he provides multiple opportunities for students to practice and move forward in relation 

to the independent use of the reading strategies. As L2 readers enthusiastically monitor their 
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comprehension during the reading process, they will be able to choose and verify those strategies 

that help them to grasp the meaning of what they are reading.  

E: Evaluate progress: This last principle proposed by Anderson (2009) refers to the ongoing 

assessment of reading tasks accomplishment. Inside the EFL classroom, teachers are expected to 

always evaluate the way students progressively acquire reading proficiency either quantitatively 

or qualitatively. Similarly, students can gradually become more engaged in meaningful self and 

peer- evaluations as a resource to have them take responsibility for their own learning. 

The teachers’ job is essential to success of L2 active readers, as they can help their 

learners to discover what strategies work best for them in terms of reading comprehension inside 

and outside the classroom.   

Reading Comprehension Strategies and EFL Readers 

 The literature on reading instruction during childhood involves an extensive selection of 

strategy interventions which addresses possible causes of reading issues that have shown certain 

effectiveness in elementary education (Dole, Duffy, Roehler, & Pearson, 1991; Fuchs et al., 

1997; Palincsar & Brown, 2004). 

 Reading in L2 has always been significant for language learning. It seems to be that this 

significance has turned reading into an important issue to be considered in the educational 

policies and practice for students learning English (Slavin & Cheung, 2005). As an interactive 

and complex process, reading requires the reader to be more of an active participant who 

constructs meaning based on a determined text.  

 As an individual process, reading serves to explain the different interpretations of diverse 

readers (Maarof & Yaacob, 2011). In order to interpret and remember what is read, Cogmen and 

Saracaloglu (2009) report simple methods, for instance, underlining, taking notes, or 
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highlighting. They also found that reading a text is an activity in which good readers often use 

effective strategies to foster their reading comprehension. Readers may employ reading strategies 

to enhance their own understanding and help to remember new vocabulary and structures.  

 A wide range of definitions of reading strategies can be found in the literature. For 

instance, “Olshavsky (1977) defined SL/FL reading strategies as purposeful means of 

comprehending the author’s message. Wenden (1987) further outlined SL/FL reading strategies 

as problem-oriented actions and 158 techniques used to achieve apprehension or production 

goals, while Oxford and Crookall (1989) defined SL/FL reading strategies as learning 

techniques, behaviors, problem-solving skills, or study skills that can lead learners to more 

effective and efficient learning.” (Chen & Chen, 2015, pp. 157- 158).  

Reading strategies include the way learners visualize a task, what clues they take from 

written texts, to which extent they are aware of what they read and their type of responses in case 

they do not understand (Block, 1986). L2 research has allegedly suggested that successful 

readers use different strategies and that, although the strategies used may vary form one reader to 

another one, successful readers use them more effectively or more frequently.  

As stated by Grabe (2009), successful readers use an ample set of strategies in an 

efficient way and, what is more, they know how to use combined strategies, depending on their 

goals, reading tasks, and strategic processing abilities. 

O’Malley & Chamot (1990) further explained that SL reading strategies are conscious or 

unconscious procedures, actions, techniques, or behaviors; readers apply these strategies to 

problems with their comprehension and interpretation. Carrell, Gajdusek and Wise (1998) 

described ESL/EFL reading strategies as “what readers reveal in the ways they manage 
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interactions with the text and how they use strategies to achieve effective reading 

comprehension.” (As cited in Chen & Chen, 2015, p. 158). 

For this specific study, EFL reading strategies are viewed as the skills that learners use in 

a conscious way in order to enhance understanding as they read a text. In addition, reading 

strategies have also been divided into different types. However, I will rather take into account the 

classification proposed by Duke and Pearson (2002) as the most suitable for this specific 

research, context and contents.  

Duke and Pearson (2002) projected six second language and foreign language reading 

strategies:  

1. Prediction or prior knowledge 

2. Using think-aloud strategies to monitor comprehension 

3. Using text structures 

4. Using visual models including graphic organizers and imagery 

5. Summarizing  

6. Questioning and answering questions while reading. 

At the same time, I will keep in mind a further division of reading strategies into 

metacognitive and cognitive strategies. With regard to metacognitive strategies, El-Kaumy 

(2004) separated metacognitive strategies into three categories: 

1.  Planning: Learners set a reading purpose and read the text accordingly. 

2. Self- monitoring: Learners control their own reading process by using the adequate 

strategy at the accurate time, and  
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3. Self- evaluation: Which is considered the “reform phase” of the reading process. 

Here, the reader determines whether the reading purpose is reached or not, then 

changes the strategy in use or rereads the text. 

Regarding cognitive strategies, Singhal (2001) defined cognitive strategies as those that 

learners utilize to transform or manipulate the language. Examples of cognitive strategies involve 

summarizing, paraphrasing, analyzing, and using context clues. In other words, cognitive 

strategies are an important aid for students when constructing meaning form a text.  

Additionally, Sheorey and Mokhtari (2001) indicate that metacognitive strategies are 

techniques used by the students in an intentional and planned way to monitor or accomplish their 

reading whereas cognitive strategies are specific actions and procedures used when working in a 

straight line with the text. They also proposed the support strategies, which relate to the use of 

devices or/and tools to comprehend a text, for instance, using a dictionary, taking notes, or 

underlining or highlighting the text. 

In further studies, Sheorey and Mokhtari retitled two categories of their ESL reading 

strategies. “Metacognitive strategies were renamed to global reading strategies, and cognitive 

strategies were renamed to problem-solving reading strategies.” (as cited in Chen & Chen, 2015, 

p. 158). 

Nowadays, the same categorization of reading strategies still remains: global, problem-

solving, and support. According to Poole (2010), global strategies comprise planning how to read 

and managing comprehension, problem-solving strategies include the use of strategies when 

reading difficult parts of a text and support strategies encompass the understanding of a text by 

means of devices and techniques.  
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Furthermore, researchers like Anderson (1999) and Grabe (2009) suggest that strategy 

instruction should be an essential component of reading comprehension instruction (as cited in 

Gürses & Bouvet, 2016). The correlation between strategy instruction and reading 

comprehension appears to be evident when analyzing that the first one allows children to learn 

from texts.  

Fostering students’ awareness towards the use of reading strategies (especially 

metacognitive ones), could help student to reach a better performance in reading exercises and 

tests. In fact, teaching metacognitive strategies to our students can become part of the solution 

for the poor reading comprehension that is being faced at the present time in most of the 

educational settings. 

 As children grow up, they are expected to read more and increase the level of complexity 

of their target texts. While engaging in difficult readings, “learners may experience a breakdown 

in comprehension more often than when they read less difficult texts” (Muijselaar, Swart, 

Steenbeek-Planting, Droop, Verhoeven & de Jong, 2017, p. 206). Every time a breakdown in text 

comprehension occurs, the reading strategies become a type of support to overcome those gaps. 

Thus, the more difficult the text is, the more advanced strategies it requires. We teachers should 

help our students select suitable reading strategies according to the type and complexity of the 

text in order to make them feel motivated and involved in the reading task. 

 As Pressley (2002) states, appropriate comprehension of a text occurs when a reader is 

capable of making predictions about it, matching information in the text to background 

knowledge, asking questions while reading, monitoring the understanding of the text, and 

summarizing what is being read. All of these metacognitive procedures allow readers to motivate 

and self- engage progressively in reading tasks. 
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Using metacognitive strategies and enhancing metacognitive awareness may help 

students reflect on their ability to think and go beyond the literal meaning of the words. As 

students are eager to learn from what they read, they become intrinsically motivated to pose 

questions and use reading strategies almost automatically.  

As known from practice, EFL teachers are expected to create and implement reading 

activities for students to learn in a motivating and passionate environment. Accordingly, Baker, 

Dreher, and Guthrie (2000) highlight that both teachers and parents should help students to 

increase their eagerness to read by providing them with appropriate foundations at the word 

level, giving enough interesting reading materials, making of reading a stress-free and funny 

process, identifying learners’ strengths and weaknesses, providing enough time on task for them 

and of course, sharing strategies for engaging, positive and meaningful learning.  

Motivation in Reading  

 As cited in Gambrell (1996), “much of the recent work conducted by the National 

Reading Research Center has been guided by the engagement perspective (Alvermann & 

Guthrie, 1993; Guthrie, 1996), which builds on theories of motivation, knowledge acquisition, 

cognition, and social development” (p. 16). According to this perspective, an engaged reader 

shows himself as “motivated, knowledgeable, strategic, and socially interactive (Gambrell, 1996, 

p. 16). 

 Motivation plays an important role in this conceptualization of what an ideal reader is. 

Whenever a student is motivated to read, he is able to read on purpose, build new knowledge and 

progressively learn new ways to accomplish new and different tasks. In this sense, Guthrie et al. 

(2004) explain that motivation and engagement provide a great contribution to reading 

comprehension. Evidently, the acquisition of strategies for reading comprehension may be time 



36 

 

consuming and demand a large amount of motivation and further effort. However, motivation as 

well as engagement might impact the development of reading comprehension because those are 

aspects necessary in order to recognize issues related to the text such as its content.  

 Guthrie et al. (2004) go on to say that the motivational and cognitive characteristics of a 

reader are crucial to determine his time on task and consequent level of engagement in a reading 

task. According to the authors in mention, these latter characteristics allow the readers to build 

knowledge while interacting socially to learn from text.  

In the same vein, Wigfield and Guthrie (2000) defined motivation as multifaceted, as 

there is a diverse array of motivations (or types of motivation) for reading. However, the most 

studied types of motivation have been intrinsic motivation, extrinsic motivation and social 

motivation.  

Types of motivation. 

 According to Decy (1992), intrinsic reading motivation has an experiential component 

which disposes people to perform reading activities with pleasure, enjoyment and interest. 

Furthermore, intrinsic motivation has a dispositional component, related to the “desire to interact 

with those activities” (p. 49). Here, intrinsic motivation in reading includes learners’ curiosity for 

becoming involved in reading and looking for ways to use the texts as paths to learn from the 

world around them.  

 Extrinsic motivation for reading is more related to the desire to obtain external incentives 

or recognition. In the word of Meece and Miller (1999), it is usually associated with the “use of 

surface strategies for reading and the desire to complete a task rather than to understand or enjoy 

a text or a task” (cited in Wigfield and Guthrie, 2000, p 407). Basically, Intrinsic and extrinsic 

motivation are not opposite; instead, they seem to be positively related as both predict the 



37 

 

amount and frequency a person is able and eager to read. However, teachers should be careful 

with the external incentives since they often lead learners to gain an increasingly dependency on 

recognition and rewards to maintain their reading level (Barret & Boggiano, 1988).  

 Third, social motivation for reading refers to interpersonal and community activities. As 

Morrow (1996) states, children who like reading with peers and that participate of group 

activities by accomplishing required reading tasks are likely to be intrinsically motivated readers. 

Current theories of motivation recognize that learning is facilitated by social interactions with 

others (McCombs, 1989; Oldfather, 1993) and that social collaboration promotes achievement 

and an intinsic motivation towards reading. Thus, opportunities for sharing about books and texts 

with others is important for developing motivated readers, as reading with peers may give a 

higher sense of reading achievement.  

 Ahmadi, Ismail, and Abdullah (2013) explored the relation between students’ reading 

motivation and reading comprehension in a Malaysian inclusive school. They included concepts 

related to motivation such as interest, perceived control, collaboration, involvement and efficacy 

of text genres. In their study, they concluded that reading motivation has a positive impact on 

reading comprehension and that high motivation can serve as a path to reach higher scores in 

reading comprehension tests.  

 On the other hand, apparent low levels of reading motivation and students’ lack of 

willingness to read materials outside the class seem to be a universal issue: students do not tend 

to read unless it is required.  Pitcher et al. (2007) state that “motivation to read declines because 

of the mismatch between what students are asked to read and their preferences” (as cited in 

Meniado, 2016, p.120). 
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Owing to the above mentioned, I find significant that teachers show sensitiveness 

towards students’ interests, needs, likes and purposes. Keeping in mind the reading texts and 

materials preferred by the students would increase their motivation, their reading comprehension 

and their consequent reading performance both individually and as a part of a group. 

Use of Cooperative learning in the Classroom 

In order to acknowledge the biases of group work and class discussion, a review of 

Cooperative Learning is also needed along with a deeper understanding of its associated 

definitions. Johnson, Johnson & Holubec (1994) define Cooperative Learning as the efficient 

development of social skills and the systematic promotion of cognitive abilities through the use 

of small groups. By means of Cooperative learning students work together; the idea is that those 

teams resemble real communities in which every single participant has a specific role, thus the 

interaction is promoted, and the competences to work in groups towards a common goal are 

developed.  

In addition, Olsen and Kagan (1992) defined Cooperative Learning as a “group learning 

activity organized so that learning is dependent on the socially structured exchange of 

information between learners in groups and in which each learner is held accountable for his or 

her own learning, and is motivated to increase the learning of others” (p. 8). Thus, Cooperative 

Learning as an instructional method, seeks that students accomplish objectives they have in 

common by working together in small groups to increase their own and peers’ learning. 

(Johnson, Johnson, & Smith, 1998; Brown, 2001). 

Although Cooperative Learning is not a commonly used approach, nowadays it is being 

implemented by a greater number of schools due to the useful character given to language in real 

settings, and the relevant emphasis in solving problematic situations in groups. According to 
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(Gömleksiz, 1993), Cooperative Learning is an in- class learning approach that develops 

learners’ positive image, encouraging them to solve problems and think in a critical way through 

cooperation.   

What makes Cooperative Learning Successful. 

 Working cooperatively goes beyond simply having students work together as a group 

(Jacobs & Hall, 2002; Johnson & Johnson, 1999; Murray & Christinson, 2010).  Indeed, there 

are certain elements that differentiate cooperative learning groups from other sorts of groups 

(Johnson, Johnson, Holubec & Roy, 1984; Jollife, 2007; Johnson & Johnson, 1999). These 

elements are indispensable for group accomplishment.  

Firstly, the Positive Interdependence, which allows each student to make his own 

contribution within the group. It is related to the dependence on one another as a team to achieve 

the common goal. Then, the Individual Accountability is a key to remind each member of the 

group that there needs to be a sense of responsibility for mastering the material used. Third, the 

Face- To- Face Interaction, which is focused on the fact that most of the group work should be 

done interactively, by providing feedback among peers. Fourth, the appropriate use of social, 

interpersonal, collaborative and small-group skills, where learners develop leadership, decision-

making, communication, and conflict management skills. Finally, the Group Processing is a 

principle based on the assessment of actions to determine whether they are helpful or not. Group 

Processing is a periodical evaluation to identify possible changes to strengthen the group work.  

           Johnson and Johnson (2009a, 2009b) highlight Positive Interdependence as the most 

important aspect of Cooperative Learning as there is no cooperative work without any kind of 

cooperation. Positive interdependence creates a sense of responsibility where students benefits 

from their own efforts, but also from the rest of the members’ work. Every one of the members 
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in the group must be aware that working together permits greater achievements than working 

alone.  

 Research in Cooperative Learning suggests that it maximizes the diverse students’ 

abilities related to cognitive, psychological and social performance. Thus, it becomes vital to 

overcome possible problems of individual differences (Li and Lam, 2013). Furthermore, another 

benefit of adopting Cooperative Learning is that students are constantly debating and clarifying 

their understanding. It means they are constructing their own knowledge by interacting and using 

the material provided in class. 

 Li and Lam (2013) go on to say that “the emphasis is on understanding the material as 

evidenced by the student's ability to explain ideas to their peers” (p. 11). This leads to a sense of 

achievement that might not easily be completed individually.  

 I consider that Cooperative Learning works with the accountability of both students and 

teacher, as it requires a set of aspects related to the individual and group performance. Students 

as the central point of Cooperative Learning should be in charge of assuming their given role 

within their group and worrying for learning from what they are doing with their peers. Students 

can help or even search for support from their classmates besides obtaining it from their teacher 

even when he is the guide anytime.  

Working in groups requires collaboration and interaction to a large extent. In the case of 

the teacher, an inclusive mindset is key; the profile of the teacher engaged in cooperative 

learning should ideally be characterized by a spirit of fellowship, teamwork and awareness. 

Moreover, teachers are required to plan and use meaningful activities where students are asked to 

tutor their peers, solve problems on their own behalf, or involve in any other manner. Tasks such 

as games or dynamics, recording of videos, poems and songs compositions, brainstorming, 
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presentations of reports, mind maps design and explanation, discussions, debates, jigsaws, 

puzzles and team tournaments serve to encourage the collaboration and the group cohesion every 

time it is needed. 

Cooperative Learning in the Reading Class. 

           In a regular reading class, the teacher probably asks students to read over and over while 

they gain comprehension of the selected text. However, Cooperative Learning appears to be an 

accurate method to change the course of that tradition and raise the efficiency of reading in 

students.  

           Evidence shows that there is a greater comprehension in the moment children learn 

together sharing what they have read and perceived from the reading. For instance, Pan and Wu 

(2013) explored the impact of Cooperative Learning in reading comprehension and learning 

motivation of EFL freshmen by making a comparison between some traditional methods of 

Reading Instruction and Cooperative Learning Instruction. Their results indicate substantial 

differences favoring Cooperative Learning Instruction on L2 reading comprehension, especially 

with medium and low proficiency learners.  

           “Recent research and theoretical explanations in cognitive psychology have attempted to 

describe how complex cognitive skills are learned. In reading comprehension, for example, 

cognitive skills are often neither well-structured nor rule based, and therefore are more difficult 

to teach explicitly” (Stevens, Slavin and Farnish, 1991). Learners need to be supported while 

learning these skills, the teacher can model and scaffold if necessary. However, in Cooperative 

Learning, such scaffolding is supposed to be provided by the students’ peers at a larger extent.  

           Learning cooperatively is a way of constructing meaning together. In light of social 

constructivism, reading is regarded as a socio- cultural and collaborative experience (Alexander 
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& Fox, 2004). It means that the process of making- meaning is constructed in a social way; it 

emerges out of interaction, and it has interactive and social purposes. 

            According to Koda (2005) and Paris, Wasik, & Turner (1991), tasks carried out in 

cooperative formats related to reading give learners the possibility to improve and assess the 

utility of the reading comprehension strategies selected as they read. As Vaughn and Edmons 

(2006) state, as long as students work cooperatively in small groups, they become more 

proficient at reading texts and making use of comprehension strategies that allow them to 

understand the reading material.  

            A review of the existing definitions and general literature on Cooperative Learning, 

Reading Strategy Instruction and Collaborative Strategic Reading shows that peer work and 

assessment have a strong influence on the way students read and comprehend. Also, evidence 

reveals that working in cooperative small groups increases the motivation required for 

comprehension to happen (Mathewson, 1994).  

           Most of the investigations referred to working CSR in the classroom are focused on 

expository texts. However, this study is focused on narrative texts in order to take advantage of 

students’ interests and consequently, motivate them to read more in L2. 

Narrative texts 

          In this last part of the theoretical framework, the attention is turned on exploring facts and 

features related to the narrative genre. As explained before, the type of texts selected for this 

research study were the narrative texts, since they are the preferred ones by the target population 

(see Results of focus groups, chapter 4), and also as a way to go in accordance with the 

institutional curriculum, which facilitates the use of a reading plan (Plan lector institucional) that 

mostly focuses on tales and stories.  
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          As Davies (1995) asserts, “there is a range of different aspects or features of text which are 

used to label differences. Among these features are those of readability, content, affective 

impact, rhetorical function, rhetorical patterns and source of text” (p. 86). In the case of 5th grade 

at ENSH, where this research was conducted, the narratives as short stories, folk tales and fables 

were emphasized. Narrative texts appear to be a significant variable in the cognitive processing 

of prose since individuals have to use their knowledge about how narratives are structured in 

order to comprehend and recall stories.   

The Narrative Schema 

           As cited in Fitzgerald and Spiegel (1983, p. 2), “Johnson and Mandler (1980) describes 

six major categories of narrative information: Setting, Beginning (a precipitating event), 

Reaction (the protagonist's Reaction and setting a Goal), Attempt (the effort to achieve the Goal), 

Outcome (the success or failure of the Attempt), and Ending (the long-range consequence of the 

action sequence or the added emphasis). The Beginning through the Ending make up an 

Episode”.  Furthermore, Duke and Pearson (2009) also argue that the story structure employs a 

few consistent heuristics in order for the students be able to organize their story understanding 

and ability to remember. Hence, they also propose a further categorization of narratives’ 

structure which includes setting, problem, goal, action, outcome, resolution, and theme.  

            According to Davies, Shanks and Davies (2004) “The development of narrative skills 

is critical for the progress of all children” (p. 271). Thus, the explicit instruction of reading 

strategies can be preponderant to develop a better understanding of narrative grammar and 

structure, as well as to increase the ability to identify main ideas, evoke key elements of the story 

and, in more advanced levels, compose well-formed narrative texts.  
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               The understanding of the narrative schema or story structure is also related to the 

learners’ age and type of instruction previously received. As Fitzgerald (1989) says, "Knowledge 

of story structure becomes richer and more elaborate as children grow older, with considerable 

enhancement over the intermediate grade years" (p. 28). Additionally, as children grow up, they 

can become more proficient at crafting questions and retelling the stories worked in class and 

outside. 

