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Abstract 

English Language Learner (ELL) achievement on standardized testing in a second 

language (L2; English) has been shown to be compromised due to L2 literacy deficits 

demonstrated by many of these students (Cheng, Fox, & Zheng, 2007; Solorzano, 2008; 

Zheng, Cheng, & Klinger, 2007). ELL achievement results on the Ontario Secondary 

School Diploma (OSSD) literacy requirement, the Ontario Secondary School Literacy 

Test (OSSLT), have remained consistently a minimum of 10% below that of students 

whose first language (L1) is English (Education Quality and Accountability Office, 

2015a). The focus of this quasi-experimental study was to improve ELL L2 literacy, 

specifically achievement of reading skills, using a targeted intervention which consisted 

of a series of balanced strategy literacy sessions. This explicitly instructed balanced 

strategy literacy program was delivered in an after school format to secondary school 

ELL students who were randomly assigned to treatment (use of L1 and L2) and sub-

treatment groups (use of L2 only). Balanced strategy instruction utilized the construction-

integration model of reading comprehension (Kintsch, 1988) as a direct application of 

social-cognitive constructivist theory to engage students in the building of L2 literacy 

skills through choral reading, guided reading, independent reading, peer discussions and 

high interest vocabulary development. Research results indicated that the treatment 

method used did not have a significant effect on ELL achievement of reading skills in L2, 

as measured by the 2014 OSSLT in comparison to pre-intervention achievement on the 

2010 OSSLT. Research results also indicated higher achievement levels on the 2014 

OSSLT for ELL students who had greater exposure to L2 development (e.g., prior 

courses, daily practice). Following the study, the ELL students’ development of L2 
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literacy skills continued within the context of secondary school credit courses towards 

successful completion of the OSSD. These findings suggest that more research is needed 

to determine the effective implementation of balanced strategy literacy programming as a 

support to ELL demonstration of graduation diploma requirements. 

Keywords:  balanced strategy instruction, construction-integration model, English 

Language Learners, literacy, reading comprehension, social-cognitive constructivist 

theory, standardized testing 
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Chapter 1 Introduction 

Locating the Researcher within the Research.  

 Literacy has remained at the core of my work as an educator for over two decades. 

Refining the ability of a student to access knowledge from the curriculum through the 

implementation of guided reading strategies for technical texts and then having the student apply 

that knowledge to technical writing, guided my work in the early years of my career as a 

secondary school Science teacher. This consistent focus on literacy led to a position of leadership 

with the school’s Literacy Committee at a time when the demonstration of literacy via the 

Ontario Secondary School Literacy Test (OSSLT) was identified as a requirement for the 

successful acquisition of an Ontario Secondary School Diploma (OSSD). My work as the 

Program Head of Literacy was multifaceted and this exposure to a variety of subject areas 

combined with the genuine intention to help students improve their literacy skills led to yet 

another leadership role in the position of Student Success Teacher. In this unique role, I was able 

to work cohesively with colleagues in the professional quest to improve student achievement, 

particularly the acquisition of the literacy diploma requirement. Workshops for students on 

various facets of the reading and writing processes in tandem with workshops for teachers on the 

effective implementation of literacy strategies (e.g., word walls, guided reading) led to 

remarkably improved results with credit accumulation rates and improved achievement on the 

OSSLT. Each of these roles over the years shared commonalities with purposeful 

implementation of practical strategies for both teachers and students to improve literacy.  

My quest for continuous improvement in student learning led to the natural next step and 

current role in my career as a secondary school Vice-Principal. I refined my ability to review 

student achievement data to identify gaps or inconsistencies in performance and then use these 
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findings as a guide to determine next steps with professional development for teaching staff. As a 

collaborative member of the Literacy School Learning Team at a very large urban high school 

with a student population that was comprised of remarkably different socio-economic and 

cultural backgrounds, I became keenly aware of significant differences in achievement within the 

student population. Following my first implementation of the OSSLT at this location, I 

immediately identified a gap in the achievement data that exposed a vulnerable group of students 

whose success rate on the literacy requirement was significantly below that of their peers (a 

difference of greater than 25%). Upon drilling down further into the data, it became apparent that 

these students were all English Language Learners (ELLs) enrolled in various levels of ESL 

classes. Although we focused our work as a team on the narrowing of this apparent gap, I found 

it intriguing that even with this dedication to augmenting instruction with a variety of learning 

strategies, the gap in the achievement data remained persistent for the next three years.  