                All in all, teaching students about story structure might be a way to enhance in the 

students the comprehension of important elements in both, familiar and unfamiliar narrative 

texts. Thus, the impact of narratives was essential in this study to increase readers’ ability to 

recognize central elements in the stories as well, as to answer to different types of questions 

taking into account the literal, inferential, and critical levels of comprehension.  

              In this previous section, I outlined the main aspects related to reading comprehension 

and instruction, cooperative work, narrative texts, among others that are relevant for the 

implementation of reading tasks in cooperative settings. In applying CSR with children, it is 

essential to expose them to a collaborative and peer- assessed environment in which they have 

the opportunity to increase their reading performance from the structured discourse of narrative 

texts and from the constant interaction with their mates.   
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Chapter 3. Methodology 

According to Cresswell (2002), educators always struggle for frequent improvement, 

which at the same time requires managing determined issues and looking for possible and viable 

solutions. “Research plays a vital role in addressing these issues. Through research we develop 

results that help to answer questions, and, as we accumulate these results, we gain a deeper 

understanding of the problems. In this way, researchers are much like bricklayers who build a 

wall brick by brick, continually adding to the wall and, in the process, creating a stronger 

structure” (p. 4).  

The purpose of this research study is to delve into the influence of Collaborative Strategic 

Reading (CSR) in the students’ motivation and reading comprehension of narrative texts. In 

addition, it aims to explore the students’ attitudes, use of reading strategies and behaviors 

experienced throughout collaborative work, and how they relate to their reading performance. 

The following research questions guide this study:   

1. How does Collaborative Strategic Reading influence the reading performance of narrative 

texts in a group of fifth grade students at Escuela Normal Superior la Hacienda de 

Barranquilla?  

2. What specific strategies, attitudes and helping behaviors observed during collaborative 

work impact those students’ motivation to read and comprehend narrative texts? 

In the case of this research study, I consider that a qualitative design is more adequate in 

order to study the selected issues related to reading comprehension in a deeper and more 

inclusive way. Certainly, “qualitative methods typically produce a wealth of detailed information 

about a much smaller number of people and cases. These increase understanding of the cases and 
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situations studied but reduces generalizability” (Patton, 1990, p.14). In summary, qualitative 

designs are the most appropriate choice when “a straightforward description of a phenomenon is 

desired” (Lambert & Lambert, 2012, p. 256).  

  This chapter explains in detail the methodology implemented in this study in order to 

answer the research questions proposed. First, there is a description of the research design and 

paradigm in which this study is inscribed. Then, an account of the type of study (research 

methodology) is provided. In addition, there is a brief relevant description of the participants of 

the study along with the criteria used to select them. Finally, I give a detailed description of the 

data collection procedures and an overall statement regarding some ethical consideration that 

were contemplated in order to maintain the privacy of the target population.  

Research paradigm 

The notion of paradigm can be conceived as “a loose collection of logically related 

assumptions, concepts, or propositions that orient thinking and research” (Bodgan & Biklen, 

1998, p.22). Otherwise, Mac Naughton, Rolfe and Siraj- Blatchford (2001) define paradigms as 

the inclusion of three elements: a belief about the nature of knowledge, a methodology, and 

criteria for validity (p. 32).  

As it is known, educational research is focused on problem- solving. Thus, a determined 

paradigm that entails all the aspects related is required. Although certain researchers do not tend 

to label their research by explicitly using a determined paradigm, readers might require it to be 

perceptible to have a deeper understanding of where the research study is grounded. In the words 

of Egbert and Sanden (2013), “advocate making a paradigm explicit so that the researcher and 

the reader have a basis for their interaction during the study description” (p. 38).  
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In relation to the academic arena, we can find four general categories of paradigms that 

are common and recognized in the research literature. They are: structuralist, interpretivist, 

critical and constructivist (Egbert and Sanden, 2013). 

After reading related information about paradigms, I concluded that this study is mainly 

framed within the constructivist worldview. “Although some scholars include the constructivist 

paradigm in the interpretivist category, as it becomes more well-developed it has taken more of 

its own category” (Egbert & Sanden, 2013, p.35). According to Egbert and Sanden, 

constructivism emphasizes that reality is not objective but subjective. It means that reality may 

be viewed and interpreted by an individual or a group perspective and that it cannot be measured 

through experiments. Instead, knowledge is constructed, contextualized and built through 

personal experiences rather than acquired from or imposed from outside.  

As Taylor and Medina (2013) assert, this paradigm allows researchers to construct rich 

understandings of the ‘life- world experiences’ of teachers and students within the educational 

settings as well as of the cultures of classrooms and communities they serve. Hence, the 

researcher’s subjectivity plays a crucial role in the process of interpreting and reflecting as a key 

part of inquiry.  

The researcher engaged in a constructivist paradigm would constantly reflect on the 

influence of his values and beliefs in reference to others’ thoughts and feelings. 

Quantitative Research Design  

When conducting research in the educational field, it is crucial to define whether to 

design and write the investigation in one of the two main approaches used traditionally: 

quantitative or qualitative research design. Such decision is tied to the nature of the problem 

under investigation and, of course, to the questions that address it.  
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As Proctor and Capaldi (2006) assert, quantitative research is “scientific investigation 

that includes both experiments and other systematic methods that emphasize control and 

quantified measures of performance” (cited in Hoy & Adams, 2015). Statistical analysis, 

numbers, formulas and measures are central to quantitative research as they tend to be the bridge 

between the empirical nature of observation and the use of accurate scientific and mathematical 

terminology. 

Whereas qualitative investigators focus on understanding, exploring and discovering 

patterns of behavior, researchers engaged into quantitative research aim to develop and prove 

hypotheses, models and theories that explain behavior (Hoy & Adams, 2015). In quantitative 

research, the researcher is interested in making explanations or trends relying on scientific facts 

and mathematical data and there might not be place for words, transcriptions, images or other 

types of data sources employed subjectively in the qualitative designs.  

In the same vein, Creswell (2002) determines quantitative research’s chief features to be: 

“(a) Providing a major role for the literature through suggesting the research questions to 

be asked; (b) Creating purpose statements, research questions, and hypotheses that are 

specific, narrow, measurable, and observable; (c) Collecting numeric data from a large 

number of people using instruments with preset questions and responses; (d) Analyzing 

trends, comparing groups, or relating variables using statistical analysis, and interpreting 

results by comparing them with prior predictions and past research, (e) Writing the 

research report using standard, fixed structures and evaluation criteria and; (f) taking an 

objective, unbiased approach” (p. 13).  

In quantitative studies, data is more analytic- alike, objective, reliable and generalizable 

than the data gathered via qualitative research. However, this specific study is framed within a 



49 

 

qualitative research design; I wanted to favor qualitative research upon quantitative research as 

the latter is frequently “of interest to only statisticians and has little value or relevance for the 

discipline of education or, for that matter, the practical field of education in the USA or 

elsewhere” (Mitra, 1974, p.43).  

Qualitative Research Design 

For this specific research study, I used a qualitative approach to acquire descriptive 

information referred to fifth grade students’ lack of an adequate reading performance, as well as 

to determine what specific strategies, attitudes and helping behaviors observed during 

collaborative work show advance in the students’ reading comprehension and reading 

engagement. 

 The term “qualitative research” is an umbrella term that makes reference to a complex 

and growing inquiry methodology. In education, qualitative research is about attempting to 

understand the students and teachers’ duties at their study and work settings (Eisner, 2017). By 

doing qualitative research, researchers depend upon what they experience; carrying out 

qualitative research then becomes an act of learning to see, hear and feel.  

 The qualitative approach is typically interested in a subjective and interpretivist 

worldview. Guba & Lincoln, (2006) assert that researchers involved in qualitative research 

“interact with the research contexts and the reality is constructed by the individuals involved in 

the research settings (as cited in Fan, 2009). In this sense, such subjective perspective allows the 

qualitative researcher to gain more detailed data concerned with understanding beliefs, behaviors 

and perceptions inside the classroom. 

Qualitative methods become an alternative in educational based inquiry. Although some 

processes might be similar in both quantitative and qualitative research, the qualitative design 



50 

 

relies more on facts or assumptions collected from texts and images and have different stages to 

follow in order to conduct the study.  

Years ago, such stages were identified as he “scientific method” of inquiry (Kerlinger, 

1972; Leedy & Ormrod, 2001). Through this method, researchers were able to: 

a) Identify a problem that defines the goal of research  

b) Make a prediction that, if confirmed, resolves the problem  

c) Gather data relevant to this prediction  

d) Analyze and interpret the data to see if it supports the prediction and resolves the 

 question that initiated the research. (cited in Creswell, 2002). 

Nowadays, these stages underpin educational research. In the words of Creswell (2002), a 

researcher engages in these following six steps whenever a research study is undertaken. 

1. Identifying a research problem   

2. Reviewing the literature   

3. Specifying a purpose for research   

4. Collecting data  

5. Analyzing and interpreting the data   

6. Reporting and evaluating research 

 At this point, it is important to mention that qualitative designs are more appropriate to 

conduct a research issue that needs to be explored when the variables are not clear or known. The 

literature review in these cases may not be enough to answer the research questions posed. 

Consequently, the researcher will need to learn more from participants through exploration. 

Qualitative research is concerned with qualitative phenomena. For instance, it is helpful 

when our interest is to investigate behaviors, attitudes, opinions and feelings, or even to explore 
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why people act or react in certain ways. “This type of research aims at discovering the 

underlying motives and desires, using in depth interviews for the purpose. Other techniques of 

such research are word association tests, sentence completion tests, story completion tests and 

similar other projective techniques” (Kothari, 2004, p. 2). 

Another important consideration is the teacher’s role as researcher, due to the fact that the 

inquirer is commonly immersed within a thorough experience with the target population and is 

likely to expose certain ethical and personal concerns and attitudes. “Qualitative approach to 

research is concerned with subjective assessment of attitudes, opinions and behaviors. Research 

in such a situation is a function of researcher’s insights and impressions. Such an approach to 

research generates results either in non-quantitative form or in the forms which are not subjected 

to rigorous quantitative analysis” (Kothari, 2004, p. 6). This means that every qualitative design 

will be different as we teachers and researchers can find our interpretations formed during the 

study as a big element shaped by our biases, values, culture and general background.  

According to Kothari (2004), qualitative research is particularly significant in the 

behavioral sciences in which the objective is to determine the underlying motivations and 

reasons of human behavior. In this specific case, the intention is to analyze the various factors 

which might motivate students to read cooperatively and enhance their reading performance 

through texts they like and that allow collaboration and peer work.  

Qualitative research is mostly focused on the participants, on how they interact with 

certain phenomenon at a given point in time and under specific conditions and settings. Such 

settings go from homes and workplaces to classrooms and online- chat rooms (Heigham and 

Croker, 2009). Hence, the importance of the participants under study and their places of 

interaction is reassured as the main way to find answers to what we are in search of. 
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 In the same vein, qualitative designs have the limitation of not being generalizable. 

Instead, they are attached to the specific context where the investigation has been carried out. 

Qualitative research is detailed, descriptive, and rigorous and requires devoting lots of time to 

carry it out. Thus, it is vital to analyze observable behaviors inside the EFL classroom in a 

descriptive manner.  

“Qualitative research in second language acquisition has been limited to describing 

observable second language acquisition behavior rather than attempting to describe actual 

language processing, which is by definition internal. It is more appropriate for describing 

the social context of second language, such as dyadic speech interactions (Who says what 

to whom and when), frequencies and descriptions of speech acts in given language use 

contexts such as the language classroom, and descriptions of teacher and learner language 

in the classroom” (Seliger & Shohamy, 2001, p. 121). 

Qualitative research methods along with its allied techniques and instruments for data 

collection (for instance, participant observations and students’ diaries) make possible to describe 

how learning happens in an “easy” but still legitimate way. Researchers know the real need and 

importance of collecting and analyzing data judiciously. Accordingly, Seliger and Shohamy 

(2001, p. 119) state that “the development of rigorous methods for data collection and analysis 

(in qualitative research) have produced results that would not be possible through experimental 

designs”. 

This research study was based upon a qualitative rather than a quantitative approach. 

Thus, I aimed to explore and describe from a comprehensive viewpoint what actually happened 

when grouping fifth grade students to apply reading comprehension strategies in a cooperative 

environment. In this specific case, the qualitative approach allowed me to observe and study 
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what occurred in the classroom whilst considering possible outcomes and insights that may have 

been unexpected in the constantly changing essence of the school setting.  For this research 

study, I have selected case study as the most suitable methodology in order to give answers to the 

research questions. 

Research Methodologies Used in the Study 

Case Study. 

 In the words of Yazan, B. (2015), case study has traditionally been a terrain of research 

of the social sciences. It is characterized by changing or sometimes opposing approaches 

espoused by research methodologists.  

 Likewise, Yin (2002) states that a case is “a contemporary phenomenon within its real-

life context, especially when the boundaries between a phenomenon and context are not clear 

and the researcher has little control over the phenomenon and context” (p. 13). Thus, Yin’s 

definition of case is narrowly related to the explanation of case study as a legitimate research 

method; Yin’s point of view understands case study as an empirical inquiry based on the “how” 

and the “why” questions to address the phenomenon or issue under study. 

 At this point, it is important to mention that a case study is an intensive description and 

analysis of a phenomenon. It can be related to a program, an institution, a person, a process, or a 

social unit (Merriam, 1998). She also highlights that a case study has certain unique attributes 

that make it distinguishable: a) particularistic (a case study emphasizes a particular situation, 

event, program or phenomenon); b) descriptive (it comprises a detailed description of the issue to 

be studied); c) heuristic (it enlightens the reader and his understanding of the phenomenon under 

research). Hence, the author reassures the importance of helping the case study to become a well- 

defined and adequately structured method; presenting an approach to the formation of the design 
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that follows determined steps for research. Those steps go from conducting literature review, 

constructing a theoretical framework, identifying a research problem, crafting and sharpening 

research questions, to selecting the sample.  

On the other hand, Yin (1994) presents a model for a case study design that consists of 

four steps: 1. Design the case study, 2. Conduct the case study, 3. Analyze the case study 

evidence, and 4. Develop the conclusions, recommendations and implications (as cited in 

Tellis,1997). A case study is carried out in most of the cases with the aim of pursuing a holistic 

and in- depth investigation. Case studies have been used in varied investigations, particularly in 

sociological studies, but increasingly, in instruction.  

According to Yin (1993), a case study can be whether exploratory, explanatory or 

descriptive. “Exploratory cases are sometimes considered as a prelude to social research. 

Explanatory case studies may be used for doing causal investigations. Descriptive cases require a 

descriptive theory to be developed before starting the project”. (p. 3). A case study might take 

into consideration multiple perspectives. Consequently, the researcher studies the opinions and 

perspectives of the actors, but also make relevant the voices of the groups of actors and the 

interaction between them (Tellis, 1997).  

The aspect mentioned above is important as case studies in general also seek to empower 

and give voice to people. The case study methodology can nowadays be considered as a 

completely reliable alternative when it is carefully implemented and executed through valid 

protocols of investigation.  

 This study is partly framed within the methodology of a case study as it focuses on a 

particular issue related to reading comprehension and engagement of a sample of ten students. It 

is an in- depth exploration in terms of reading of narrative texts that aimed to understand, register 
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and describe what happens when CSR is put into practice. In addition, this case study became a 

means to evaluate cooperative behaviors and the use of certain reading strategies proposed in the 

CSR approach.  

Research Setting and Participants for the Main Study 

This qualitative exploratory study was conducted at ENSH, a public school located in 

Barranquilla, Colombia in which I started to work as an English teacher since 2015. Once I had 

the permission of the school’s principal, I started implementing the strategy of CSR as a means 

to deal with issues related to reading comprehension of narrative texts in English.   

Traditionally, the school has been offering only three hours of English per week to the 

primary grades. The participants have an A2 level according to the Common European 

Framework, which means that they are at a basic level according to their grade and ages. The 

classrooms are furnished with sets of tables, which facilitate the implementation of tasks in 

cooperative groups. Besides, they are endowed with few technological devices, for instance, a 

video beam and a laptop. 

 During the academic year of 2018, there were five English groups in fifth grade at the 

school (consisting of 35 to 40 students each group). However, the sample was selected in one 

class of 37 students.  

The implementation of the first lesson plan was done with the whole class. In this initial 

stage, I could notice that most of the students were not used to working in cooperative teams, and 

that they only worked when the teacher was near or available to help them. Also, the majority of 

students showed a tendency to be distracted, to make noise and talk about issues that were not 

part either of the reading or of the class.  



56 

 

Thus, for the upcoming lesson plans I selected a sample population of ten students taking 

into account their performance in the first lesson plan’s implementation which lasted two 

sessions. The main reason why I further selected 10 students as the target population was that I 

started to visualize those students who showed a greater sense of cooperation and autonomy 

while working in groups. They demonstrated to be motivated and engaged to keep learning about 

CSR strategies and how to put them into practice. 

 The strategy employed was purposive or purposeful sampling; according to Robson 

(2002), “in this method, the sample is chosen which is most likely to fulfil the aims of the 

research inquiry (as cited in Fan, 2009, p. 69). In this case, I selected EFL learners with 

intermediate ability in English. However, they still lacked a greater amount of vocabulary and 

instruction in reading comprehension.  

In table 1, I have gathered some important features of the participants selected (names 

have been changed). This information may provide insights on how proficient each student is at 

the different communicative skills as well as how their personality influences their reading 

performance during the different stages of the CSR sections and their capability to work properly 

as part of a cooperative team. 
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Table 1: Target participants 

 
Name  Gender Age Communicative skills 

proficiency 

 

Personality traits and teamwork 

skills 

Jose Oscar M 11 He has an adequate proficiency 

at speaking according to his 

level and always try to answer 

and show their thoughts in 

English the best he can. He 

does not like activities that 

entail too much writing.  

 

Extroverted but not so friendly in 

some occasions. 

 

He always wants to be the leader in 

the group. However, He participates 

actively when performing other 

roles as well.  

 

Shirley F 10 She has appropriate bases 

related to vocabulary, which 

has been helpful for the 

teamwork and for the 

comprehension of the readings 

in general. 

She is rather shy, although her ideas 

and assistance within the groups are 

a good contribution, she does not 

like to participate orally, at least not 

in a spontaneous way. 

 

 

Oscar M 11 He shows an adequate level at 

listening and speaking 

according to his level.  

At the beginning of the 

implementation, he was reluctant to 

participate of the CSR activities 

designed, because he was aware of 

his deficiencies at reading. 

However, he now participates 

actively within his group and likes 

writing the answers in the learning 

logs as well.  

 

Nahiomy F 10 She has a quite basic level. 

However, she likes English and 

always tries their best to 

achieve an adequate production 

in her L2.  

She tends to be very shy. She also 

likes writing instead of speaking. 

That seems to be one of the reasons 

why she prefers roles with some 

sort of low speaking requirement 

such as secretary. 

 

Juan Mario M 11 He has the most basic level of 

the whole group. in most of the 

cases, he needs more assistance 

from the teacher and their peers 

to understand what to do.  

Tends to become easily distracted. 

In some situations, he has behavior 

issues (walking around the 

classroom or bothering others) 

when they feel bored or in troubles 

to understand appropriately the 

reading or the instructions.  

 

Karla F 11 She shows a high tendency to 

writing rather than showing 

their others skills’ 

performance.  

 

Introverted and does not like being 

the leader.  

Santiago M 10 He has a very adequate use of 

their skills (reception and 

production) and is not scared of 

showing it in from of the rest of 

He has the accurate traits to be a 

leader. He always does his best to 

accomplish the activities and 

encourages his group to work 
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the group or the teacher.  

 

He always dares to convey 

their ideas in L2 and shows 

himself as a very engaged 

person within the group.  

 

together.   

 

Santiago shows a good attitude 

towards their peers; he helps and 

guides them when needed.  

Karina F 10 She also shows a high 

engagement in the development 

of the activities proposed. Their 

performance is appropriate to 

her level in relation to the four 

basic skills.  

Extroverted and friendly. 

 

She also likes guiding her peers 

when they require it. she shows an 

active participation within the 

group, no matter what her assigned 

role is. 

 

Vivianne F 11 She likes making use of the 

four basic skills at an equal 

extent. However, she becomes 

easily frustrated when she does 

not find the accurate words to 

convey what she means 

(especially when writing and 

speaking) 

Extroverted.  

 

In some cases, she has difficulties 

with the rest of her group because 

of her bossy attitude.  

 

She always struggles to be the 

leader, but the group selects the 

roles of each member in a 

democratic way and trying not to 

repeat the same role in two 

consecutive sections. 

 

She has been leader and also 

performed other roles. However, 

she tends to be rude to their peers 

because she is the kind of person 

who always wants to be right. 

  

Schannix F 11 As Shirley, she also has proper 

bases related to vocabulary, 

which has been helpful for the 

teamwork and for the 

comprehension of the readings 

in general. 

 

She is rather introverted. 

She does not like to participate 

orally, at least not in a spontaneous 

way. 