I felt it was time to pursue a master’s of education degree in order to improve my 

understanding of educational theory and it’s applications to professional contexts. Based on my 

initial review of current research and associated theories I began to wonder about the impact of 

the English as a Second Language (ESL) teacher being able to speak to students in each of the 

first languages (L1s) in tandem with intentional literacy instruction in their second languages 

(L2s). The opportunity to combine theoretical learning with the practical inquiry into the ELL 

achievement gap led to the creation of this project. Although this initial research study was 

designed with the students in mind from that large urban high school, when I was transferred to a 

smaller urban high school with a much less diverse student population, I discovered that the ELL 

achievement gap still existed. It was time to do some research of my own as to what could be a 

possible first step into closing this achievement gap, beginning with OSSLT performance. 
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Defining Literacy. 

The demonstration of literacy in English is a fundamental component of graduation from 

secondary school in the Province of Ontario. In order for students to earn an OSSD, competency 

of both reading and writing skills at the achievement level of the provincial standard must be 

successfully demonstrated in English. Students in Ontario who are studying in English must 

demonstrate literacy in English, even if their L1 is a language other than English. ELL students 

are defined as students 

whose first language is a language other than English, or is a variety of English that is 

significantly different from the variety used for instruction in Ontario’s schools and may 

require focused educational supports to assist them in attaining proficiency in English. 

(Ministry of Education, 2007a, p. 8) 

Since 2002, in recognition of the unique linguistic background of students from across 

the province, the Ministry of Education has permitted for this literacy requirement to be 

completed via the Ontario Literacy Course (OLC) or the Ontario Secondary School Literacy Test 

(OSSLT). For more than a decade, OSSLT results have indicated that ELL achievement with L2 

literacy consistently remains at a minimum of 10% below that of students whose L1 is English 

(Education Quality and Accountability Office, 2015a). Specifically, ELL achievement on L2 

standardized testing has been shown to be compromised due to L2 literacy deficits in many of 

these students (Cheng, Fox, et al., 2007; Cheng, Klinger, & Zheng, 2009; Solorzano, 2008; 

Zheng et al., 2007). It has become paramount for educators to address this continued 

marginalization in the development of ELL L2 reading comprehension through the tailoring of 

targeted instruction since these achievement deficits in the demonstration of literacy skills have 
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identified inequalities in ELL student ability to read and write in English at a level equivalent to 

that of their provincial non-ELL peers (students of the same age cohort).  

Reading comprehension can be defined as the “process of simultaneously extracting and 

constructing meaning through interaction and involvement with written language” (Graves, Juel, 

Graves, & Dewitz, 2011). When written language is anchored to prior knowledge, text meaning 

can be comprehended (Graves et al., 2011; McNamara & Kintsch, 1996; Nassaji, 2007; Sanjose, 

Vidal-Abarca, & Padilla, 2006). This meaningful acquisition of knowledge is a cognitive process 

that relies on the individualized scaffolded refinement of reading skills. Overt balanced strategy 

instruction focuses on the development and demonstration of reading skills comprised of (a) 

explicitly stated ideas and information, (b) implicitly stated ideas and information, and (c) 

making connections between information and ideas in a reading selection and personal 

knowledge and experience. These reading skills form the core of modern literacy, acting together 

in unison to build student knowledge and understanding into greater comprehension. 

In this research study, the instructional delivery of reading skills through a series of 

balanced strategy literacy sessions was tailored to ELL development of literacy in fundamental 

alignment with the construction-integration model of comprehension (Kintsch, 1988) and 

constructivist theory of metacognition (Schunk, 2012). This method permitted the individual and 

large group engagement of ELL students in lessons that were interwoven with instructional 

strategies that supported the social nature of L2 reading skills acquisition. Each student 

continuously developed their L2 reading skills in relation to prior knowledge and then integrated 

these refined skills into purposeful consolidated practice. Concurrent with the development of L2 

reading skills, some students were randomly assigned to a treatment group which additionally 

incorporated the use of L1 instructional strategies to support the acquisition of L2 literacy. 
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Reading achievement demonstrated by the treatment group was then compared to that of the ELL 

students who were exposed to L2 instructional strategies only. It was proposed that if the ELL 

students in the treatment group (use of L1 and L2 instruction) could successfully demonstrate L2 

reading skills at an overall higher level than those ELL students who refined and practiced their 

reading skills using L2 instructional strategies only (as measured by the 2014 OSSLT) that such 

instructional best practices could be used as an ongoing support to ELL literacy development. As 

a result of this research, recommendations are shared regarding the use of L1 and L2 balanced 

literacy strategies in the role of education to improve ELL L2 literacy skills required for the 

successful completion of the graduation requirement. 

The Importance of Being Literate 

The importance of improving ELL L2 literacy skills remains central to Ontario secondary 

school diploma acquisition. Literacy skills form the very basis of credit completion and literacy 

diploma requirement demonstration. Once the literacy graduation requirement is completed, 

students in Ontario become eligible for graduation. These secondary school graduates go on to 

enter the work force and, as literate citizens, engage in the many dynamic applications of print 

and written resources forming the basis of thriving twenty-first century societies.  

Globally. Notably, literacy is an important growing global consideration. The global 

organization known as the United Nations Educational, Scientific and Cultural Organization 

(UNESCO) has defined literacy as a means for an individual to participate fully in society by 

realizing knowledge and potential from a continuum of learning within the various contexts of 

print and written materials (Canadian Literacy and Learning Network, 2015b; United Nations 

Educational Scientific and Cultural Organization, 2004). Growth in literacy rates is seen as an 

indication of improved national education standards and ultimately as an indication of the 
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productive lives of adolescents as they mature into adulthood and become active members of 

society (Cheng, 2012; Hardwood, 2012). Echoing this call for strong national education 

standards, the Programme for International Student Assessment (PISA; 2010) has identified 

literacy skills as a minimum requisite for the continued efficacy of learning in adulthood and for 

full participation of the individual in society. 

The Canadian perspective. Many countries around the world, including Canada, seek to 

quantify how effectively their citizens realize their potential by collecting information about 

these literacy rates in order to identify areas for improvement with equity and quality of 

education programs. In Canada 42% of adults between the ages of 16 and 65 are reported as 

having low literacy skills (Canadian Literacy and Learning Network, 2015a; Organisation for 

Economic Co-operation and Development, 2015). Low literacy skills in Canadian students 

should be of national concern, given that many of our secondary school graduates enter the 

global economy with insufficient literacy skills. In order to address this insufficiency, the 

Ontario Ministry of Education, through a joint venture with the Education Quality and 

Accountability Office (EQAO), has emphasized the importance of English language literacy to 

secondary school graduation through the implementation of internationally-recognized 

mandatory standardized testing:  the OSSLT. The OSSLT is a criterion-referenced standardized 

test used for the purposes of assessing secondary school student achievement of English literacy 

skills (in both reading and writing) at an equivalence of Grade 9 Ontario curriculum 

expectations. Successful completion of the Grade 9 English course (an OSSD requirement) is 

considered to be essential in the ability of all students to demonstrate functional literacy. For 

ELL students, this essential demonstration occurs in their L2.  
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The Ontario perspective. The Organisation for Economic Co-operation and 

Development (OECD; 2015) has identified both equity and quality of education as key policy 

issues for ELL students throughout Canada. From 2003 to 2015, one in four Ontario students 

reported that their L1 learned at home was a language other than English (Education Quality and 

Accountability Office, 2015a). These provincial language statistics have remained consistent for 

more than a decade and should not be surprising given that 40% of immigrants to Canada, 

speaking over 100 languages, choose to settle in Ontario (Government of Ontario, 2013). 

Research has shown that due to the multilingual nature of many communities across Ontario, 

opportunity for the successful acquisition of literacy skills in L2 is diminished for a significant 

portion of ELL students (Gomez Palacio, 2010; Kim & Jang, 2009; Leung & Lewkowicz, 2006; 

Nassaji, 2007; Solorzano, 2008). ELL students entering the Ontario schools, at any grade level, 

are assessed for L2 fluency in order to identify appropriate language development supports to 

educational curriculum.  

In Ontario secondary schools, ELL students complete an initial review of their level of 

English literacy through the Steps to English Proficiency (STEPs) framework and are placed into 

an appropriate level of ESL programming (Ministry of Education, 2011). For ELL students who 

are not reading in L2 at the level of their non-ELL peers, focused educational supports include 

ESL courses for credit that count towards earning an OSSD. These courses help ELL students to 

refine independent reading skills and develop L2 literacy skills of critical importance in order to 

demonstrate competent achievement in English literacy considered to be on par with that of their 

non-ELL peers. ESL course programming varies from the most basic building of English literacy 

skills (ESL-A) to a level wherein ELL students can be considered to have the proficiency 

necessary to become eligible for the OSSLT (ESL-E; See Appendix A). 