 

She prefers writing and making 

meaning from the words or phrases 

presented in the texts. Due to that 

fact, Schanix seems to be more 

comfortable being the clunk expert, 

the gist expert and the secretary.  

 

 

 

 



59 

 

This investigation expected to help increase the understanding of the influence that CSR 

instruction has on a group of EFL primary learners with relatively homogenous ability and 

performance in English. Hence, the participants of the study are 10 fifth grade students aged 

between ten and eleven years old who are learning English as a foreign language since their pre- 

school level. Although all the students majored in the rest of the mandatory subjects (science, 

math, Spanish, etc.), they have not had formal instruction on how to read a text, neither on how 

to apply reading strategies to boost reading comprehension.  

As CSR is a strategy to be worked in teams, the 10 students chosen were arranged into 

two groups and then, assigned the cooperative roles related to CSR (leader, clunk expert, gist 

expert, secretary and reporter). The students changed roles by themselves at the beginning of 

each session to make sure that all of them experienced the CSR from different perspectives. At 

first, two learners were reluctant to participate of the CSR plans because they considered they 

were not proficient at reading in English. However, they were later explained that it was not 

crucial for them to read texts in an excellent way, but that they were expected to acquire certain 

levels of proficiency as time and instruction passed by. The rest of the group always showed 

interest and enthusiasm about learning English from a new type of instruction that they have 

never worked with.  

Ethical Considerations 

Throughout the entire process of conducting a research study, there are certain ethical 

considerations to be taken into account in order to assure the investigation’s validity. For 

instance, in the case of the educational contexts it is a must to obtain a consent from the students 

who are going become the target population. Also, it is imperative to protect their privacy and 

hide their identities to make the study confidential.  
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In the words of Arksey & Knight (1999), the relevance of obtaining the informed consent of 

the sample of any research is to “safeguard participants’ privacy and welfare and to give them a 

choice about whether or not to take part in a study” (p. 129). In a qualitative research study, any 

type of information gathered from the participants must be carefully managed, so the integrity of 

the participants is not exposed to harmful situations. 

In the case of the students that I selected to work with, I also obtained the permission of their 

parents to protect their children’s wholeness. As cited in Fan (2009, p. 63), “in any form of 

research, precautions should be taken to prevent participants from any possible harm” (Cohen et 

al., 2000; Lankshear & Knobel, 2004). In this specific case, both parents and students agreed 

voluntarily to express their consent and the latter accepted to show their opinions and points of 

view about the strategies to be implemented throughout the CSR lesson plans’ application.  

The first way to contact students’ parents was by sending a written form in which I 

explained what the study was about as well as the importance and need to conduct this study at 

our school. After the parents signed the permission, I had some informal conversations with them 

in which I assured them that their children’s opinions would be treated with respect, and that 

their identities would not be divulged under any circumstance. They became aware of the fact 

that their children were being recorded, interviewed and included in some types of visual 

registers such as pictures and videos, but that all the data gathered would be utilized exclusively 

for this particular research project. 
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Data Collection Techniques and Procedures  

 In this section of the Methodology chapter, I present an account of the instruments and 

techniques used to gather relevant information to this research study. A description of each one 

of such instruments is presented along with the reasons why they were selected.  

In order to obtain information related to the research topic and for the purposes of this 

study, I focused on tests (pre- test and post- test), observations, learning logs and focus group 

interviews.  

All in all, the data for this study consisted of two tests (pre and post), observation field 

notes of six class sessions, videotape transcripts of three class sessions, transcripts of two focus 

groups with each one of the ten participants and twelve learning logs (six per group).  

 

Table 2: Techniques and dates of implementation 
 

Data Collection Techniques Data Collection Dates (2018) 

 

Reading comprehension pre- test July 25  

Instruction of CSR strategies (whole class 

implementation) 

August 1 

Learning log 1 (whole class implementation) August 1 and 6 

Focus group interview 1 August 10 

Observations (video- recorded) 

• Cooperative teams’ interaction A 

• Learning log 2 

 

• Cooperative teams’ interaction B 

• Learning log 4 

 

• Cooperative teams’ interaction C 

• Learning log 6 

 

August 29 and 30 

 

 

September 26 and 28 

 

 

October 18 and 24 

 

 

 

Learning logs 

• Learning log 1 

• Learning log 2 

• Learning log 3 

 

August 1 and 6 

August 14 and 16 

August 29 and 30 

September 5 and 12 



62 

 

• Learning log 4 

• Learning log 5 

• Learning log 6 

 

September 26 and 28 

October 18 and 24 

 

Reading comprehension post- test November 1 

Focus group interview 2 November 7 

Note: During all the sessions (lesson plans and learning logs) I did observations and took field notes. However, 

only three of those sessions (2, 4, 6) were videotaped.  

Tests.  

 For a long time, language teaching, testing and research have had an emphasis on the role 

of communicative competence and how to assess it. “This emphasis on testing communicative 

competence has grown from the theories of language use and the instructional methodologies 

that have emerged to address the concepts of communicative competence as a component of 

language” (Brown & Hudson, 2002. p. 28). Nowadays, experience shows that language testing 

methods consider aspects like knowledge of language, awareness of the contextualized use of 

language and notions of grammar.  

 For this study, I applied the same test as pre and post- test. I attempted to measure the 

students’ reading comprehension of narrative texts before and after the CSR instruction. Thus, 

the same test was applied twice to examine how this CSR approach influenced the ways students 

understand a narrative text making use of the three comprehension levels (literal, inferential and 

critical) and how it helped students to become proficient at getting main ideas and supporting 

details.  

 The major part of the test that I designed for measuring learners’ reading performance (at 

the initial and final stage of the plan’s implementation) is framed within what Brown and 

Hudson (1998) call the “Constructed- response assessment”. Although this type of items tends to 

be more suitable for measuring speaking and writing as productive skills, they can also be useful 

for witnessing how receptive and productive skills interact.  
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In this case I favored the constructed- response items to eliminate some of the guessing 

factor. Constructed- response items may be more subjective than selected- response items. 

However, As Brown and Hudson (1998) say, they can measure the use of productive language 

and the integration of both receptive and productive skills. Specifically, the reading test 

implemented consisted of a narrative text (fable) with three subsequent subdivisions of items: the 

first one focused on testing the literal comprehension level, whilst the second and third array of 

items were to test the inferential and critical comprehension levels correspondingly.  

 In the largest part of the test, students needed to give short answers. Hence, students were 

required to examine and analyze questions and statements in order to write their responses with 

one or more sentences. Then, a second part of the test consisted of selected- response items. “In 

selected-response assessments, students typically do not create any language. Thus, these 

assessments are most appropriate for measuring receptive skills like listening and reading. In 

general, selected-response assessments are relatively quick to administer. In addition, scoring 

them is relatively fast, easy, and relatively objective” (Brown & Hudson, 1998, p. 658). The 

main three types of selected- response items are true- false, matching, and multiple choice. The 

one I employed was matching, attempting to reduce once again the guessing factor as much as 

possible, and as a way to measure learners’ abilities to associate one set of facts (written or by 

means of pictures) with another.  

 Furthermore, both pre and post tests were graded taking into consideration the assessment 

scale used at the Escuela Normal Superior la Hacienda de Barranquilla (ENSH): 
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Figure 2: ENSH Assessment Scale 

 

 

 

In both cases, the pre- test and the post- test were solved individually during an English 

class, they lasted up to 40 minutes and were graded with the assessment scales shown in figure 2. 

In order to grade the tests, each individual question was given the same numeric value: the 

highest score to obtain, which is 5.0, was divided by the number of items responded. Thus, the 

score depended on the amount of correct answers obtained by each student. The result of the 

numeric value given to the items was multiplied by the number of correct answers to obtain the 

test grade.  

At the end of the implementation of CSR which consisted of six lesson plans, the post- test 

was applied to contrast students’ prior reading performance with their reading level after the 

explicit use of reading strategies in cooperative teams.  
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Observations. 

My role as observer can be framed within what Gold (1958) calls the “observer as 

participant”. Hence, I first informed the members that they were going to be observed and 

studied. Then, I spent certain amount of time with the target group (from 4 to 5 hours per week) 

engaging in limited interaction, modeling and intervening when clarification of instructions was 

needed and observing them while they worked on CSR tasks completion.  

 Another consideration was the need of recording and using field notes. “Field researchers 

rely most heavily on the use of field notes, which are running descriptions of settings, people, 

activities, and sounds. Field notes may include drawings or maps” (Hoepfl, 1997, p.53). Hence, 

those notes become helpful to our memory as they should ideally occur as soon after observation 

as possible. 

 I selected the observation for collecting data due to the fact that this technique permitted 

to evidence students’ reading performance, oral interaction and behaviors while working as a 

team. Furthermore, by means of observation, recordings and field notes, I could obtain a more 

evident proof of the way CSR influenced the participants’ reading performance.  

 For this exploratory research, I made the observations as I implemented the CSR lesson 

plans. I was present in each single session guiding the students in the use of the CSR reading 

strategies and taking notes when necessary. In addition, I tape- recorded three sessions of CSR, 

and then I transcribed them to analyze the data, derive categories and draw conclusions. 

 I observed the ten students all the time, and recorded a lesson from the beginning, a 

lesson from the middle and a lesson near the end of the implementation. The purpose of this 

three-moment recording was to determine and explain how CSR predisposed the students’ 

reading performance as time passed by and as the activities proposed in the lesson plans were 

carried out. Some observations were implemented outside the regular classes due to time 
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constraints. However, it was not an obstacle for the students to work and interact in a relaxed and 

free way as if they were not being observed. During the three observation moments, interaction 

also played an important role as students worked in teams to read a narrative text and to perform 

subsequent pre, during and post reading activities.  

Learning Logs. 

 During the sessions carried out to implement CSR, learning logs were a useful instrument 

for establishing a reading and learning routine, as well as to gather information related to reading 

comprehension. The learning logs were worked in the cooperative teams (5 students each), and 

with the frequent aid and supervision of the teacher. Logs easily became a learning resource in 

which learners had the opportunity to record the responses to the questions and prompts set by 

the teacher. Besides, the logs constituted a tool to develop a major level of learning, engagement 

and independence in the students.  

As asserted by Klingner and Vaughn (1998), “CSR learning logs enable students to keep 

track of learning ‘as it happens’ and provide a springboard for follow-up activities” (p. 35). In 

this case, logs were utilized to make students record their answers, thoughts and ideas on each 

stage of the reading (pre, during and after reading) as well as to write down and construct 

meaning of clunks or unknown words when needed.  

Learning logs are a type of graphic organizers. They are outlines that allow students to 

establish prior knowledge, reflect on new important ideas and shape what they have learnt from 

the reading. As Wittrock says, “graphic organizers are instructional tools that provide a 

meaningful framework for readers to form relationships between what they know and text 

information” (cited in Vaughn and Edmonds, 2006, p. 134). Due to the organizational structure 
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provided in the learning logs, students can show gains in texts comprehension whereas they learn 

to associate the vocabulary displayed in the reading and the main idea or ‘gist’ of each part of the 

reading (beginning, middle and ending). 

Also, learning logs have a narrow relation with the metacognitive strategies as they have 

shown to be important for pupils to involve actively in their own learning process, to become 

aware of their own cognition and to achieve certain capabilities to overcome difficulties related 

to comprehension. In the words of Kurt (2007), the majority of the students employ determined 

metacognitive strategies in order to gain consciousness and control over their cognition. In the 

case of this study, students utilized the learning logs as a path towards becoming aware, 

planning, monitoring, and evaluating their own thought processes. These learning logs were used 

as part of the CSR reading activities and challenged students to reflect on the strategies they 

made use of to understand narrative texts in a more appropriate way.  

The logs make available some sort of written documentation of learning and are useful at a 

high extent as study guides (Klingner & Vaughn, 1998). In this way, students can evidence 

whether they are meeting the reading aims proposed or not. Consequently, learning logs became 

the reading artifact employed in this study to gather information related to students’ 

comprehension of narrative texts.  

Throughout the implementation of the CSR approach, students worked in cooperative teams 

with determined roles (clunk expert, gist expert, leader, secretary, and announcer o reporter) in 

order to complete a total of six learning logs related to six different narrative readings. 
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Table 3: Summary of the readings worked on each session/ learning log. 
 

 Title of the reading material Author and type of text 

Learning log 1 The goose that laid golden eggs Aesop                                     

Fable 

Learning log 2 The selfish giant Oscar Wilde 

Short story  

Learning log 3 Why the koala has a stumpy tail? Mitch Weiss and Martha Hamilton 

Fable 

Learning log 4 The cap seller and the monkeys Retrieved from 

https://kidsshortmoralstories.com/cap-

seller-and-monkeys-story-with-moral/ 

 

Short moral story 

  

Learning log 5 The jungle book  Rudyard Kipling 

Tale 

Learning log 6 The river and the mountain Shreya Sharma 

Short moral story 

 

In most of the cases, the learning log was completed by the student who performed the 

role of the secretary with the aid and input of the rest of the cooperative group. As there were 

two groups of five students in the CSR application, each group was in charge of one learning log 

(two learning logs per session as a result).  

Each one of the six learning logs worked on in the application of CSR was divided into 

three parts. First, students aimed to develop preview strategies such as predicting, brainstorming, 

inferring, making connections between prior and new vocabulary, etc. Then, students had to 

https://kidsshortmoralstories.com/cap-seller-and-monkeys-story-with-moral/
https://kidsshortmoralstories.com/cap-seller-and-monkeys-story-with-moral/
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apply certain during reading strategies proposed by Klingner and Vaughn (1998) for 

Collaborative Strategic Reading like getting the gist (main idea) and making meaning of clunks 

(difficult words or phrases) by means of the use of the fix- up strategies modelled in the clunk 

cards (as shown before in Figure 1). Finally, learners worked on wrap up strategies in which 

they had the possibility to write and answer questions related to the text, review, summarize, 

propose a different ending, use timelines and criticize the author and their characters, amid 

others.  

Focus Group Interviews. 

Interview is “a specialized form of communication between people for a specific purpose 

associated with some agreed subject matter” (Anderson, 1990, p.222). The interview in a 

research study aims to gather relevant information regarding the phenomenon under study. The 

focus group interview is a technique mostly used in qualitative research in which a group of 

interviewees are asked about their beliefs, opinions, perceptions and attitudes related to a 

determined issue or situation. Those questions are provided in a setting consisting of a group of 

five to ten people, here the participants are free to talk with other members of the group. While 

the interviewees convey their thoughts, experiences and opinions, the researcher can whether 

take notes or record them for latter analysis.  

According to Wisker (2001), the use of interview is highly desirable for obtaining 

information based on i. emotions, feelings, experiences, ii. sensitive issues, and, iii. insider 

experience, privileged insights and experiences (cited in Dilshad & Latif, 2013, p. 191). 

Therefore, all the aforementioned might be possible through focus group interviews as they 

provide a sense of real life in which participants are influencing and being influenced by others 

in a more natural setting than that of individual interview (Casey and Krueger, 2000).  
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On the other hand, it is important to clarify that focus groups might be found inadequate 

in some determined situations in which the topic to discuss about is not of great interest for the 

participants, or even when the topic is difficult to understand. Hence, Morgan and Krueger 

(1993) highlight that employing focus groups may not be required whenever a group discussion 

is not appropriate; the interviewees have difficulties to speak about the topic or quantitative 

information is necessary to be collected.  

For this particular case, the two focus groups implemented served as part of a “multi- 

method study” (Morgan, 1997): both focus groups were used along with other methods and 

techniques for data collection and latter triangulation. In this study, the focus group included 

topics easy for the students to manage, and a set of open questions provided in Spanish to lower 

kids’ anxiety and fear of being misunderstood.   

Indeed, focus groups are “naturalistic rather than natural events and cannot and should 

not be left to chance and circumstance” (Bloor et al., 2001, p.57). For this reason, a relaxing 

climate as well as a sense of confidence needs to be settled by the moderator. This person in 

charge of organizing, conducting and controlling the whole process of the interview plays a vital 

role in assuring a data of quality that really aims to what the study is seeking.  

Accordingly, Dawson et al. (1993) and Morgan (1997) suggest that a moderator needs to 

be a good listener and observer, objective, respectful of participants’ responses, open minded, 

have enough knowledge and awareness about the project and be sensitive to the participants’ 

needs.  

 Each focus group I applied consisted of eight open-ended questions in which students had 

the opportunity to talk about aspects relevant to this study. For instance, they talked about their 

preferences when reading texts, the conscious and unconscious use of reading strategies, their 
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perceptions about the use of CSR and the ways this approach influenced their reading 

performance. 

In this study, two focus groups interviews were applied (see Appendix B). The first 

interview was performed before exposing students to CSR instruction, and the second interview 

occurred after the six lesson plans had been totally implemented. I decided to carry out both 

focus groups in Spanish in order to make the learners feel more comfortable and with a sense of 

freedom to convey their ideas in L1.  

The first focus group interview allowed me to obtain insights about the students’ perceptions 

and preferences related to reading texts in English and Spanish, the time they devote to reading 

and the strategies they applied or wanted to apply in order to find the main idea and supporting 

details of a reading text. 

In relation to the second focus group interview, the questions aimed to delve into students’ 

attitudes, helping behaviors and sense of cooperation when the reading strategies proposed in the 

CSR approach were applied. Likewise, I was able to establish what aspects related to reading 

comprehension they had improved and their final opinions and thoughts about reading narrative 

texts in English after the intervention. All in all, with the application of this second focus group 

interview, I attempted to collect students’ information about the progress they made related to 

reading comprehension and strategies to work cooperatively as well as how they considered that 

CSR was useful to achieve the above mentioned.  

After transcribing the observations and the interviews, I devised a series of categories that 

emerged from them (see the results’ chapter) and triangulated this information with the data 

obtained from the tests and learning logs. Basically, all the data gathered from these instruments 

were scrutinized to answer the research questions posed in this study about the influence of CSR 
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in students’ reading motivation and comprehension of narrative texts as shown in the section 

related to the findings. 
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Chapter 4. Findings 

 

Data Analysis  

Once the necessary data collection instruments, the first action was transcribing the data 

that resulted from the pre and post - tests, focus groups interviews, class observations, and 

learning logs. The next step was to code the information and organize it by categories related to 

students’ speech, use of reading strategies, students’ behaviors and use of Collaborative Strategic 

Reading (CSR), among others related to the theoretical bases of this study in general and to its 

research questions in particular. 

As triangulation is likely to build confidence and solidity in the way researchers analyze 

their data and thus, in what they discover (Freeman, 1998), the interpretation of the information 

was carried out taking into account the data triangulation in each category that arose from the 

data analysis. Hence, I hereby give clear evidence of every category studied and contrast the 

resulting aspects of each instrument utilized during the CSR intervention.   

Results 

The instruments analyzed in this study (tests, class observations, learning logs and 

interviews) revealed that CSR was useful in relation to a group of fifth graders’ reading 

comprehension and succeeding reading motivation. Furthermore, the analysis gave insights into 

the ways how such reading performance improvement and increased motivation were 

accomplished. 

  In this chapter, I present a detailed examination of the data collected. For this purpose, I firstly 

specify the categories employed and then, give an account of the findings, along with my 

interpretation of the results.   
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Results of the pre and post – tests. 

In order to identify the levels of reading comprehension that students are more proficient at, 

the results of the tests were grouped in some charts as follows:  

Table 4: Pre- test scores by types of comprehension questions 

 
Level of 

comprehension 

Type and 

amount of 

comprehension 

questions 

S1 S2 S3 S4 S5 S6 S7 S8 S9 S10 

Literal 

Comprehension 

Identifying 

main ideas and 

key words (6) 

4 3 4 2 5 2 5 5 6 5 

Recall the order 

of events (6) 
4 3 5 6 2 5 5 4 5 6 

Inferential 

Comprehension 

Making 

inferences (2) 
1 2 0 1 1 2 0 0 1 2 

Drawing 

conclusions (3) 
1 2 2 2 2 1 2 0 2 2 

Critical 

Comprehension 

Making 

judgements 

about the 

characters (4) 

0 2 0 0 2 2 2 2 3 0 

Evaluating the 

moral of the 

story (1) 

0 1 0 0 0 1 1 1 0 0 

Correct answers 10 13 11 11 12 13 15 12 17 15 

By school grades 2,27 2,95 2,50 2,50 2,73 2,95 3,41 2,73 3,86 3,41 



75 

 

Figure 3: Pre- test scores by levels of comprehension 

 

 

The pre- test was carried out as a starting point in order to determine the extent to which 

those ten students selected for the study were able to manage comprehension questions at the 

literal, inferential and critical levels. The type of text used was a fable since the narrative text 

was the preferred genre by the students to work with (see later description of the first focus 

group interview’s results).  

As shown in the figure 3. A 67% of the answers were correct in this first part of the test, 

demonstrating at the same time, that they were more proficient at recalling the sequence of 

events in a story and answering questions when they had the possibility to find the ideas or 

details explicitly shown in the text.  

A percentage of 20% referred to the inferential comprehension showed that the target 

population was able to make inferences and draw conclusions at a low extent. In this part, the use 

of selected- response items, in which students only needed to read and match was supposed to be 
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relatively easy and fast for them to accomplish. However, the grades show that it was a 

challenging exercise for them as they needed to analyze and make further associations between 

what they had read in the story and a set of facts and statements presented.  

Finally, the third part of the test was related to critical comprehension level. Thus, a 13% of 

students had difficulties to use L2 to convey their ideas mostly because of their lack of 

vocabulary; they asked me very frequently about the meaning of some words in English to 

answer what they needed to and also some of them expressed not knowing how to read and write 

in English. This validates what Malatesha (2005) considers in accordance to the fact that, 

traditionally, the decoding and comprehension strategies have received much more attention than 

the development of vocabulary as a vital point in reading skills acquisition. Vocabulary and 

comprehension are closely related for the reason that readers with poor vocabulary are more 

prone to having difficulties to understand written texts, whereas those readers with appropriate 

vocabulary bases tend to show more eagerness to read and may consequently improve their 

comprehension. 

Also, during the pre- test’s application, the informants had difficulties making judgments 

describing personal traits of the characters and stablishing an adequate moral for the story 

because those are aspects not clearly or explicitly shown in the reading. This part of the test 

allowed the use of constructed responses. Thus, students did not have the opportunity to guess 

anything, instead, this kind of responses tend to be more subjective, but still needs to be accurate 

regarding what is being inquired. Hence, most of the students showed a tendency to answer 

mixing L1 and L2, but more importantly, most of them did not convey accurate meaning: in most 

of the cases the answers provided were not related to what was presented in the text, neither to 

what was asked.  
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All in all, results of this last fragment of the text demonstrated that the students’ basic 

English level and lack of formal instruction on reading might not allow them to go beyond what 

is read in order to give their own reasons and arguments. Then, the scores and percentages in this 

section confirm an important students’ necessity to learn how to integrate their receptive and 

productive skills in order to better understand what they read, and therefore, convey meaning in a 

more suitable way. 

As I explained in the methodology chapter, once the CSR intervention was finished, the 

same test was applied as a post- test in order to determine to what extent those target students 

showed or not improvements in their reading performance. The post- test was applied at the end 

of the implementation of six lesson plans supported (or guided) by the CSR approach. It was 

considered as a useful tool to contrast students’ prior reading performance with their reading 

level after the explicit use of reading strategies in cooperative teams. Table 5 offers a deeper 

insight on what were the changes in students’ reading comprehension: 
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Table 5: Post- test scores by type of comprehension questions 

 
Level of 

comprehension  

Type and 

amount of 

comprehension 

questions (6) 

S1 S2 S3 S4 S5 S6 S7 S8 S9 S10 

Literal 

Comprehension  

Identifying 

main ideas and 

key words (6) 

6 6 5 6 5 6 6 6 6 6 

Recall the 

order of events 

(6) 

6 5 6 5 6 6 5 6 6 6 

Inferential 

Comprehension 

Making 

inferences (2) 
1 2 1 2 2 2 2 1 2 2 

Drawing 

conclusions 

(3) 

2 2 3 3 2 2 3 2 2 3 

Critical 

Comprehension 

Making 

judgements 

about the 

characters (4) 

1 3 1 1 2 2 2 3 3 1 

Evaluating the 

moral of the 

story (1) 

0 1 1 0 1 1 1 1 1 1 

Correct answers 16 19 17 17 18 19 19 19 20 19 

By School grades 3,64 4,32 3,86 3,86 4,09 4,32 4,32 4,32 4,55 4,32 
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Figure 4: Post- test scores by levels of comprehension 

 

63%22%15%

Post- test scores by 
levels of …Literal comprehension

Inferential comprehension

 

 

 

 

  

Once the CSR intervention finished, the same test was applied as a post- test in order to 

compare students’ later reading performance. I observed that students were feeling more relaxed 

at this time and seemed more confident with the vocabulary and the ideas presented in the 

reading. In addition, the amount of times they asked the teacher about an unknown word was 

reduced in comparison to the pre- test, which might be a proof of their raising autonomy. 

Now, they seem to have a deeper understanding of some specific reading strategies 

provided by the CSR approach such as re- reading the sentence without the unknown word 

(clunk), re- reading the sentence with the clunk and the sentences before and after the clunk in 

order to contextualize more and look for useful clues, looking for a prefix or suffix in the word, 

and breaking the word apart looking for smaller words that they already know.  
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After revising the post- tests, the students’ improvements at the three levels of 

comprehension was noticeable. The amount of correct answers for the ten tests done show 

learners’ advance after the CSR intervention:  

 

Figure 5: Comparison of results: pre- test and post- test 

 

 

The figure presented above is an evidence that students enhanced their reading 

comprehension levels after the CSR implementation. It is vital to remark that in the pre-test, 

most of the students had a low performance taking into consideration the assessment scale from 

Escuela Normal Superior la Hacienda (ENSH). However, in the post-test, the students’ grades 

increased to basic and high performance. 

Results of the focus group interviews with students 

I said in the methodology section that I carried out two focus groups interviews with the ten 

target students. In the first interview, the questions were formulated with the aim of identifying 

student’s perceptions and expectations about reading in a language different from theirs. The 
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second interview focused more on exploring students’ insights regarding their reading strategies 

and the activities employed, their experience to read and work in cooperative teams with 

assigned roles and, finally, their thoughts about the existence or lack of motivation towards 

reading autonomously in the near future.  

This section describes the most significant results derived from the two focus group 

interviews. Based on the rate of recurrence of the answers, I established a set of emergent 

categories for further discussion as presented in table 6:  

Table 6: Focus group interviews 1 and 2: Emergent categories 

 

Reading 

Motivation 

Use of strategies for 

reading comprehension 

Language input 

and output 

Use of CSR 

 

 

For the analysis of the data collected, I based upon Strauss and Corbin (1990) guidelines for 

analyzing qualitative information. First, I used the open coding in order to identify the main 

issues of the data. As Goulding (1999) asserts, in the process of open coding, the data is broken 

down into different units of meaning. Hence, transcripts of interviews, for instance, are useful to 

detect and classify words and/ or phrases that are relevant to confront the researcher’s concepts 

and perceptions to the real aspects under investigation.  

The previously mentioned process basically consists of "identifying a chunk or unit of data 

(a passage of text of any length) as belonging to, representing, or being an example of some 

more general phenomenon" (Spiggle, 1994, p.493). Thus, during the open coding, I examined the 

data in a detailed way, and named the phenomena through the categories that arose.  
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 Reading motivation  

The first insight related to this category has to do with the students’ perceptions towards 

learning additional reading strategies that allow them to increase or improve their reading 

comprehension. Here, they expressed their eagerness and motivation for learning how to manage 

readings in L2 and stated feeling comfortable with the idea of participating in this study. In 

addition, they explained that they liked having this opportunity since it was a different strategy 

that would help them reduce their gaps in relation to vocabulary, reading comprehension and 

learning a second language in general, as the following interview excerpts show,  

 

“Yo opino que sí me gustaría porque me ayudaría mucho más a entender las lecturas” [I 

consider that I would like it because it would help me to understand the readings more easily]  

(Juan Mario)  

“Yo creo que sería lo mejor para mi aprendizaje del inglés… con tal que las estrategias 

sean para mi beneficio como estudiante, yo pienso que estaría super bien” [I think it would be 

the best thing for my learning process in English… as far as the strategies are for my own benefit 

as a student, I think it would be really good] 

(Santiago) 

“Yo creo que sí me gustará porque si es para aprender es bueno… y eso lo podría utilizar 

en los exámenes y las tareas. Y para la vida, si me voy algún día a viajar o algo también me 

puede servir” [I think that I would really like it. If it is to learn, it has to be good… and I could 
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use what I learn in the exams and pieces of homework. Also, it can be useful for my life if I am 

going to travel someday, for example] 

(Karla) 

In regard to the interest shown by the students towards the tasks that require reading texts, 

most of the students stated feeling more relaxed when reading in their mother tongue, as this is 

the language that they use all the time. They added that they like reading texts in Spanish 

because they felt freer to read without thinking too much about the meanings of a great amount 

of vocabulary presented.  

“Me siento bien porque siempre que leo no tengo que hacer ningún esfuerzo de pensar qué 

significa cada palabra” [I feel o.k because whenever I read, I do not have to put so much effort 

into thinking about the meaning of each word] 

(Santiago) 

However, it is important to mention that for some students, the interest in reading is 

narrowly related to what they really like:  

“Bueno… sinceramente eso depende. Si el libro es el que me gusta a mi o si trata de una 

serie de acontecimientos que le pasan a una persona en concreto, y va evolucionando y van 

sucediendo cosas, esas lecturas me gustan a mí. Por ejemplo, en esas lecturas me siento que 

estoy dentro del libro, me profundizo… ehhh… me siento feliz” [well, it actually depends on the 

book. If I really like the book, or if it is about a series of adventures that a person experiences. I 

like readings in which interesting things happen; I feel happy like a character inside those 

readings] 

(Jose Oscar) 
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On the other hand, they also mentioned that the fact of reading in a foreign language, as is 

the case of English for them, can be such a challenging task that makes them feel uncomfortable 

at times because they do not understand the major part of the texts or most of the vocabulary 

presented:  

“Yo a veces me siento mal porque a veces no entiendo los textos o lo que me pongan a leer 

en inglés” [I feel bad in some situations when I do not understand the texts that I have to read in 

English] 

(Schannix) 

“Me siento bien y mal, a veces no entiendo muy bien las palabras y eso… bueno, la mayoría 

de las veces… pero leo y voy entendiendo un poquito” [I feel good and bad at the same time, I 

sometimes do not understand the vocabulary and stuff… then, the more I read the more I 

understand] 

(Juan Mario) 

In the same vein, most of the students said that they tend not to read in L2 frequently and 

that they might feel that they lack much vocabulary in English to understand what they read 

(they only read in the English classes offered by the school and, three of them also do it as an 

extra activity in the English classes offered on Saturdays by the Instituto Colombo Americano, in 

which they are enrolled). However, they expressed their eagerness to learn new words, ideas and 

viewpoints by reading in L2.  
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“Me siento rara y a la vez normal. Rara porque no es mi idioma, el que manejo… y bien 

porque aprendo palabras que no me sabía o que no manejaba” [I feel weird as English is not my 

language. But at the same time, I feel normal and good because I learn new words] 

(Karla) 

“Me siento bien porque… bueno… yo tengo que reforzar más el inglés, pero yo lo 

entiendo” [I feel good because I understand English, but I know I need to reinforce it] 

(Oscar) 

In addition, motivation towards reading in L2 seems to be strongly tied to their 

preferences related to types of texts. As I show in the following excerpt, most of the target 

population chose the narrative texts, and this result was taken into account to decide focusing the 

CSR approach on the use of narratives like tales and fables, for instance:  

Vivianne Los cuentos y fabulas son chéveres… y los textos informativos, porque 

me gusta enterarme de cosas muy importantes [the tales and fables are 

nice… I also like the expository texts as I love finding out important 

information] 

Nahiomy Los cuentos me encantan… porque me gustan los personajes [I love the 

tales… because I like their characters] 

Oscar  Me gustan los narrativos porque cuentan sucesos, cómo algo sucedió [I 

like the narrative texts because they tell about events and how 

something happened] 

Juan Mario Me gustan los narrativos para saber de historias interesantes [I like the 

narratives, as they let me know about interesting stories] 

Santiago Me gustan los textos como fábulas porque son historias que me dejan 

enseñanza [I like fables, as they are stories with a moral] 

Karina  A mí me gustan son los cuentos porque comprendo fácil la idea 

principal de los cuentos [I prefer the tales, as I understand their main 

idea more easily] 
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Karla  Me gustan las historias como las que ocurrieron en el pasado. Así 

también aprendo verbos en pasado y se me facilitan más las lecturas [I 

like the stories from the past. In that way, I can also learn verbs in past 

and the readings are easier for me] 

 

Besides, in the second focus group interview, the students came to mention that the fact 

of learning to read in L2 together was a useful way to keep improving their communicative 

skills, and their abilities to cooperate as part of a group. Most of their answers match with the 

fact that they now feel able to continue reading by themselves, and that their motivation towards 

reading has increased. They expressed that they would be able to repeat this experience in the 

near future if possible and that their capabilities to understand and apply strategies to make 

meaning of the ideas presented has improved. 

 

“Ahora ‘machaco’ menos el inglés así que puedo seguir leyendo por mi propia cuenta” 

[Now, I’m better at English. So, I can continue Reading by myself] 

(Vivianne)  

“Ahora me siento mejor porque ahora comprendo más las lecturas. Sí me siento más 

motivada porque me siento más capaz de leer en inglés” [I feel better now as I understand more 

what I read. And of course, I feel more motivated and able to read in English] 

(Nahiomy) 

“Siento que avancé bastante porque ahora leo más y traduzco y comprendo más. Eso me 

motiva a seguir demostrando que puedo ser bueno en inglés” [I feel I had a great advance as I 
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read better, translate and understand more. It makes me feel motivated to demonstrate that I can 

be really good at English] 

(Jose Oscar) 

“Ahora después del último test y de las actividades de lectura con mis compañeros me 

siento mejor porque antes hasta ‘gagueaba’ mucho pero ahora me motiva saber que soy capaz 

de entender mejor, sobre todo cuando tengo guía y ayuda de mis compañeros” [Before the post- 

test and the reading activities with my partners, I used to stammer a lot. But after them, I feel 

motivated to know that I’m now able to understand better, especially when I receive guide and 

aid from the rest of the group] 

(Juan Mario) 

“Mi avance ha sido bastante porque creo que ya se escribir un poco más el inglés y 

pronunciar mejor. Ya me siento más independiente al leer sin ayuda de diccionario y más capaz 

de atreverme a cosas nuevas en inglés” [I’ve had a great advance as I know how to write in 

English more appropriately. I don’t use the dictionary that much and I feel able to face new 

challenges in English] 

(Karina) 

Use of strategies for reading comprehension. 

The second category that arose is related to the strategies that students were able to use 

when reading either individually (as in the case of the tests) or in the cooperative teams during 

the application of the CSR approach. In the first focus group, I could notice that students’ 

knowledge and management of reading strategies was very limited. They agreed to learn and use 
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some of those strategies in L1 such as inferring the content of the reading by the title and images, 

using the dictionary, as well as underlining or highlighting the main ideas and other supporting 

details. However, they also acknowledged that before the CSR intervention, reading in English 

was not an easy task for them, and that not knowing enough vocabulary and the way that most of 

the words are written made it more difficult. 

 

“A mí se me dificulta la forma en que se escribe en inglés ya que a veces no entiendo las 

palabras” [I have difficulties with the way that English words are writen. Sometimes I do not 

understand the words] 

(Schannix) 

 

“A mí se me dificultan algunas lecturas, cuando tienen palabras muy difíciles que yo no 

entiendo” [I have issues with some readings, especially when they have many words difficult to 

understand] 

(Karina) 

 

“A mí se me hace difícil cuando hay una palabra que no entiendo porque ahí me quedo 

atrapada y hasta que no sepa lo que significa esa palabra, no puedo continuar” [I have 

problems when there is a word that I do not know. In those situations, I cannot continue until I 

find the meaning of such word.] 

(Karla) 
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In the case of readings in L2, there were two interesting situations. At first, a student 

(José Oscar) assured he was not using any strategy for texts in English. Yet, at the end of his 

intervention he stated that sometimes, he ended up looking for what he needed from the reading 

and answering literally or with similar words when he did not have enough time.  

108 Jose Oscar Yo normalmente en inglés… yo nunca hago nada 

especial solo me dedico a leer [I normally focus on 

Reading. I just read without doing anything special or 

different] 

109 Interviewer ¿Es decir que no aplicas ninguna estrategia de 

lectura? Simplemente vas leyendo el texto completo y 

ya [So, you mean that you do not apply any reading 

strategy. Right?] 

110 Jose Oscar Ajá [yeah] 

111 Interviewer ¿y te ha funcionado? [it has been useful for you to read 

the whole text whitout using any reading strategy?] 

112 Jose Oscar  Algunas veces. Aunque cuando no he terminado de leer 

y veo que en clases se me está acabando el tiempo… 

voy viendo despacio pero no tan despacio y sin leer… 

voy buscando lo que necesito y saco las respuestas a 

las preguntas, así como están en la historia o a veces 

las escribo con mis palabras o un poco diferente. 

[Sometimes. However, I tend to look for specific 

information to answer what I need when I do not have 

enough time] 

 

 Regarding the excerpt presented above, I conclude that this student also employs reading 

strategies as the rest of their classmates. He has a tendency to skim and scan specific 

information, and then writes the ideas as they are in the text, or he paraphrases them. All in all, 

he uses reading strategies differently from their classmates without even being aware of it.  

The second situation I found was that the rest of the students apply the same strategies 

that they make use of in L1. They tend to do it in an unconscious way as a result of their almost 

naught knowledge about this topic. Another important consideration is that their use of reading 
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strategies in L2 is more related to their needs for making sense of unknown vocabulary, as 

expressed in turns 103, 106, 107, 115 and 119. 

103 Vivianne Encierro las palabras que no entiendo y las apunto 

después en mi cuaderno o en una hoja… y cuando 

llego a mi casa busco en el traductor y la paso al 

español y cuando otra vez me pregunten eso mismo, ya 

saber [I circle the unknown words and then I write 

them somewhere. As soon as I get home, I investigate 

their meaning in the translator] 

104 Interviewer O sea que básicamente aplicas las mismas estrategias 

de lectura tanto en español como en inglés. [It means 

that you use to apply the same reading strategies in L1 

and L2?] 

105 Vivianne mmm… pues si [mmm… yes] 

106 Nahiomy  Lo que hago es subrayar las palabras que no conozco 

[I underline the vocabulary that I do not know] 

107 Schannix Yo encierro las palabras desconocidas o las subrayo, 

después las busco en el diccionario y vuelvo a leer 

todo para ir sacando las ideas importantes [I circle or 

underline what I do not know. Then, I look them up in 

the dictionary in order to get the most important 

ideas] 

115 Santiago Ehh… yo utilizo lo que es subrayar las palabras que 

no entiendo e inferir a partir de las imágenes para ver 

de qué se tratará el texto [ehh… I tend to underline the 

new words and also, I like making inferences from the 

pictures that I find in order to guess what is going to 

be the text about] 

119 Karla Yo las palabras que no conozco las busco en el 

diccionario [I just use the dictionary] 

In conclusion, the common assumption here is that they first needed to know the 

vocabulary in order to further understand what any text is about. That was one of the reasons 

why I emphasized the use of the strategies provided in CSR; students really needed strategies 

that allowed them to understand information going from the most basic to the most complex 

aspects in a practical way. Although the specific strategies related to CSR are explored in the 
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fourth emergent category, it is central to mention that they also aim at accomplishing what 

students desire: to gain more vocabulary to understand better what they read, as well as to 

improve their productive skills.  

Language input and output 

 This category is mostly related to the reading artifacts I employed during the application 

of CSR and how they had an impact in the students’ reading performance. Different from the 

tests and learning logs, the interviews showed little evidence of how the language input was 

received and how the language output was performed once all the stages of the plan were carried 

out. However, I could delve into some students’ perceptions regarding to the usefulness of this 

approach when it comes to improving the writing and reading skills as the two most favored ones 

in this whole process.  

 Most of the students considered that the way this strategy was implemented, allowed 

them to learn by interacting with their partners, complementing their ideas and sharing the 

content of the readings among them. They also claimed that the readings and the learning logs, as 

well as the instruction in reading strategies influenced positively their ability to show 

understanding about what happens in a story or any type of narrative text.  

 

“Antes de comenzar el proyecto entendía menos. Ahora entiendo más las oraciones y 

tengo más vocabulario” [after this project, I can say that my vocabulary and comprehension of 

the sentences has improved] 

(Schannix) 
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“Me va mejor ahora que antes. Leo y entiendo mejor… por ejemplo, las ideas principales 

para responder lo que me pregunten” [I have improved as well… now, I read better and 

understand more some stuff like the main ideas] 

(Jose Oscar) 

“Antes de las actividades no entendía mucho inglés, pero ahora me siento capaz de leer 

por mí mismo y entender más. No entiendo todo, pero sí muchas cosas siempre y cuando la 

lectura no esté tan difícil…” [I did not understand English that much before the reading 

activities. Now, I feel able to read by myself and understand more. I do not understand 

everything, but I do with most of the readings, as long as they are not too complex] 

(Oscar) 

As the above opinions show, CSR appeared as a suitable tool for the students to increase 

their vocabulary range, their understanding of main ideas, and other aspects involved in the 

reading, mostly when such readings are leveled with the students’ current knowledge.  

Furthermore, reading fluency was another aspect with a positive impact. They argued that 

the readings worked in class facilitated the opportunities to read at a faster, still better pace.  

“Antes leía peor que ahora, ahora leo mejor y más rápido. Y demoro menos para 

comprender las lecturas.” [Now, I think that I read better and faster. Yet, it takes less time for 

me to understand the readings] 

(Karina) 

Use of CSR. 