BALANCED STRATEGY INSTRUCTION AND ELL LITERACY 8 

Ontario ESL secondary school programming. ELL students develop their language 

competencies with L2 reading and writing skills through exposure to and development of 

English literacy skills. This progression in the development of L2 literacy skills begins with 

ESL-A and continues through to the completion of ESL-E curriculum. Following the completion 

of ESL-E, ELL students can then be placed into an English compulsory credit course. Based on 

the exit curriculum expectations of the compulsory Grade 9 English course, successful 

demonstration of English literacy skills on the OSSLT is considered to be a minimum equivalent 

to that of provincial standard (Level 3
1
) achievement (Ministry of Education, 2010). Instruction 

for ELL students in L2 is supported by opportunities to practice reading and writing skills within 

the classroom in addition to ESL supports. These in-class instructional opportunities collectively 

work to build the reading comprehension skills for all students. Since these supports are 

generally at the Grade 9 level of competency, their effectiveness with both ELL and non-ELL 

students on an individual basis varies based on required student needs. It is reasonable to assume 

that these integrated classroom supports will most likely not be sufficient to support the needs of 

those ELL students who are not reading and writing in English at the Grade 9 level.  

Standardized testing and the provincial cohort. In Ontario, secondary school students 

who write the OSSLT are categorized as being either First Time Eligible (FTE) or Previously 

Eligible (PE). The FTE student cohort for any one writing year is identified by EQAO as 

                                                 
1
Four levels of achievement comprise the assessment and evaluation standards in Ontario.  “Level 1 represents 

achievement that falls much below the provincial standard.  The student demonstrates the specified knowledge and 

skills with limited effectiveness.  Students must work at significantly improving learning in specific areas, as 

necessary, if they are to be successful in the next grade/course.  Level 2 represents achievement that approaches the 

provincial standard.  The student demonstrates the specified knowledge and skills with some effectiveness.  Students 

performing at this level need to work on identified learning gaps to ensure future success.  Level 3 represents the 

provincial standard for achievement.  The student demonstrates the specified knowledge and skills with considerable 

effectiveness.  Parents of students achieving at Level 3 can be confident that their children will be prepared to work 

in subsequent grades/courses.  Level 4 identifies achievement that surpasses the provincial standard.  The student 

demonstrates the specified knowledge and skills with a high degree of effectiveness.  However, achievement at 

Level 4 does not mean that the student has achieved expectations beyond those specified for the grade/course.” 

(Ministry of Education, 2010, p. 18.) 
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students being in Grade 10 (by year of birth), usually turning 16 years old, and having completed 

their Grade 9 core compulsory subjects (specifically, English at a minimum). Students who are 

older than 16 years, have been deferred once, or have written the OSSLT on a previous attempt 

and were unsuccessful are considered PE and are typically in their Grade 11 year of secondary 

school (see Table 1). 
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Table 1  

Typical Secondary School Credit Achievement Totals for OSSLT Eligibility 

    FTE   PE 

Credits    12 

   10 

  20 

  11 Grade  

Age ≤16 ≥17 

   

On average, it takes a minimum of five years for ELL students to demonstrate L2 

language proficiency equal to that of their English speaking peers (Graves et al., 2011; 

Solorzano, 2008; Zheng et al., 2007) thereby suggesting a language skills gap from the very 

outset of their education in Ontario (Cheng, 2012; Gomez Palacio, 2010). As a result of not 

being ready to attempt the OSSLT with their provincial non-ELL peers due to the delayed L2 

skills development,  ELL students typically comprise the largest group within deferred FTE 

participants (Cheng, Fox, et al., 2007; Doe, Cheng, Fox, Klinger, & Zheng, 2011; Zheng et al., 

2007). Since the implementation of the OSSLT in 2002, and as a result of ELL 

underachievement on standardized tests of language proficiency, this timely issue in literacy 

education has increasingly become the focus of educational research (Gomez Palacio, 2010; 

Hardy, 2013; Hinton, Rogers, & Kozlow, 2010; Kim & Jang, 2009; Solorzano, 2008).  