The subsequent emergent category referred to the specific aspects favored with the 

application of CSR that are mentioned in the theoretical framework. Hence, I took into account 

the kind of interactions that emerge from the cooperative work and the use of cooperative roles, 
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the most salient behaviors when students are reading and carrying out reading tasks together as, 

well as the use of the specific strategies proposed by Klingner and Vaughn (1998; 1999; 2001; 

2004), the authors of the approach employed in this study (see figure 1).  

As the following tables from the second focus group interview show, positive 

interdependence was one of the most favored aspects after the experience of reading together. At 

the heart of the cooperative work, the students came to believe that their success is directly 

related to their capacity to accomplish the proposed tasks as a team, which at the same time 

seemed to give the students a sense of success.  

“(las seis actividades de comprensión lectora) me parecieron excelentes porque me gustó 

cómo eran las actividades y porque trabajábamos unidos y eso hacía todo más fácil… en mi 

grupo cada uno aportaba de acuerdo a su papel… si era clunk expert, líder o cualquier otra 

cosa y así entre todos hacíamos las actividades” [I found excellent the six activities of Reading 

comprehension… each member of my team acted according to their role (cluk expert, leader, 

etc) and we worked together, which made things easier] 

(Nahiomy) 

“(las actividades) fueron difíciles pero mi grupo y yo pudimos y eso me gusta mucho” 

[the activities were difficult. However, my group and I accomplished the tasks on time and I love 

that part]  

(Karina) 

On the other hand, it is important to mention that all this training to elicit student’s use of 

roles and work in cooperation was a process with different nuances for each student. In the case 

of a couple of students, it took more time for them to feel as part of their teams and act according 

to their assigned roles, as one of the students replied:  
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“Al principio como que no confiaban en mi porque molestaba mucho pero poco a poco 

fui demostrando que era una ayuda para el equipo” [at the beginning, my partners did not trust 

me, but I slowly proved that I could be a helpful member for the team as the time was passing 

by] 

(Jose Oscar) 

Except for Santiago, who stated to prefer working individually, the rest of the learners 

agreed that working in group helped them to be more united. Regarding the use of small- groups 

skills such as leadership, decision making, conflict management and the contingency of 

behaviors resulting from the constant interactions like cooperation and empathy with others, the 

fact of working cooperatively appeared to be a means to increase the interaction and socialization 

among the different members of the team, as well as a way to gain knowledge about how to 

respect others, their turns and certain stablished norms and agreements.  

 

25 Juan Mario  Que trabajar en equipo es mucho mejor que trabajar 

individual porque uno comparte y aprende con los demás 

[working in groups is much better than working 

individually, because we can share with others and learn 

from them] 

27 Karina Aprendí a pronunciar y escribir mejor, también a trabajar 

más en equipo y respetar las normas. [I learnt to 

pronounce and write better. I also learn to work 

cooperatively and respect the norms] 

28 Interviewer  ¿las normas? [the norms?] 

29  Karina  Sii… eso… que cada uno tiene una función dentro del 

grupo [yes… everyone has a function as a member of a 

team] 

30 Karla Yo aprendí que trabajar en equipo, para mí, es mejor que 

hacer las cosas individualmente porque así aprendo a 

trabajar en equipo y a convivir con los demás [I learnt that 

working in groups is better than doing things alone. In that 

way, I learn to coexist with others] 
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The above mentioned aspects may be narrowly related to the use of assigned roles, as one 

of the stablished norms was to understand and respect that every role had a function, and that 

such function needed to be respected in order for all the members to have an active participation 

inside the group.  

In relation to the students’ perceptions about the roles assigned, they assured to enjoy it, 

as having different roles and specific functions allowed all the general activities to be more 

organized. This same organization allowed in the participants an increased awareness of what 

each one of them needed to do in order to become an adequate complement for the group.  

As long as the students’ preferences related to the use of determined roles, I could 

establish that some students tended to feel more comfortable with some roles than with others, 

depending on their personality traits (see table 1) and capabilities. 

32 Vivianne ... Mi rol favorito fue el de líder porque me gusta mandar… (risas)  

[I loved being the leader as I am a bossy person] (laughter) 

35 Schannix ... Mi rol favorito fue gist expert porque podía sacar las ideas 

principales de lo que leíamos y comprender mejor [my favorite role was 

the gist expert because I had the opportunity to get the main ideas from 

the readings and understand more] 

36 Jose Oscar  La mayoría de las veces yo era secretario, pero no me sentí tan bien. La 

verdad yo quería hacer cosas más fáciles para mi persona ya que el 

secretario es bastante responsabilidad [I was the secretary  most of the 

time, but I prefer other roles that imply less responsibilities] 

37 Oscar …El rol que más me gustó a mi fue el de clunk expert ya que me iba 

mejor descifrando lo que significan las palabras [my favorite role was 

the clunk expert because I realized that I am good at finding out the 

meaning of the unknown words] 

49 Karla No me pareció tan chévere porque casi siempre el líder ni el secretario 

leían. El rol que más me gustaba era el de clunk expert [I did not find it 

so nice because the leader and the secretary did not use to read. The 

role that I liked the most was the clunk expert] 
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 Finally, one of the most remarkable answers given by the students regarding this category 

has to do with the use of the four ‘fix- up’ strategies proposed in the CSR approach:  

1. Reread the sentence without the “clunk” 

2. Reread the sentence with the clunk and the sentences before or after the clunk looking for 

clues 

3. Look for a prefix or suffix in the word. 

4. Break the word apart and look for smaller words you know. 

 

Figure 6: Use of fix- up strategies according to the students’ preferences 

 

 

As the most utilized strategy, the students agreed to prefer strategy number 1. It permitted 

the students to learn that there was not need to look up the words in the dictionary all the time 

and, in many cases, this first strategy was also useful to obtain a general idea of the sentence or 

paragraph to be read as well as valuable to infer meaning from the reading in a more 

contextualized way.  

“Con las estrategias aprendía más sobre cada lectura sin necesidad de ir traduciendo 

palabra por palabra… a veces era más cuestión de ponerle la lógica a las palabras para ver qué 
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significaban” [the strategies were useful to learn about the readings without the need of 

translating every single word. Most of the times, it was a matter of using the logics to figure out 

what the words meant] 

(Karina) 

 Furthermore, the students not only appreciated the fact that the use of the fix up strategies 

was crucial to increase their reading performance, but also to enhance their productive skills:  

“Para dar mis ideas debía primero entender la lectura… de qué se trataba, así que las 

estrategias de lectura me permitían entender para luego poder escribir y hablar” [the Reading 

strategies I learnt allowed me to understand the texts and then, I was more capable to write and 

speak about it] 

(Schannix) 

 

Despite the aforementioned, a minority of three students did not use any of the four fix- 

up strategies in the post test. This might be a proof that some of them prefer to use different 

reading strategies when working in groups than when working individually. On the other hand, it 

may reflect some lack of accountability for the students to employ these strategies by themselves 

without the presence of the teacher. Hence, the findings that arose from the observations and the 

learning logs are crucial to determine what could have happen in a deeper way.  

Results of the observations and learning logs. 

In order to continue the open coding (Strauss and Corbin, 1990), I also analyzed the 

observations and learning logs that were carried out while the CSR plans were applied. Here, I 

focused again on such phenomena related to the use of strategies for reading comprehension, 

interest for reading or reading motivation, language input and output, and those specificities of 
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CSR (going from the attitudes and behaviors related to the cooperative work to the use of the fix- 

up strategies proposed in CSR for boosting the reading performance). Accordingly, I carefully 

examined the data, and made up theme units for further assignation of codes to each one of them 

as presented in table 7:  

 

Table 7: Emergent categories and codes  

 
Categories Codes 

Reading motivation • Interest for reading 

• participation 

• Time on task and discipline 

• Learning of new phrases and words 

• Progress in reading proficiency  

• Self- confidence 

• Autonomy 

• Real needs  

Use of strategies for 

reading Comprehension 
• Use of Compensation strategies (using clues, switching to 

L1, using mimes or gestures, skipping unknown words and 

concentrating in the overall meaning of the text)  

  

• Use of Cognitive reading strategies (prediction or prior 

knowledge, using think-aloud strategies to monitor 

comprehension, using text structures, using visual models 

including graphic organizers and imagery, summarizing, 

questioning and answering questions while reading. 

• Use of Meta- cognitive reading strategies: (planning, self- 

monitoring and self- evaluation) 

 

 

Language input and 

output 
• Reading content  

• Reading fluency 

• Improvement of writing skills  

• Writing production in the learning logs  

• Input from classmates 
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Use of CSR • Positive interdependence 

• Individual accountability 

• Face to face interaction  

• Asking for information  

• Use of small- groups skills (leadership, decision- making, 

communication, conflict management) 

• Cooperation with others 

• Empathy with others  

• Error correction / opportunities for feedback 

• Taking turns when appropriate  

• Use of the fix -up strategies  

• Use of the assigned cooperative roles  

 

Basically, I classified into categories all the codified information, or as Strauss and 

Corbin (1990) suggest, I clustered the conceptual markers that were part of the same phenomena. 

In order to categorize the data collected, I took into consideration the main themes or the most 

recurrent ones. In addition, I incorporated the use of field notes or memos. Such memos are 

“notes written immediately after data collection as a means of documenting the impressions of 

the researcher and describing the situation. These are vital as they provide a bank of ideas which 

can be revisited in order to map out the emerging theory. Essentially, memos are ideas which 

have been noted during the data collection process which help to reorientate the researcher at a 

later date”. (Goulding, 1999, p. 9). 

The sessions of CSR application were also observed in order to obtain additional insights 

related to the research questions that emerged at the beginning of the investigation: 

1. How does Collaborative Strategic Reading influence the reading performance of narrative 

texts in a group of fifth grade students at Escuela Normal Superior la Hacienda de 

Barranquilla?  

2. What specific strategies, attitudes and helping behaviors observed during collaborative 

work impact those students’ motivation to read and comprehend narrative texts? 
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CSR and reading performance. 

The first finding in the observations and their related learning logs has to do with the way the 

students worked together and made use of the approach implemented (Collaborative Strategic 

Reading), as well as its influence on the kids’ reading comprehension. Based on the 

observations, I noticed that the students’ ways to apply the fix up strategies and the use of 

cooperative roles were vital to increase their ability to understand new words and important 

ideas, as well as to accomplish the reading tasks that they did not feel able to achieve 

individually. 

 The following table is an example of how the use of CSR also allowed the learners to use 

certain skills to work in groups and learn to read in cooperation: 

Table 8: Why the koala has a stumpy tail (excerpt 1). 

Juan 

Mario: 

In the part (of the learning log) that says “before reading”, we need to know first 

what is going to be the reading about. 

Karina:  Yes… but I can explain that because I know what to do there 

Juan 

Mario:  

But you are not the leader… hmmm 

Karina:  It does not matter… I can still help in anything I can.  

Santiago: Yes… I also have the clunk cards. Let’s read the story to highlight the new words 

Schannix: Noo… the first part is without reading the text… just look at the title and the pictures. We 

can use the clunk cards in the next part 

Santiago:  Ohh yes! You are right. I did not remember that 

Karina:  Ok… ok… let’s start 
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 In this episode, Juan Mario as the secretary, is in charge of completing his group’s 

learning log. Santiago (clunk expert) and Karina (leader) tried to help as much as their roles 

allowed them to. In addition, Schannix (gist expert) is very interested in starting to discuss what 

happens in the reading, but first, she clarifies to Santiago what to do. The cooperative work goes 

as expected, the students are aware of their roles and their functions in the group.  

 Such roles’ awareness help create an environment for a deeper understanding of the 

task’s inquiries and a subsequent interaction that becomes a guide to better comprehend the next 

activities form the learning log.  

 In the following table from group 2, the students are in the during-reading activity. They 

try to restate with their own words the main idea of each paragraph. In this case, Oscar (leader) 

initiates the discussion when he asks the meaning of a word that he does not understand. 

However, the rest of the group faces the same situation.  

Table 9: Why the Koala has a stumpy tail (excerpt 2) 

 

Oscar:  Mmm… Teacher, what is “fury”? 

Teacher:  Remember to use the strategies learnt to figure out what the words mean. 

Karla: I don’t know… I’m the secretary. Who is the clunk expert? 

Jose Oscar:  I am the clunk expert. Let me look for the clunk cards because I don’t know what 

the meaning of “fury” is 

Teacher:  Remember: if a fix- up strategy doesn’t work, you still have three left to try 

Nahiomy:  Ok teacher, thanks… let´s start with the first strategy: read the sentence without that 

word to see what happens 

Jose Oscar: Back then, koala had a long fury tail. This is the story of how koala came to have a 

stumpy tail  

Ahhh… it seems to be that “fury” is related to a long or a noticeable tail, because the 
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next part says the opposite… 

Nahiomy:            Yeahh 

Teacher: Yes! You are right 

Oscar:  Wow! It was easy for now… it’s so nice to get the meaning of the words in this way 

Nahiomy: Hahaha… it’s like a game. We play and learn 

 

As presented above, the use of roles and more importantly in this case, the peer 

collaboration was key to elaborate a valid definition for the word “fury”. All the time the 

students were taking turns to convey their thoughts and ideas and making use of the CSR 

strategies exposed in table 1. The use of the strategies allowed students to comprehend some 

linguistic features in an easier way. Besides, as stated by Klingner and Vaughn (1998), CSR 

contributes to monitor the students’ acquisition of L2 input to make of the learning process a 

more interactive and complete sequence. 

It is important to say that the CSR activities carried out were designed to help learners 

increase their vocabulary as well. In this sense, I tried to elicit the use of the CSR strategies as an 

alternative to the dictionary consultation. Based on the observations, almost none of the students 

used dictionaries during the reading activities, they rather used the clunk cards, which they found 

funny and useful to deal with difficult phrases and words.  

On the other hand, students showed a tendency to use L1 to compensate their lack of 

vocabulary (see table 10). They used to translate from English to Spanish (their mother tongue), 

especially when they had breakdowns in comprehension. They even made use of mimes, 

gestures and clues in many cases in order to boost their comprehension and continue with the 

reading tasks.  
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 Table 10: The selfish giant 

 

Vivianne:  I don’t get the meaning of this word… please, clunk expert: Help me! 

Schannix:  The word “everywhere” can be defined using the strategy 4. “Every” means 

“todos”, while “Where” is related to places, it means “dónde” 

Vivianne:  So everywhere means “dónde todos”? … but it doesn’t make any sense to me  

Schannix:  Noo… it is “en todas partes” o “en todos lados” 

Juan 

Mario: 

Ahh ok… now I understand too. Also, I don’t know what “giant” is  

Karina. “Giant” is this (she expands her arms and stretches her body to make it look 

bigger than it is) 

Santiago: Look, Juan Mario. “giant” means  gigante (very big) 

Karina: Exactly… I see that my mimics worked… ha ha ha  

 

In this situation, Schannix as the designated clunk expert, found the equivalent in Spanish 

for the word “everybody” by using the fourth fix up strategy (she divided a complex word in its 

two parts to find out its meaning). However, she did not convey the meaning of the word in 

English. Instead she preferred using L1, probably as a way to save time and effort or perhaps as a 

means to help their peers in their reading comprehension. According to Ohta (1995), students 

with a low proficiency in L2 tend to “rely on their L1 as a common ground and develop 

strategies to perform the new task” (p. 114). 

Then, Karina’s use of body language and mimics was a strategy to answer a problem-

solving task that Juan Mario had triggered when he said, “I don’t know what ‘giant’ is.” 

Probably, Karina did not find the exact translation of the word “giant” at that very moment and 

found in their mimics a way to support Juan Mario’s comprehension. Instead, Santiago´s 
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translation was accepted by the rest of the group as a way to overcome their limitations regarding 

to this piece of vocabulary without seeking help from the teacher.  

In CSR instruction, this type of scaffolding behaviors help students construct meaning from 

what they read. According to the findings of the transcript information, the learners shared their 

knowledge about the topics of each reading worked in class. In this way, they were able to build 

new knowledge based on their peers’ contributions for comprehension.  

Additionally, students usually appealed for assistance whenever they had difficulties with 

vocabulary, ideas and related items.  Furthermore, I noticed that they were disposed to use their 

basic knowledge about grammar and word formation to make the comprehension of those items 

difficult to understand (clunks) attainable. 

Accordingly, it is important to mention that in some situations, students had difficulties with 

the semantic decoding of the words. During the application of the six lesson plans, it was evident 

that sometimes the students translated or sought the meaning of some words incorrectly. This 

happened especially when a word had different meanings, or they related such word to a past 

input. However, the students were not aware of it.  

Table 11:  The cap seller and the monkeys 

 

Karina “mischievous”… I don’t remember what “mischievous” means 

Schannix:  I think it is a synonym for “cat”  

Juan 

Mario:  

Sure?  

Schannix:  I don’t know, but once I read a story titled “a mischievous friend” and I 

remember that the main character was a cat 
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Cases like the mentioned in the previous table are also evidence that sometimes, the existing 

knowledge is not enough to obtain a correct meaning from the words. Unexpectedly, the rest of 

the team seemed pleased with Schannix’s claim and did not show any kind of unconvinced 

behavior towards the constructed interpretation.  

The students’ ability to use strategies for decoding words seemed to be related to their 

linguistic level and knowledge. In reference to CSR, students were instructed in the use of fix- up 

strategies as a way to boost comprehension through the vocabulary acquisition. However, they 

also used their background information to tackle comprehension breakdowns, which in some 

situations worked and in some other situations (as in table 11) did not.  

According to Anderson (2009) “reading comprehension and reading skills are significantly 

enhanced when prior knowledge is activated” (p.119). It also has to do with the ways that 

students predicted information in CSR instruction, since the two cooperative teams under study 

constructed meaning from their previous knowledge and from the context of the readings. In 

addition, students were able to make inferences and answer questions before, during and after the 

reading. Hence, the contents of the readings were key to catch students’ attention, as they had 

been previously instructed on the narratives’ structures and they claimed to prefer this type of 

texts. Besides, the written production was also favored, as learners gradually increased their 

ability to answer in L2 in a coherent way. During the process, students started to be more aware 

of the facts that learning logs were an accurate tool for them to foster and demonstrate certain 

amount of output. (see appendix C). 

Juan 

Mario: 

Maybe it is like you say… ok, let’s keep reading 
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 In general, observations allowed me to visualize that the strategies applied for reading 

comprehension and the CSR fix- up strategies aided learners to go from an unaware to a rather 

more conscious reading process in which they gradually performed tactics like brainstorming, 

predicting, finding the gist of the text, and summarizing ideas. As Pressley (2002) asserts, 

appropriate comprehension of a text occurs when a reader is capable of making predictions about 

it, matching information in the text to background knowledge, asking questions while reading, 

monitoring the understanding of the text, and summarizing what is being read. When well 

performed, all of these metacognitive procedures allowed the target population to motivate and 

self- engage progressively in reading tasks. 

CSR and reading motivation. 

In terms of those attitudes observed during collaborative work which had an impact on 

students’ motivation to read and comprehend narrative texts, I could find evidence suggesting 

that the target population was actively engaged in the discussions that arose from each reading 

task. In addition, the use of roles and the frequent guide of the teacher were key for students to 

understand what the texts tried to convey.  

As known from practice, EFL teachers are expected to create and implement reading 

activities for students to learn in a motivating and passionate environment. Accordingly, Baker, 

Dreher, and Guthrie (2000) highlight that teachers should help students to increase their 

eagerness to read by providing them with appropriate foundations at the word level, giving 

enough interesting reading materials, making of reading a stress-free and joyful process, 

identifying learners’ strengths and weaknesses, providing enough time on task for them and of 

course, sharing strategies for engaging, positive and meaningful learning.  
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In the salient category named “Reading motivation” (see table 8), there were certain features 

related to the way students learnt to read together, constructed meaning from the texts, and 

showed specific behaviors that contributed to the development of their reading comprehension. 

These behaviors included interest for reading and learning new phrases and words, participation, 

time on task and discipline, progress in reading proficiency, self-confidence and autonomy, 

among others.  

In the learning process of L2, students’ behaviors and attitudes also provided insights about 

how they came to understand the constructs presented in the reading texts. For instance, learners’ 

capacity to offer feedback to their peers was prominent and, in most of the situations, such 

feedback was focused on error correction. 

The findings from the observations revealed that students liked correcting their peers when 

necessary. However, some utterances referred to corrective feedback did not have a positive 

connotation, which at the same time contributed to hinder students’ motivation to continue with 

their participation in the group, even though they quickly became aware of their mistake. The 

Table 12 presents a clear example of the aforementioned. 

 Table 12:  The jungle book 

 
Vivianne:  … now we need to know what the conflict in the story was. I think it was that 

Mowgly didn’t like to sleep in the bed  

Schannix:  Nooo! You’re wrong. The problem was that Mowgly didn’t stand wearing clothes 

because he was not used to it. 

Vivianne:  Obviously, that’s also part of the problem. Because Mowgly didn’t like to sleep 

in the bed and he didn’t stand wearing clothes either. 

Schannix:  Ohh yes! I remember that first part now 
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Vivianne: Is what I said… you were wrong… read! 

(Schannix nods her head in gesture of disapproval. However, she stays quiet and 

doesn’t say anything else to Vivianne) 

 

The discussion presented above took place when Vivianne and Schannix’s group was 

trying to accomplish the during reading activity of the text “the jungle book”. Although 

Schannix participation was correct, Vivianne made a couple of comments to correct a possible 

mistake. Such comments created a discrepancy between these two girls and what they had 

understood from the reading. Even though Vivianne and Schannix were correct in their answers, 

Vivianne’s explicit corrections “Nooo! You’re wrong…” and “Is what I said… you were 

wrong… read!” hindered Schannix’s forthcoming participations. In addition, Schannix’s head 

gesture showed traits related to a certain lack of motivation: she did not want to keep being 

actively engaged in the team’s work anymore.  

Regarding the evolution of motivation during cooperative work, I consider that it was 

progressively achieved. Although there were some negative situations like the one mentioned in 

table 12, an adequate atmosphere that allowed students to develop their positive interdependence 

and a sense of accountability for what they had to do as active members of the group was 

evident. At the same time, the aspects that I just mentioned were key to increase students’ 

reading pleasure and interest. The interpersonal flavor of CSR activities in community validates 

what Morrow (1996) says about children who like reading with peers; they participate of group 

activities by accomplishing required reading tasks [and] are likely to be intrinsically motivated 

readers.   
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Moreover, I found students’ high tendency to share their ideas and doubts with their peers 

but also, they liked making questions to the teacher about the readings and their advances in the 

learning logs. This was an insight of their motivation for carrying out reading tasks that involved 

comprehension as the Table 13 shows.  

 

Table 13:  The goose that laid golden eggs 

 

Juan Mario: Teacher, we almost finish. But we need some help here 

Teacher:  Ok, ok… tell me what you want to know 

Juan Mario: It’s just that we don’t know if this is good or not. How can we write the word 

“avarice”? (he shows the learning log to the teacher, looking for assistance) 

Teacher:  You have this correct… it is a-v-a-r-i-c-e, so you only need to change the “y” 

for “i”. in that way, the word will be “avarice” instead of “avaryce” 

Shirley:  Thank you, teacher…. Also, in the moral we wrote that we don’t need to be so 

greedy because at the end, we could lose what is really important in our life. 

(she reads this part from the learning log) 

Teacher: You got it, guys! I love the way you’re working… Congratulations and keep up 

with that good work (students smile and look at each other while Shirley and 

Oscar highs five) 

The last table illustrates the type of feedback provided by the teacher, which resulted in 

learning benefits and a further sense of achievement on behalf of the students. Here, the body 

language (smiles and use of their hands) was a reiterative proof that they felt comfortable with 

what they had achieved so far. In addition, they seemed extrinsically motivated whereas they 

were receiving some kind of external recognition.  

The aspect mentioned above reassures the idea of extrinsic motivation as a path to 

intrinsic motivation. As Decy (1992) asserts, intrinsic reading motivation has an experiential 

component which disposes people to perform reading activities with pleasure, enjoyment and 
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interest” (p. 49). In this case, the extrinsic motivation that aroused from the teacher’s positive 

feedback was crucial to enhance in the learners the intrinsic motivation and curiosity for 

becoming involved in reading activities as well as their interest in using the texts as tools to learn 

from the world around them.  

  Also, cooperation and empathy were visible very frequently. In most of the 

circumstances, peer collaboration and scaffolding also aided to lower the degree of frustration as 

demonstrated in Table 14. 

 

Table 14: The river and the mountain 

 

Karina: Writing the summary (after reading) seems so difficult! How can I do it? 

Santiago: That is why I am telling you that we need to do it together. 

 

At this time, Karina was worried because she pretended to do the last part of the learning 

log alone. As she had the role of secretary, she came to think that she had more responsibilities 

than the rest of her partners. Then Santiago, as the leader, provided scaffolding by stating “That 

is why I am telling you that we need to do it together”. Thus, the leader of the team demonstrated 

an empathetic and supportive attitude that led to solve the problem situation. Santiago’s words 

helped to decrease Karina’s stress and stopped her from relinquishing the target task. 

The majority of these learners showed an adequate degree of enthusiasm to maintain the 

interaction through the use of cooperative roles, to work with discipline and to achieve an 

optimum time on task. Also, this collaborative approach to reading enhanced students’ 

participation, and encouraged them to share what they knew and what they were learning. 

By being motivated, students were highly engaged in the group work and stayed more 

focused on the reading tasks. Different from the normal classes, students were more open to 
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reading and to say what they considered was important in order to boost the group’s work. 

Hence, CSR helped learners to cultivate their personal relationships, autonomy and intrinsic 

motivation to construct meaning in cooperation with others.  

  Throughout this section, I presented the findings this research study yielded once the data 

obtained was analyzed and triangulated. Furthermore, I established a number of facts that I will 

present and analyze in the following section.  
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Chapter 5. Discussion 

 

This investigation derives from the needs in reading comprehension found in an EFL 

classroom at Escuela Normal Superior la Hacienda (ENSH), a school located in Barranquilla, 

Colombia. This study was carried out in order to analyze the influence of Collaborative Strategic 

Reading (CSR) in the reading comprehension and motivation of a group of ten fifth grade 

students. Certainly, the study delved into the effect of CSR in the learners’ attitudes, cooperative 

behaviors, use of reading comprehension strategies, and use of roles while reading narrative texts 

in teams.  

In relation to the implementation of CSR and the analysis of learning logs, class 

observations, focus group interviews, and reading tests it is accurate to assert that this approach 

became a significant contribution for the students learning process in L2 in general, and more 

specifically, for their reading performance and motivation to read. The evidence from the 

different instruments yielded the following results:  

1. Students enhanced their ability to work in cooperation with their peers. 

2. Students learnt reading comprehension strategies.  

3. Students increased vocabulary because of the fix up strategies used during the CSR 

implementation.  

4. Students learnt how to deal with the structure of the narrative texts through the 

exposure to reading materials. 

5. Students increased their motivation to read  

Although the results may overlap, I will discuss them separately in order to offer clearer 

insights of how CSR influenced each one of the findings mentioned above.  
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1. Students enhanced their ability to work in cooperation with their peers 

Central to the use of CSR is the integration of cooperative learning and reading 

instruction. This relationship between affective and cognitive factors presupposes the success of 

CSR as a methodology to increase language learning in interaction with others.  

As I mentioned in the theoretical framework, CSR has always been founded upon the 

theories of reciprocal teaching (Palincsar & Brown, 1984), and the notions of group work and 

interaction. According to the observations and the second interview, students felt more 

comfortable when reading in groups and making use of cooperative roles to achieve a more 

organized final product.  

          Likewise, the interviews revealed that the target population liked to perform the different 

cooperative roles according to their preferences and personal traits. However, they changed roles 

at the beginning of a new activity as a requirement to experience different responsibilities. What 

is relevant here is that learners showed a remarkable capacity to perform their assigned role 

whilst respecting the functions assigned to their peers. Every student seemed to be accountable 

for what he was expected to accomplish as a part of the team, which at the same time contributed 

to fostering the use of reading strategies and subsequent construction of meaning from the text in 

a supportive way. In the words of Paris et al. (1991), tasks carried out in cooperative formats 

related to reading give learners the possibility to improve and assess the utility of the reading 

comprehension strategies selected as they read.  

          During the implementation of the CSR approach, the reading tasks contributed a set of 

problem- solving situations. Hence, students helped each other in order to infer meaning from the 

readings and learning logs as a path towards a collective scaffolding.  
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        The findings also exposed that students’ work in teams served to decrease their anxiety and 

fear of making mistakes, fostered the negotiation of meaning and the positive interdependence. 

Moreover, the provision of peer feedback progressively increased at the same time they 

interacted and learned to be more accountable for the role they had been assigned in the six 

different sessions.  

Regarding the student’s roles, they perceived this modality of work as different from that 

in a normal class. They showed an adequate use of their assigned roles, as well as respect 

towards their peers’ roles. This in turn resulted in a growing awreness of what working 

cooperatively while being accountable and autonous mean.  

2. Students learnt reading comprehension strategies 

Once the findings from the instruments mentioned in the second paragraph were 

triangulated, I could surmise that Collaborative Strategic Reading did have a positive impact in 

the enhancement of students’ reading skills. During the cooperative work allowed by CSR, the 

students used what they had learn related to reading strategies in order to make meaning from the 

text, to boost their vocabulary, to share and clarify concepts with peers, and to present their 

ideas.  

In general, results show that most of the students were interested in learning new 

strategies to understand the readings in English. It was a feasible study, as the implementation of 

CSR allowed the use of reading materials of students’ interest, the use and rotation of 

cooperative roles, the instruction of fix up strategies, and the utilization of logs to answer 

questions related to the readings during the three reading stages: before, during and after.  

 Based on the observations and learning logs, I found evidence that the students joined 

efforts looking for the main sentences (gist) of the readings and identifying the supporting 
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information. Also, the pre- tests and post tests revealed significant advance in dealing with 

vocabulary issues, predicting and making inferences. The findings of this study also showed that 

the most common fix up strategy among the student was strategy 1, as it allowed them to reread 

the sentence without the difficult word or phrase (clunk), and to obtain a more contextualized 

perspective from the passages.  

 In some cases, students translated or sought the meaning of a word incorrectly, especially 

when that word had different meanings, or when they related it to some determined input from 

the past. Hence, it was evident that students’ used strategies for making meaning related to their 

linguistic level and background knowledge. However, the teacher’s assistance and clarification 

were key in these situations to overcome those limitations related to vocabulary and 

comprehension breakdowns. All in all, students learnt how to use the CSR fix- up strategies to 

boost comprehension. Nevertheless, they also used their background information to tackle 

comprehension breakdowns, which in some situations worked and in some other situations did 

not.  

 The aforementioned is validated by Anderson’s statement (2009): “reading 

comprehension and reading skills are significantly enhanced when prior knowledge is activated” 

(p.119). Students’ ability to make predictions, infer and answer questions during the three stages 

of the reading was related to the learners’ prior knowledge and to the context of the text.  

 Finally, the students gained consciousness in the use of cognitive and metacognitive 

strategies to engage in reading tasks. According to the first focus group interview, strategies like 

brainstorming, predicting, finding the gist of the text and summarizing ideas were the most used 

and preferred to monitor comprehension and to stay on task.  
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3. Students increased vocabulary because of the fix up strategies used during the CSR 

implementation 

Authors like Anderson, R.C., 1996; Graves & WattsTaffe, 2002; and Anderson, 1985 (as 

cited in Anderson, 2009), coincide to state that most of the vocabulary is acquired during 

reading. Vocabulary is not an item to study in isolation, instead, extensive reading might include 

an equivalent rich usage of new words when encountering them within the text. Reading 

provides the reader with a huge variety of contexts to learn words from in or order to assimilate 

and use them in further opportunities. Hence, identifying what words mean and attempt to 

transmit is important for an adequate reading comprehension process.  

During and after the intervention, I could infer from the tests and learning logs that 

students increased their vocabulary as they were being progressively involved in the use of 

reading strategies. They also stated that both (learning logs and readings) helped them to 

understand and share the ideas transmitted in those narratives. 

In addition, some learners’ interventions in the second focus group interview reassured 

that CSR was useful to challenge their knowledge, as well as to increase their vocabulary array 

to make meaning of the readings’ main ideas and supporting details.  

As the six activities implemented were designed to allow learners enhance their vocabulary 

acquisition, the CSR fix up strategies and clunk cards became a substitute to the dictionary 

consultation. Based on the observations, almost none of the students used dictionaries during the 

reading activities, they rather used the clunk cards, which they found funny and useful to deal 

with difficult phrases and words.  

 In addition, the students’ rising autonomy was evident. Their need to appeal for the 

teacher’s assistance was reduced as they became more capable to employ their own vocabulary 
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basis to tackle some difficulties in comprehension. Even though they still utilized other 

compensation means to make themselves understood (mimes, gestures and clues, for instance), 

their use of L1 as a means to overcome certain limitations of vocabulary was quite reduced to 

start using L2 at a greater extent.  

4. Students learnt how to deal with the structure of the narrative texts through the exposure to 

reading materials 

“The development of narrative skills is critical for the progress of all children” 

(Davies, Shanks & Davies, 2004, p. 271). In the case of CSR, instruction focused on narratives, 

and reading strategies were important to develop in the students a better understanding of 

narrative grammar and structure. The structure worked at the beginning of the CSR 

implementation was the one that includes beginning, middle and ending. Then, as the students 

were more proficient at recognizing those three stages, I started including more items or patterns 

that they were able to deal with. Those items were worked in the last three sessions and learning 

logs, and they were in accordance with what Duke and Pearson (2009) proposed as the structure 

of the narratives; including setting, problem, goal, action, outcome, resolution, and theme.  

As I observed, students gradually became proficient at answering questions from the 

reading and retelling the stories they worked with in the cooperative teams. Although they 

perhaps needed more instruction for improving the quality of their interventions, they dared to 

participate in the reading tasks using the elements they had learnt so far, like vocabulary, phrases 

and words of frequent usage.  

In relation to the narratives, they were selected taking into account their level of 

complexity and their potential to provoke students’ motivation. As Janzen and Stoller (1998) say, 

“texts with a suitable level of difficulty provide sufficient challenges for strategic reading” (cited 
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in Fan, 2009, p. 155). This is also supported by the first focus group interview in which most of 

the students affirmed to prefer narrative texts because of the type of events they tell, the 

characters presented and the way they are associated to their background. As asserted by 

Anderson, (2009), “background knowledge includes all experiences that a reader brings to a text: 

life experiences, educational experiences, knowledge of how texts can be organized rhetorically, 

knowledge of how one's first language works, knowledge of how the L2 works, and cultural 

background and knowledge. Background knowledge is also referred to as schema in the reading 

literature” (2009, p. 119).  

Hence, the use of narratives and the advantage taken from the student’s interest and 

background knowledge was vital in this study to foster readers’ ability to recognize central 

elements in the stories, as well as to answer different types of questions taking into account the 

literal, inferential and critical levels of comprehension. Moreover, the previous instruction 

received in relation to narratives texts’ structure helped the students to improve their connection 

with L2. Thus, they started to become more aware of how important it was for them to possess a 

more coherent use of English when they were sharing output. 

 

5. Students increased their motivation to read  

 In spite of a couple of isolated situations in which feedback among peers did not favor 

positive communication, there was a high frequency of adequate behaviors that demonstrated the 

way students were interested in learning as much as they could from the readings and from their 

partners. Students gradually became motivated due to the interactive character of the CSR 

approach, as they stated to feel more comfortable reading together and also satisfied to obtain a 

greater sense of accomplishment than when working individually.  
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 In addition, it was evident that there was an adequate atmosphere which allowed students 

to develop their positive interdependence and accountability for what they had to do as active 

members of the group. Besides, most of the students liked to share their opinions, doubts and 

ideas with their peers and teacher, which at the same time constituted another insight into their 

motivation for developing tasks that involved collaboration and reading comprehension.  

 Both intrinsic and extrinsic motivation could be evidenced in many situations. In fact, the 

continuous teacher’s positive feedback contributed to raise students’ eagerness and curiosity for 

becoming involved in reading activities while using the texts as tools to learn in context. Also, 

the CSR approach encouraged students’ empathy and collaboration in those cases in which a 

member of the team felt frustration resulting from comprehension breakdowns.   

 Likewise, this process of learning to read cooperatively was fruitful in terms of 

optimizing students’ time on task, self- discipline and autonomy. While they cultivated 

interpersonal relations, they constructed meaning from that cooperation with others. 

In conclusion, the findings of this study are significant for the EFL teaching and learning 

processes of the school in which the CSR approach was implemented. Those findings 

demonstrate, not a total but still a valuable solution to the original issue under study related to the 

lack of reading comprehension and reading motivation. Although the concept of Collaborative 

Strategic Reading was first developed to enhance reading and social skills in children with 

learning disabilities. It has been successfully implemented with elementary and middle school 

students within normal conditions of reading, learning and behavior (Vaughn & Klingner, 2001; 

2004). In the case of this study’s target population (fifth graders at ENSH), the findings are 

similar to those from other studies related to CSR. Henceforth, they constitute a great 
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contribution to L2 learning, as the students involved in this study significantly improved their 

reading comprehension of narrative texts and increased their motivation for reading.  
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Chapter 7. Conclusions 

 

Final Remarks  

  This research set out to delve into the influence of Collaborative Strategic Reading (CSR) 

in my fifth-grade students’ motivation and reading comprehension of narrative texts. In addition, 

it served to explore the students’ attitudes, use of reading strategies and behaviors experienced 

throughout collaborative work, and how they relate to their reading performance. 

 The qualitative designs (case study and action research) along with the data collection 

techniques and instruments provided a general and deeper insight on the influence of CSR as an 

approach to boost reading motivation and comprehension of narratives. As researcher and 

teacher, I found it fulfilling to realize how learners took advantage of learning reading strategies 

and enhanced their eagerness to read together as a cooperative team. Evidently, Collaborative 

Strategic Reading allowed frequent opportunities for constructing meaning and for sharing what 

they understood from the reading passages worked in the CSR implementation. Likewise, they 

gradually increased their accountability as part of a cooperative team and became more 

proficient at assisting their peers, especially when comprehension breakdowns occurred.  

As remarked in the previous chapter, the students enhanced their ability to work in 

cooperation with their peers, learnt reading comprehension strategies, increased their vocabulary 

spectrum because of the fix up strategies used during the CSR implementation, learnt how to 

deal with the structure of the narrative texts through the exposure to reading materials, and 

increased their motivation to read.  

 All in all, this study marked the first step in relation to inquiries about CSR’s impact in 

my school context, especially in the context of elementary L2 reading. The implementation of 
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CSR as a means to overcome reading difficulties in a second language seemed to be an 

interesting and valuable resource to respond to the requirements of the current Colombian 

educational system, which focuses on fostering the learning of English as a second and foreign 

language.  

 Aspects such as the suitability of the reading materials, the use and alternation of 

cooperative roles, the instruction on reading strategies, the peer interaction and the use of 

learning logs to enhance the written production were relevant in this process of learning to read 

in L2. The implementation of CSR procedures was viable due to the fact that the participants 

showed interest towards acquiring new strategies to make meaning from what they read, as 

evidenced in the first focus group interview.   

 Limitations of the study 

This investigation presents certain factors that may have limited the scope of the study. 

First, CSR was very difficult to implement in a regular class because of the excessive noise and 

lack of adequate reading habits of all the 37 students when working in groups.  

For this study, I selected a sample to work the CSR implementation outside the classroom 

as an extra- time activity. Thus, as the size of the target population was small (only ten students 

were involved), the results of this study are not easily generalizable facts. 

Second, the investigation focused on reading comprehension and motivation. However, 

no questionnaires or quantitative instruments to measure motivation were applied. Instead, the 

class observations and the interviews carried out offered an ample insight on how motivation was 

achieved throughout the entire process.  

Third, as I was the teacher and researcher in this study, it was demanding to monitor the 

implementation of teamwork, video record some sessions, observe, provide assistance and 
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answer questions when necessary. Therefore, I did not manage to write down my field notes in as 

detailed way as I would have wanted. Still, I recorded general impression of important events 

that help to offer a wider understanding of the CSR influence in students’ behaviors, motivation 

and ability to read.  

Pedagogical Implications   

 The findings of this investigation suggest certain pedagogical implications for teaching to 

read in school contexts, especially at the primary level. Firstly, this qualitative study evidenced 

the students’ improvements in their reading performance as they progressively learnt reading 

strategies in general and the ones provided by the CSR approach. Students were involved in what 

they did and how they did it; they developed their strategic reading by dealing with cooperative 

roles that allowed them a more interactive learning process.  

Developing learners’ strategic reading in cooperation also requires constant modelling 

and feedback from both peers and teacher throughout the whole instruction on reading 

comprehension strategies. Thus, CSR is an alternate means to teach students to get the gist of 

what they read without the constant problem of a traditional teacher- centered class in which 

students are passive receivers of knowledge. Rather, CSR offers multiple opportunities to learn 

from others and with others, respecting individual weaknesses and maximizing the learning 

potential that students have.   

 A second pedagogical implication has to do with the role of the teacher. In CSR, teachers 

are intended to facilitate their students own learning process. Teachers need to be a guide that 

enhances participation and elicits students to gradually increase their accountability and ability to 

interact with others when facing problem-solving situations related to reading. In addition, 

teachers are required to offer a comprehensive CSR instruction that is reassured in what Klingner 
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and Vaughn (1999) assert; “After students become proficient in the use of each of the strategies, 

the teacher models how the strategies are integrated when reading texts. The teacher also 

provides an overview of how collaborative groups work and teaches students the roles and 

responsibilities of each member of the group” (p. 290).  

Finally, more teacher training related to the management of reading comprehension 

strategies may be also necessary. In this way, teachers will be able to go further when fostering 

reading skills in their pupils. CSR is not only a matter of teaching strategies and more strategies, 

but it should be a conscious and systematic process of learning to really understand what the 

texts try to convey.  

Suggestions for Future Research  

Based on the findings of this investigation, I provide a series of suggestions for further 

research in the areas related to CSR instruction: 

1- The target population of this study is composed by students that had not had any kind 

of formal instruction in reading comprehension strategies. However, they have similar levels of 

proficiency in English. Yet, it would be valuable to implement CSR studies in the Institution 

with larger and heterogeneous groups in order to investigate if the scope of the results could be 

enlarged, or even to compare results of the same implementation with different contexts and/or 

populations 

2- Further studies can be conducted to associate CSR with the learning of other types of 

texts. Most of the studies related to CSR have been related to expository texts (Klingner; 

Vaughn; Dimino; Schumm, & Bryant, 2001). However, continuing to explore the use and impact 

of CSR in other different genres might broad students’ understanding of what they read inside 

and outside the school.   
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3- The utilization of varied reading procedures to determine the effect of the reading 

strategies in the students’ comprehension and a more systematic assessment related to CSR could 

assure the continuity of the students’ learning- to- read process. Hence, another suggestion for 

future studies is to link the instruction of reading comprehension to different alternatives of 

evaluation and assessment. In this way, we could have different perspectives and impressions 

about the students’ progress, as well as about the teachers’ way to enhance in their students both 

reading comprehension and motivation to read.  
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Appendix A: Reading comprehension test 

 

Reading Comprehension Test for Fifth Grade 

 

Name: ______________________________________    Date: ___________________ 

 

Purpose: Assess the reading comprehension of narrative texts at their three levels (literal, 

inferential and critical).  

 

 

 

- Literal comprehension 

 

 

• Read the story of Jack and the beanstalk. Then choose the correct option:  

 

 1. The boy lived with his ___________: 

a. aunt   b. mother   c. father 

 

2. They were very ___________:  

a. poor   b. rich   c. hungry 

 

3. All they had was a ___________: 

a. sheep   b. deer   c. cow 

 

4. One morning, Jack’s mother told Jack to take their cow to the ___________: 

a. market   b. hospital   c. farm 

 

5. The man gave Jack some magic ___________ for the cow: 

a. seeds   b. beans   c. rings 

 

6. When Jack’s mother saw the beans, she was very ___________: 

a. delighted   b. surprised   c. angry 
https://en.islcollective.com 

 

 

 

 

 

 

 

 

 

https://en.islcollective.com/
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• Organize the events as they happened in the story: 

 
dbsenk.wordpress.com 

 

 

- Inferential comprehension:  

 

• Match each question to the corresponding answer:  

1. Why was Jack’s mother angry? ______ 

2. Why do you think Jack started to climb up the beanstalk? ______ 

3. Why did Jack run into a cupboard once He heard a voice: “Fee, Fi, Fo, Fum!”? ______ 

4. Why did Jack’s mother take an axe and chopped down the beanstalk? ______ 

5. With the golden eggs and the magic harp, Jack and his mother lived happily ever after because   

_____ 

 

 

a. Jack felt scared when he saw an enormous giant coming into the room. 

b. Jack’s mother was expecting to receive money for selling the cow instead of some magic 

beans. 

c. they were not poor anymore. 

d. She wanted to help her son and save him from the giant. 

e. Jack was curious about what he could find at the end of the giant beanstalk. 
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- Critical comprehension:  

 

 

• Complete the chart:  

 

Characters  Do you like the character?  Why? 

 

Jack 

 

  

 

Jack’s mother 

 

  

 

Giant 

 

  

 

 

 

 

• Write the answer:  

1. Do you think Jack was right to take the hen and the harp from the Giant? Why?  

_____________________________________________________________________________  

 _____________________________________________________________________________   

 

 

 

 

2. What lesson does this story teach you?  

_____________________________________________________________________________   

_____________________________________________________________________________   
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Once upon a time there was a boy called Jack. He lived with his mother. They were very poor. 

All they had was a cow.  

 

One morning, Jack’s mother told Jack to take their cow to market and sell her. On the way, Jack 

met a man. He gave Jack some magic beans for the cow.  

 

Jack took the beans and went back home. When Jack’s mother saw the beans, she was very 

angry. She threw the beans out of the window.  

 

The next morning, Jack looked out of the window. There was a giant beanstalk. He went outside 

and started to climb the beanstalk.  

 

He climbed up to the sky through the clouds. Jack saw a beautiful castle. He went inside. Jack 

heard a voice. “Fee, Fi, Fo, Fum!” Jack ran into a cupboard.   

 

An enormous giant came into the room and sat down. On the table there was a hen and a golden 

harp. 

 

 “Lay!” said the giant. The hen laid an egg. It was made of gold. “Sing!” said the giant. The harp 

began to sing. Soon the giant was asleep.  

 

Jack jumped out of the cupboard. He took the hen and the harp. Suddenly, the harp sang, “Help, 

master!” 

 

Jack and the beanstalk 
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The giant woke up and shouted, “Fee, Fi, Fo, Fum!” Jack ran and started climbing down the 

beanstalk. The giant came down after him.  

 

Jack shouted, “Mother, help!” Jack’s mother took an axe and chopped down the beanstalk. The 

giant fell and crashed to the ground. Nobody ever saw him again. 

 

With the golden eggs and the magic harp, Jack and his mother lived happily ever after.  

 

 

 

Story taken from :  

https://learnenglishkids.britishcouncil.org/.../

stories-jack-and-the-beanstalk 
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Appendix B- 1: Transcript of the first focus group 

 

 

 

TITLE: First focus group interview 

INTERVIEW: #1 

PLACE: Escuela Normal Superior la Hacienda (ENSH) 

DATE: August 10, 2018 

INTERVIEWER: Yolibet Molina  

PARTICIPANTS: Vivianne, Nahiomy, Schannix, Jose Oscar, Oscar, Juan Mario,   

                Santiago, Karina and Karla. 

 

 

Turn Participant Participation 

1  

Interviewer 

Buenos días… a continuación vamos a hacer la primera entrevista (focus 

group) sobre el uso del approach CSR (Collaborative Strategic Reading). 

Vamos a preguntarle a ocho estudiantes acerca de percepciones generales 

relacionada con sus gustos y hábitos de lectura.  

 

Primera pregunta: ¿Cómo te sientes leyendo cualquier tipo de textos en 

español?   

2 Vivianne Libre porque al leer estoy aprendiendo más cosas 

3 Nahiomy Me siento ansiosa y feliz 

4 Interviewer  ¿por qué? Recuerden justificar sus respuestas 

5 Nahiomy  mmm… este mmm 

6 Interviewer ¿ te gusta leer? 

7 Nahiomy Si 

8 Schannix Yo me siento bien porque las lecturas aveces expresan sentimientos que 

aveces yo tengo  

9 Jose Oscar Bueno… sinceramente eso depende. Si el libro es el que me gusta a mi o 

si trata de una serie de acontecimientos que le pasan a una persona en 

concreto, y va evolucionando y van sucediendo cosas, esas lecturas me 

gustan a mí.  

Por ejemplo, en esas lecturas me siento que estoy dentro del libro, me 

profundizo… ehhh… me siento feliz 

10 Interviewer Osea que depende del tipo de textos que estés leyendo 

11 Jose Oscar Si… porque si fuera otro tipo de textos… matemáticas, multiplicar no me 

pasa igual 

12 Oscar Yo me siento bien porque cuando leo un texto aprendo más cosas de la 

vida…ehhh… nada… aprendo otras cosas en general 

13 Juan Mario  Yo me siento bien porque aprendo muchas cosas más, y me siento mejor 

porque yo antes o era muy bueno en inglés y ahora he estado aprendiendo 

mucho 

14 Santiago Me siento bien porque siempre que leo no tengo que hacer ningún 

esfuerzo de pensar qué significa cada palabra 
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15 Karina  Yo me siento bien ya que ese es mi idioma y entiendo bien los textos 

16 Karla  Normal porque es el idioma que yo manejo  

17 Interviewer Gracias, ahora vamos a la segunda pregunta: ¿cómo te sientes leyendo 

textos en inglés? 

18  Vivianne  Bien, porque cuando leo en inglés aprendo más cosas que en español 

19 Interviewer ¿por qué dices que aprendes más cosas que en español? 

20 Vivianne Porque el inglés para mí es muy fácil, más que el español… porque a 

veces sí sé pronunciar y se me hace mejor que el español 

21 Nahiomy  Me gusta porque aprendo más cosas… cosas que no sabía en inglés y 

puedo reforzar mi inglés 

22  Schannix Yo a veces me siento mal porque a veces no entiendo los textos o lo que 

me pongan a leer en inglés  

23 Jose Oscar Generalmente me siento normal, yo soy muy experimentado en el inglés. 

Aunque cuando encuentro una palabra que no entiendo, yo me desespero 

por intentar buscar su significado y aplico cosas para poder entender 

24 Oscar Me siento bien porque… bueno… yo tengo que reforzar más el inglés 

pero yo lo entiendo 

25 Juan Mario  Me siento bien y mal, a veces no entiendo muy bien las palabras y eso… 

bueno, la mayoría de las veces… pero leo y voy entendiendo un poquito 

26 Santiago Yo me siento bien porque yo siento que yo sí sé inglés y yo entiendo lo 

que me ponen, aunque algunas veces no entienda algunas palabras, pero 

la mayoría de las veces soy bueno  

27 Karina A mí me va regular ya que no entiendo algunas palabras y me desespero 

mucho 

28 Interviewer  ¿Te desesperas cuando qué? 

29  Karina  Cuando no entiendo el significado de las palabras 

30 Karla Me siento rara y a la vez normal. Rara porque no es mi idioma, el que 

manejo… y bien porque aprendo palabras que no me sabía o que no 

manejaba 

31 Interviewer Tercera pregunta: ¿con cuanta frecuencia lees textos en inglés? Es decir, 

cada cuanto lees textos en inglés, digamos, a la semana. Pueden ser 

sinceros en el caso de que no lean textos en inglés 

32 Vivianne Solamente los sábados y el jueves y ya 

33 Interviewer Cuentanos por qué sábados y jueves 

34 Vivianne Ahh… porque yo estudio en el Colombo y ahí también me ponen lecturas 

(como aquí), y los jueves porque hago las tareas de inglés… porque aquí 

también me dan inglés y hay lecturas en el libro 

35 Schannix Yo casi siempre leo los martes y los miércoles porque los miércoles me 

toca inglés en el colegio, entonces leo y repaso para estar más reforzada. 

Y los jueves también me toca inglés, entonces por eso leo 

36 Jose Oscar  Normalmente leo en inglés en la casa porque tengo que intentar superar a 

mis compañeros… y esos compañeros yo no los veo como compañeros 

sino como rivales 

37 Oscar Yo casi no leo, yo cuando voy a hacer una tarea en inglés yo busco en el 

traductor y ahí mismo me sale todo 

38 Juan Mario Yo practicamente no leo… solo una vez, creo que fue un miércoles, que 
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leí, pero fue porque estaba viendo una película y me gustó lo que dieron. 

Entonces estaba buscando en el diccionario las palabras para saber qué 

era 

39 Interviewer O sea… solamente una vez en tu vida has leído textos en inglés 

40 Juan Mario Si 

41 Interviewer ¿y en las clases? 

42 Juan Mario No, pero osea… en mi casa solo una vez 

43 Interviewer ¿y acá en la escuela? 

44 Juan Mario En clases si… varias veces… cuando toca inglés 

45 Interviewer ¿y cuando no toca inglés?  

46 Juan Mario  Mmm no… (risas) 

47 Santiago Yo no leo inglés, solo leo cuando tocan las clases de inglés aquí en la 

Normal 

48 Karina  Yo leo los martes, los miércoles y los jueves ya que a mí me tocan clases 

con el Colombo 

49 Karla Normalmente leo los miércoles para reforzar lo visto en la clase anterior 

de inglés 

50 Interviewer Pregunta número 4: Cuando leen un texto en inglés, ya sea por su cuenta 

o en la clase ¿qué es lo que más se les facilita al leerlo? 

51 Vivianne Se me facilita la pronunciación 

52 Nahiomy A mí se me facilita saber de qué se trata el texto gracias a los títulos 

53 Schannix Se me facilita el lenguaje, o sea, en la forma de leerlo. Cuando estoy 

leyendo se me facilita entender  

54 Interviewer ¿Se te facilita más la comprensión palabra por palabra o ideas generales? 

55 Schannix  Palabra por palabra 

56 Jose Oscar  Lo que más se me facilita a mí es el vocabulario, porque constantemente 

ando haciendo las tareas en el libro… hago tareas que ni siquiera me han 

mandado, y cuando las estoy haciendo subrayo las palabras que no 

conozco, las investigo y después me las aprendo. Y por eso me sé más 

vocabulario 

57 Oscar La verdad yo me guio por alguna palabra que conozco y después voy 

sacando la idea  

58 Juan Mario  A mí se me facilita más bien entender por los títulos y las imágenes 

59 Santiago  Yo no me sé mucho el vocabulario, pero cuando veo una palabra se me 

hace fácil sacar una idea principal a partir de esa palabra, y también me 

guio por las imágenes 

60 Karina  A mí se me facilita la pronunciación  

61 Karla  A mí se me facilita entender por medio de las imágenes y a veces por los 

títulos 

 

Turn Participant Participation 

62 Interviewer Quinta pregunta: ¿qué es lo que más se te dificulta al leer textos en 

inglés? 

63 Vivianne A mí se me dificulta el vocabulario, pero la manera en que se escribe 

64 Nahiomy A mí lo que más se me dificulta es el vocabulario  
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65 Schannix A mí se me dificulta la forma en que se escribe en inglés ya que a veces 

no entiendo las palabras  

66 Jose Oscar A mí se me dificulta la pronunciación de los verbos en cualquier tiempo. 

Normalmente el tiempo presente es fácil para mí, pero en otros, sea 

pasado o cualquier otro tiempo, la escritura y la pronunciación son 

difíciles para mi 

67 Oscar  A mí se me dificulta la pronunciación  

68 Juan Mario  A mí se me dificulta por la manera como están escritas las palabras  

69 Santiago A mí se me dificulta la manera en que se escriben las palabras. Además, 

se me dificultan los verbos en pasado, o sea, cuando hay una palabra 

(verbo) se me dificulta pasarla al tiempo futuro, pasado o presente 

70 Karina A mí se me dificultan algunas lecturas, cuando tienen palabras muy 

difíciles que yo no entiendo 

71 Interviewer ¿ es decir, el vocabulario? 

72 Karina  Ajá si… ajá 

73 Karla  A mí se me hace difícil cuando hay una palabra que no entiendo porque 

ahí me quedo trabada y hasta que no sepa lo que significa esa palabra, no 

puedo continuar 

74 Interviewer Sexta pregunta: ¿qué tipos de textos prefieres leer en inglés y por qué? 

75 Vivianne Los cuentos y fabulas son chéveres… y los textos informativos, porque 

me gusta enterarme de cosas muy importantes  

76 Nahiomy Los cuentos me encantan… porque me gustan los personajes  

77 Schannix Los anuncios, para poderme informar de cosas que están vendiendo o que 

están pasando 

78 Jose Oscar  Los textos informativos y conversacionales, porque con los informativos 

yo aprendo cualquier información mientras que con los conversacionales 

aprendo vocabulario común en el inglés 

79  Interviewer Interesante… ¿qué tipo de conversaciones son tus favoritas?  

80 Jose Oscar Cualquiera, sea entre dos, tres o más personas o diálogos en una historia 

81 Oscar  Me gustan los narrativos porque cuentan sucesos, como algo sucedió 

82 Juan Mario Me gustan los narrativos para saber de historias interesantes  

83  Santiago Me gustan los textos como fábulas porque son historias que me dejan 

enseñanza 

84 Karina  A mí me gustan son los cuentos porque comprendo fácil la idea principal 

de los cuentos  

85 Karla  Me gustan las historias como las que ocurrieron en el pasado. Así también 

aprendo verbos en pasado y se me facilitan más las lecturas  

86 Interviewer  Séptima pregunta: ¿Cuáles estrategias de lectura conoces y cuál crees que 

te funciona mejor para comprender las ideas principales de un texto? 

87 Vivianne Las estrategias de lectura que conozco son subrayar y elaborar mapas 

conceptuales, pero lo que más me gusta son los mapas conceptuales 

porque se me facilita más todo 

88 Nahiomy También conozco algunas como los mapas conceptuales y subrayar… y la 

que más se me hace fácil y útil es subrayar, porque así las palabras que no 

conozco las puedo buscar en el diccionario 

89  Esa es una estrategia también… en ocasiones nos ayudamos del 
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Interviewer  diccionario 

90  Schannix Yo conozco los mapas conceptuales, encerrar la palabra, subrayar… y la 

que yo prefiero es encerrar porque si no se me esa palabra puedo pensar 

en su significado después o tenerla pendiente para buscar en el 

diccionario 

91 Jose Oscar Bueno… yo la verdad es que hojeo la lectura y voy en busca de la 

respuesta a la pregunta que me hicieron 

92 Oscar Ehmmm… Yo conozco varias estrategias, pero la que utilizo es ésta: yo 

leo un párrafo y cuando lo leo, yo en mi mente voy recordando y 

socializando qué fue lo que leí  

93 Juan Mario La que más utilizo es subrayar… es la que más me gusta de las que 

conozco, que son subrayar, resaltar las ideas principales y encerrar lo 

necesario 

94 Santiago  Yo conozco estrategias como tratar de adivinar de qué se trata el texto 

viendo una imagen, subrayar, mapas conceptuales… pero la que a mi más 

me funciona es tratar de adivinar viendo una imagen o un título sobre qué 

se trata la lectura 

95 Interviewer  Osea inferir a partir de esos detalles que también hacen parte de la 

lectura… 

96 Santiago Ajá 

97 Interviewer Tu turno, Karina 

98 Karina Yo conozco encerrar, subrayar y mapas conceptuales porque son las que 

más usamos en otras clases. Se me facilita subrayar ya que… por queee… 

pues… si no subrayo se me olvidan las palabras claves 

99 Karla Yo conozco mapas conceptuales, encerrar, subrayar, predecir con 

imágenes… pero la que se adapta más a mi es subrayar 

100 Interviewer Octava pregunta: ¿Cuáles estrategias de lectura utilizas cuando lees textos 

en inglés?  

101 Vivianne Ehh… la que a mi se me facilita en inglés son los mapas conceptuales y 

encerrar 

102 Interviewer ¿y qué encierras? 

103 Vivianne Encierro las palabras que no entiendo y las apunto después en mi 

cuaderno o en una hoja… y cuando llego a mi casa busco en el traductor 

y la paso al español y cuando otra vez me pregunten eso mismo, ya saber 

104 Interviewer O sea que básicamente aplicas las mismas estrategias de lectura tanto en 

español como en inglés 

105 Vivianne mmm… pues si 

106 Nahiomy  Lo que hago es subrayar las palabras que no conozco 

107 Schannix Yo encierro las palabras desconocidas o las subrayo, después las busco en 

el diccionario y vuelvo a leer todo para ir sacando las ideas importantes  

108 Jose Oscar Yo normalmente en inglés… yo nunca hago nada especial solo me dedico 

a leer 

109 Interviewer ¿Es decir que no aplicas ninguna estrategia de lectura? Simplemente vas 

leyendo el texto completo y ya 

110 Jose Oscar Ajá 

111 Interviewer ¿y te ha funcionado? 
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112 Jose Oscar  Algunas veces. Aunque cuando no he terminado de leer y veo que en 

clases se me está acabando el tiempo… voy viendo despacio pero no tan 

despacio y sin leer… voy buscando lo que necesito y saco las respuestas a 

las preguntas, así como están en la historia o aveces las escribo con mis 

palabras o un poco diferente  

113 

 

 

Oscar Yo utilizo diferentes estrategias para leer en inglés y para leer en español. 

Las de inglés las utilizo más que todo cuando no me sé una palabra en 

inglés y cuando ya la conozco, voy socializando y recordando lo que 

acabo de ver en el texto 

114 Juan Mario  Yo subrayo… cuando no entiendo una palabra yo la subrayo, después la 

investigo y me la aprendo 

115 Santiago Ehh… yo utilizo lo que es subrayar las palabras que no entiendo e inferir 

a partir de las imágenes para ver de qué se tratará el texto  

116 Interviewer Esa también la utilizas en español… me dijiste ahorita 

117 Santiago  Si 

118 Karina  La mía es encerrar lo importante  

119 Karla Yo las palabras que no conozco las busco en el diccionario 

120 Interviewer Novena pregunta: ¿Qué opinas acerca de aprender otras estrategias de 

lectura que te ayuden a aumentar o mejorar tu comprensión lectora? 

121 Vivianne ¡Sería bonito! 

122 Nahiomy Yo opino que estaría bien porque así voy a aprender más cosas en inglés 

123 Schannix Yo opino que está bien porque todas esas estrategias que pueda aprender 

puedo aplicarlas en exámenes o en otras actividades también 

124 Jose Oscar Sinceramente me parece fabuloso que podamos contar cada vez con más 

estrategias  

125 Oscar La verdad me parece bien… quiero sobre todo aprender a resumir lo que 

leo 

126 Juan Mario Yo opino que sí me gustaría porque me ayudaría mucho más a entender 

las lecturas 

127 Santiago  Yo creo que sería mejor para mi aprendizaje del inglés… con tal que las 

estrategias sean para mi beneficio como estudiante, yo pienso que estaría 

super bien 

128 Karina  Sería fabuloso… para aprender más 

129 Karla Yo creo que sí me gustará porque si es para aprender es bueno… y eso lo 

podría utilizar en los exámenes y las tareas. Y para la vida, si me voy 

algún día a viajar o algo también me puede servir  

130 Interviewer  Bueno… eso es todo por hoy… se les agradece su tiempo para 

responder… muchas gracias  

131 --- (Los estudiantes también agradecen y se despiden… es mediodía, hora de 

la salida escolar) 
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Appendix B- 2: Transcript of the second focus group  

 

 

 

TITLE: Second focus group interview 

INTERVIEW: #2 

PLACE: Escuela Normal Superior la Hacienda (ENSH) 

DATE: November 7, 2018 

INTERVIEWER: Yolibet Molina  

PARTICIPANTS: Vivianne, Nahiomy, Schannix, Jose Oscar, Oscar, Juan Mario,  

                     Santiago, Karina and Karla. 

 

 

Turn Participant Participation 

1  

Interviewer 

Buenos días… en el dia de hoy estamos en el segundo y último grupo 

focal relacionado con el uso del approach CSR (Collaborative Strategic 

Reading). Vamos a preguntarle a ocho estudiantes acerca de cómo las 

estrategias de lecturas aplicadas durante este tiempo fueron de ayuda o no 

para aumentar su nivel de comprensión lectora.  

 

Primera pregunta: ¿Cómo te parecieron las seis actividades de 

comprensión lectora en equipo? Da ejemplos  

2 Vivianne Bien. Por ejemplo, cada vez aprendí a leer mejor porque entendía más 

palabras. 

3 Nahiomy Me pareció excelente porque me gustó cómo eran las actividades y 

porque trabajábamos unidos y eso hacía todo más fácil. 

4 Interviewer  ¿Cómo se te hacía más fácil? 

5 Nahiomy  ¿Perdón? 

6 Interviewer mmm… quiero decir que en qué momentos sentías que trabajar unindos 

facilitaba las cosas? 

7 Nahiomy Ahhh… porque en mi grupo cada uno aportaba de acuerdo a su papel… 

esteee… si era clunk expert, líder o cualquier otra cosa y así entre todos 

hacíamos las actividades 

8 Schanix Me parecieron divertidas y aprendí a trabajar mejor en equipo. Me gustó 

que aprendí más inglés. 

9 Jose Oscar Bien. A veces no querían tomar en cuenta mis participaciones, pero me 

relajaba, hacía chistes y en mi grupo resolvíamos las cosas rápido.  

La mayoría de las actividades fueron interesantes.  

10 Interviewer Osea que te sentiste rechazado en el grupo 

11 Jose Oscar La verdad no… al principio como que no confiaban en mi porque 

molestaba mucho pero poco a poco fui demostrando que era una ayuda 

para el equipo 

12  

Oscar 

 

Me parecieron muy buenas las actividades y entretenidas las lecturas. 

Además que aprendimos a socializar más mientras aprendíamos más 

inglés 
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13 Juan Mario  Las actividades me parecieron increíbles porque me gustó cómo la profe 

nos explicaba y me gustaron las lecturas y las preguntas que nos ponían. 

14 Santiago Bien, porque aprendimos más inglés del que nos enseñan en las clases  

15 Karina  Bien… fueron difíciles pero mi grupo y yo pudimos y eso me gusta 

mucho 

16 Karla  Bien porque las historias me gustaban bastante. Mi preferida fue la de los 

monos (the capseller and the monkeys) 

17 Interviewer Gracias, ahora vamos a la segunda pregunta: ¿qué aprendiste de trabajar 

actividades de comprensión de lectura en equipos cooperativos?  

18  Vivianne  A manejar los diferentes roles. Además, entendía más fácil leyendo entre 

todos y aprendí a hablar más en inglés. 

19 Interviewer ¿a hablar o a comprender los textos?  

20 Vivianne Pienso que un poco de las dos cosas porque aprendí más vocabulario y 

eso me sirvió para todo. 

21 Nahiomy  Lo que aprendí fue que trabajando en equipo podemos ser más unidos.  

22  Schannix Que aprendí muchas cosas, o sea palabras que no conocía. Aprendí 

también a expresarme mejor en inglés y todo me pareció más fácil en 

equipo. 

23 Jose Oscar Aprendí palabras, oraciones y algunas expresiones 

24 Oscar Aprendí a socializar más porque las actividades eran educativas y 

dinámicas. Fue mejor trabajar en equipo. 

25 Juan Mario  Que trabajar en equipo es mucho mejor que trabajar individual porque 

uno comparte y aprende con los demás 

26 Santiago Me gusta trabajar en equipo, pero aprendí, más bien me di cuenta de que 

me gusta más cuando trabajo individual. 

27 Karina Aprendí a pronunciar y escribir mejor, también a trabajar más en equipo y 

respetar las normas. 

28 Interviewer  ¿las normas? 

29  Karina  Sii… eso… que cada uno tiene una función dentro del grupo 

30 Karla Yo aprendí que trabajar en equipo, para mi, es mejor que hacer las cosas 

individualmente porque así aprendo a trabajar en equipo y a convivir con 

los demás 

31 Interviewer Tercera pregunta: ¿cómo te pareció la idea de leer con otros compañeros 

teniendo un rol asignado (secretario, líder, etc) dentro del grupo? 

32 Vivianne Mejor porque me sentía feliz ya que todos aportaban. Al cada uno tener 

un rol ya cada uno sabía qué hacer para complementar al grupo. Mi rol 

favorito fue el de líder porque me gusta mandar… (risas) 

33 Interviewer ¿Y tú, Nahiomy? 

34 Nahiomy Bien… mejor porque así trabajamos más organizados 

35 Schannix Con roles asignados se vió todo más organizado. Mi rol favorito fue gist 

expert porque podía sacar las ideas principales de lo que leíamos y 

comprender mejor 

36 Jose Oscar  La mayoría de las veces yo era secretario, pero no me sentí tan bien. La 

verdad yo quería hacer cosas más fáciles para mi persona ya que el 

secretario es bastante responsabilidad 
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37 Oscar Bien, porque es más entendido y ordenado el trabajo. El rol que más me 

gustó a mí fue el de clunk expert ya que me iba mejor descifrando lo que 

significan las palabras 

38 Juan Mario Increíble, porque cuando no sabía algo los demás compañeros de mi 

grupo me ayudaban y también me explicaban lo que me tocaba hacer 

según mi rol 

39 Interviewer Pero en ocasiones te distraías bastante  

40 Juan Mario Si… reconozco que a veces dejaba a mis compañeros solos 

41 Interviewer ¿pero por qué lo hacías? 

42 Juan Mario No se… a veces me aburría y entonces me iba a tomar agua o cosas así 

43 Interviewer ¿y qué te aburría?  

44 Juan Mario Las lecturas no, pero en ocasiones no quería responder las preguntas del 

log 

45 Interviewer Ya entiendo, Juan Mario  

46 Juan Mario  (risas)… dale tú, Santiago 

47 Santiago Bien, porque estábamos ordenados y sabíamos lo que le tocaba hacer a 

cada uno, aunque a veces termináramos ayudando a otro compañero con 

su rol 

48 Karina  Bien porque aprendí más… sobre todo cuando era secretaria 

49 Karla No me pareció tan chévere porque casi siempre el líder ni el secretario 

leían. El rol que más me gustaba era el de clunk expert 

50 Interviewer Pregunta número 4: ¿cómo te sentiste aplicando las estrategias de lectura 

propuestas durante la aplicación del enfoque CSR (Collaborative 

Strategic Reading) 

51 Vivianne Hubo algunas veces en las que esas estrategias no me ayudaron en nada, 

pero muchas otras veces me ayudaron a comprender mejor ciertas partes 

de los textos 

52 Nahiomy Super! Porque nos ayudaron a entender las palabras y oraciones que al 

principio no entendíamos  

53 Schannix Bien, porque pude dar mis ideas y en eso me ayudaron mucho las 

estrategias.  

54 Interviewer ¿en qué te ayudaron? 

55 Schannix  En que para dar mis ideas debía primero entender la lectura… de qué se 

trataba, así que las estrategias de lectura me permitían entender para luego 

poder escribir y hablar. 

56 Jose Oscar  Bien, porque no era leer por leer, sino que trataba de buscar sentido a la 

lectura siempre a través de las estrategias 

57 Oscar Me sentí bien porque podía utilizar las cuatro estrategias y eso me ayudó 

a ir mejorando mi nivel de inglés 

58 Juan Mario  Al principio un poquito mal porque no entendía las lecturas ni aplicando 

las estrategias… menos mal después fui mejorando 

59 Santiago  Con las estrategias se me hizo más fácil entender ciertas cosas como 

frases y oraciones. Me di cuenta de que es una alternativa al diccionario 

60 Karina  Bien… con las estrategias aprendía más sobre cada lectura sin necesidad 

de ir traduciendo palabra por palabra… a veces era más cuestión de 

ponerle la lógica a las palabras para ver qué significaban 
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61 Karla  Bien. Porque si no entendía o se me dificultaba la lectura, podía utilizar 

alguna estrategia de lectura y así conocer que quería decir 

 

Turn Participant Participation 

62 Interviewer Quinta pregunta: ¿cuál consideras que fue la estrategia que más te ayudó 

a comprender las lecturas y por qué? 

63 Vivianne Quitar la palabra y leer la oración… muchas veces sacaba el significado 

de la palabra según el contexto de la oración. Esto me enseñó a no 

enfrascarme si no entiendo palabra por palabra 

64 Nahiomy La de quitar la palabra y continuar la oración, porque como dice 

Vivianne, aunque no estuviera la palabra, podía tener una idea y después 

agregar la palabra.  

65 Schannix Dividir la palabra en dos me ayudaba mucho a buscarle más sentido y 

entender con más claridad la mayoría de las veces.  

66 Jose Oscar Tapar la palabra y tratar de entender la idea sin ella.  

67 Oscar  La estrategia que más me ayudó fue leer el texto sin la palabra, y de 

segunda estrategia, la de dividir la palabra en dos partes. 

68 Juan Mario  Quitar la palabra de la oración y otras veces dividir la palabra en partes 

más pequeñas 

69 Santiago Quitar esa palabra y seguir la oración, como usted (profesora) nos 

aconsejó un día, es más importante entender la idea general que 

quedarnos y atrasarnos con una sola palabra que no entendemos. 

70 Karina No tuve estrategia favorita. Siento que utilizaba las cuatro por igual y eso 

me ayudó a saber siempre cuál era el significado de la palabra que 

buscaba 

71 Interviewer ¿Es decir que para ti las cuatro estrategias de CSR fueron igual de 

importantes y útiles? 

72 Karina  Si profe… para mi si 

73 Karla  La de quitar la palabra y seguir leyendo el texto… era la más práctica y 

más útil 

74 Interviewer Sexta pregunta: ¿Qué diferencias encontraste entre tu manera de leer y 

entender textos narrativos antes y después de las actividades realizadas?  

75 Vivianne Que ahora entiendo más y sé más palabras 

76 Nahiomy Ahora entiendo mejor las lecturas y actividades de inglés 

77 Schannix Antes de comenzar el proyecto entendía menos. Ahora entiendo más las 

oraciones y tengo más vocabulario 

78 Jose Oscar  Me va mejor ahora que antes. Leo y entiendo mejor, por ejemplo.  

79  Interviewer ¿Qué es lo que entiendes mejor? 

80 Jose Oscar Por ejemplo, las ideas principales para responder lo que me pregunten 

sobre el texto. 

81 Oscar  Antes de las actividades no entendía mucho inglés, pero ahora me siento 

capaz de leer por mí mismo y entender más. No entiendo todo, pero sí 

muchas cosas siempre y cuando la lectura no esté tan difícil… (risas) 

82 Juan Mario Pienso que ahora mi comprensión lectora está mejor que antes.  

83  Santiago La mayor diferencia es que antes entendía menos y ahora me puedo poner 

a leer hasta solo y entiendo más. 
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84 Karina  Antes leía peor que ahora, ahora leo mejor y más rápido. Y demoro 

menos para comprender las lecturas. 

85 Karla  Antes mis conocimientos eran más básicos que ahora. Sobre todo, tengo 

más vocabulario y facilidad para entender.  

86 Interviewer Séptima pregunta: En el caso del post test, es decir, el test final de lectura, 

¿Cuál de las estrategias de lectura trabajadas te sirvió más al momento de 

responder las preguntas acerca del texto? 

87 Vivianne Me sirvió más leer la lectura y cuando estoy respondiendo leo de nuevo el 

pedacito donde está la respuesta a la pregunta. No apliqué las estrategias 

de CSR. 

88 Nahiomy La que más uso siempre; quitar la palabra desconocida y continuar 

leyendo la oración. 

89 Schannix No utilicé ninguna estrategia. Simplemente leí como hago normalmente 

en los exámenes de lectura en español. 

90  Jose Oscar Dividir las palabras en partes más pequeñas. A veces también dividía la 

oración e iba entendiendo mejor las ideas. 

91 Oscar  Yo aplicaba las cuatro estrategias. A veces una me servía más que las 

otras y así… pero en general las cuatro me sirvieron para llegar más fácil 

a la esencia de la lectura. 

92 Juan Mario  Leer la oración quitando la palabra que me estanca por no entenderla 

93 Santiago Lo mismo que Juan Mario… ejejejeje 

94 Karina Yo iba tratando de aplicar las cuatro estrategias… iba viendo cual me 

servía más en cada caso 

95 Karla No apliqué ninguna estrategia, solamente leí natural… normal. 

96 Interviewer Listo… hemos llegado a la última pregunta: Si comparamos el mismo test 

de lectura que realizaron antes y después de las seis actividades de lectura 

cooperativa (pre- test y post- test), ¿consideras que tu comprensión 

lectora tuvo un avance o mejoría? ¿te sientes ahora más motivado y 

comprometido hacia la lectura en inglés?  

97 Vivianne Me sentí mejor en el post test porque todo lo entendí mejor. Además, que 

ahora machaco menos el inglés así que puedo seguir leyendo por mi 

propia cuenta.  

98 Nahiomy Ahora me siento mejor porque ahora comprendo más las lecturas. Sí me 

siento más motivada porque me siento más capaz de leer en inglés.  

99 Schannix En el post test me sentí mejor ya que pude dar mejores ideas y respuestas. 

Eso me motivó, pero no sé si el otro año me comprometa a seguir leyendo 

en inglés en mis tiempos libres y por mí misma.  

100 Jose Oscar Siento que avancé bastante porque ahora leo más y traduzco y comprendo 

más. Eso me motiva a seguir demostrando que puedo ser bueno en inglés. 

101 Oscar  En general siento que avancé porque ahora comprendo mejor al leer. Me 

siento capaz de leer en inglés.  

102 Juan Mario  Ahora después del último test y de las actividades de lectura con mis 

compañeros me siento mejor porque antes hasta gagueaba mucho pero 

ahora me motiva saber que soy capaz de entender mejor, sobre todo 

cuando tengo guía y ayuda de mis compañeros.  

103 Santiago Me sentí super mejor en el post test… ahora leo mejor y mis ganas de 
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seguir leyendo son mayores 

104 Karina Mi avance ha sido bastante porque creo que ya se escribir un poco más el 

inglés y pronunciar mejor. Ya me siento más independiente al leer sin 

ayuda de diccionario y más capaz de atreverme a cosas nuevas en inglés.  

105 Karla Me siento mejor que antes… mmm… antes leía cancaneando, pero ahora 

me va mejor leyendo y también comprendiendo. Vamos a ver si en sexto 

me da tiempo de seguir leyendo en inglés, yo tengo las ganas, pero creo 

que en sexto dejan mucha tarea… (risas) 

106 Interviewer Bueno… muchas gracias por haber participado de esta entrevista. Me 

agrada mucho su participación en este proyecto de lectura cooperativa y 

espero que a futuro puedan seguir mejorando más y más. Mil gracias por 

su tiempo y por responder todo lo que se les preguntó.  
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Appendix C: CSR learning logs 

 

 

 

 

 

 

 

Preview 

 

 

 

 

Get the gist: 
 
Restate with your own 
words the main idea of 
each paragraph. 
 

 

 

 

Wrap Up: 
 
Answer, then share with 
the rest of the class:  

1. What do you think it is 

the story about? 

 

 

 

 

 

Paragraph 1: Infere: Where does the 

story take place? 

 

 

   

2. What is its name? 

 
 
 
 
 
 

Paragraph 2: 

 

 

 

 

 

 

 

What is the best word to 

describe the characters? 

 

Koala: 

____________________ 

 

 

Tree kangaroo: 

____________________ 

CSR Learning Log 

Before Reading  During Reading  After Reading  
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3. Did you know about this 

story?  

 
 
 
 
 
 

Paragraph 3: 

 

 

 

 

 

 

 

 

 

 

 

Why do you think the 
koala always had an 
excuse to avoid digging 
the hole? 
 
 
 
 
 
 
 
 
 

  
 
 
 
 
 

Paragraph 4: Why do you consider that 

the kangarro was mad at 

the end?  

 

 

 

What happened to Koala’s 

tail at the end? 
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What else did Koala lose?  

 

 

 

 

 

 

 
 

Draw a sequence of events to explain and share what happened througout the whole 

story :  

 

 
 

 

 

• What is the moral of the story?  

______________________________________________________________________
___________________________________________________________ 
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Before Reading   

 
 
 
 
 
 
 
1.  With your group, invent a title for the story that you are about to read: 
 
 

 
2. What do you consider the adventure to be presented in today’s story? 
 
______________________________________________________________________

______________________________________________________________________

______________________________________________________________________

_______________________ 

3. In fairy or folk tales what is usually the role of the giant? Can you think of any unusual 
giants? 
______________________________________________________________________

______________________________________________________________________

______________________________________________________________________

_______________________ 

 

 

CSR Learning Log 
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During Reading  

  

 

 

Complete the following information:  

 
 

Description of the setting.  

What features of the setting are mentioned? 

 

 

 
 
 
 
 
 
 
 
 
 
 
 
Plot of the story:  
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Theme:  

 

 

 

 

 

 

 

 

 

 

 

 

 

Conflict:  
 
 
 
 
 
 

 

 
 
  
 
 
 
                                                Characters: 
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After Reading  
 
 
 

 
 
Answer the questions:  
 
 
 
 
1. Where did the children used to play after school? 
______________________________________________________________________

______________________________________________________________ 

2. What did the giant see when he came back? 
______________________________________________________________________

______________________________________________________________ 

3. What did the giant do to keep the children out of the garden? 
______________________________________________________________________

______________________________________________________________ 

4. What does the winter symbolizes in the story? 
______________________________________________________________________

______________________________________________________________ 

5. What does the spring symbolizes in the story? 
______________________________________________________________________

______________________________________________________________ 

6. How did the giant learnt the lesson?  

______________________________________________________________________

______________________________________________________________ 
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-

_______________________________________________________________

__________________________________________________________________________________

__________________________________________________________________________________

__________________________________________________________________________________

__________________________________________________________________________________

__________________________________________________________________________________

__________________________________________________________________________________

__________________________________________________________________________________

__________________________________________________________________________________

__________________________________________________________________________________

__________________________________________________________________________________

__________________________________________________________________________________

__________________________________________________________________________________

__________________________________________________________________________________

__________________________________________________________________________________

__________________________________________________________________________________

__________________________________________________________________________________

__________________________________________________________________________________

__________________________________________________________________________________

__________________________________________________________________________________

__________________________________________________________________________________

_________________ 

FINALLY: 

 Create an alternative ending to the story read. 

 Get ready to show and tell it to your classmates. 
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Preview: 

 

1. Watch the video related to the 

story. Then answer:  

 

- What is the topic of the story? 

 

 

 

 

 

 

 

beginning of the story:  

 

            Clunks:  
 
 
 
 
 
 

 
Which Fix-Up Strategy helped you? 

 
                     1      2      3      4 
 

 

Gist: 

 

 

 

 

 

 

 

 

 

Wrap- up: 
1. Write questions about the 

text. Then give them 

answers in group.  

2. Name three Keywords of the 

story: 

 

a- 

 

 

 

b-  

 

 

 

c-  

 

 

Middle of the story:  

 

Clunks:  

 

 

 

 

 

 

 
Which Fix-Up Strategy helped you? 

 
                     1      2      3      4 

 

 

 

Review: Write 1 or 2 of 

the most important ideas 

of the whole text. Be 

ready to justify your 

ideas:  

CSR Learning Log 

Before  
reading During reading 

After  
reading 



166 

 

 

 

Gist: 

 

 

 

 

 

3. What do I already know 

about the topic? 

 

 

 

 

 

 

 

4. What do I think I will learn? 

 

 

 

 

 

 

 

Ending of the story: 

 

Clunks:  

 

 

 

 

 

 

 
Which Fix-Up Strategy helped you? 

 
                     1      2      3      4 

 

 

 

Gist: 
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171 

 

 