BALANCED STRATEGY INSTRUCTION AND ELL LITERACY 11 

Chapter 2 Literature Review 

 This section will explore educational research to develop a rationale for using the 

construction-integration model of reading comprehension by explaining its relationship to social-

cognitive constructivist theory. Utilizing this framework, the creation of the balanced strategy 

literacy program will be reviewed as a way to improve ELL L2 literacy skills more effectively 

than the current ESL instructional programming in Ontario. A brief summary of the need for 

high quality L1 and L2 instructional delivery and educator training will also be addressed. 

Finally, an explanation of the research question and associated hypotheses are explained. 

Reading Comprehension Theory 

 ELL L2 reading comprehension skills gap. The L2 skills gap experienced by ELL 

students within their first five years of schooling in Ontario (Cheng, 2012; Graves et al., 2011; 

Solorzano, 2008; Zheng et al., 2007) indicates struggles with the cognitive development of L2 

reading comprehension skills over time. From the formation of the initial most basic concrete 

skills into the more formal and complex fluid skills that form the core components of L2 literacy, 

these reading comprehension skills are required for the successful demonstration of the literacy 

diploma requirement (Gomez Palacio, 2010; Zheng, Klinger, Cheng, Fox, & Doe, 2011). This 

demonstration of L2 reading comprehension skills necessitates, in part, the ability of an ELL 

student to discern explicitly and implicitly stated ideas and information from reading selections 

and the ability to make connections between information and ideas in a reading selection and 

personal knowledge and experience (Education Quality and Accountability Office, 2011e, 2013). 

Development of the skill to understand the explicit ideas within a reading selection requires ELL 

students to fundamentally understand the meaning of the written words and to then demonstrate 

this understanding by accurately identifying the main idea of the reading selection. 
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Demonstration of implicitly stated ideas expands this explicit understanding to a higher reading 

skill level whereby the ELL student must make inferences regarding possible extensions of 

meaning from what has been comprehended in the reading selection. The ELL student must then 

relate this comprehension of the explicit and implicit understandings of the reading selection to 

personal experience. This not only requires the ELL student to comprehend various levels of the 

message being communicated but in addition to relate this comprehension to their prior 

knowledge. 

Based on this prior knowledge and experience, each ELL student can be thought of as a 

unique mosaic of reading comprehension skills that have been developed in their L1 and refined 

for application to reading comprehensively in their L2. For an ELL student who is actively 

acquiring L2 reading skills, the ability to successfully demonstrate reading comprehension skills 

is directly dependent on the extent to which these skills were developed in their L1 (Solorzano, 

2008). The formation of this comprehensive understanding by the ELL student can be explained 

by social-cognitive constructivism theory (Schunk, 2012). 

Social-cognitive constructivism theory. Social-cognitive constructivism theory evolved 

out of twentieth century education research conducted in the field by pioneers such as Vygotsky, 

Piaget, and Rosenblatt (Schunk, 2012). Vygotsky’s extensive research included the social 

influences of reasoning on skills acquisition and competency in relation to the zone of proximal 

development (Schunk, 2012; Vygotsky, 1978). The act of learning is thought to become more 

efficient when new concepts are connected to previously-learned concepts within what is known 

as a zone of learning. Zones of learning can be thought of as both continuous and unlimited. By 

deliberately arranging for instruction that bridges learning from one proximal zone to another, 

learning can be maximized. Influenced by the work of Vygotsky, Piaget concentrated on the pure 
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constructivist stages of learning through experience (Piaget, 1952; Schunk, 2012), while 

Rosenblatt (1978) contended that the construction of meaning from knowledge and skills was 

shaped by individualized transactional experiences that are culture-specific to each learner. The 

idea that past experiences and prior skills acquisition can have a profound impact on an 

individual’s ability for continued learning via the creation of organized schemas was further 

explored in the latter half of the twentieth century and the early twenty first century by a number 

educational researchers (e.g., Graves et al., 2011; Kintsch, 1988; Kintsch, Patel, & Anders 

Ericsson, 1999; McElvain, 2010; McNamara & Kintsch, 1996; Schunk, 2012; Wurr, 2003). The 

presence of schemas helps the reader construct meaning and therefore acknowledges the value of 

previously stored information on the ability to construct meaning from new information, forming 

the core assumption of cognitive theory (Kintsch, 1998; Schunk, 2012). This extension of 

cognitive theory that acknowledges the building of meaning from isolated words by combining 

them with the holistic inclusion of prior knowledge and experience opened the door for Kintsch’s 

(1988) research with the creation of a reading comprehension model that theoretically accounted 

for just such an individualized and complex nature of cognition. Cognition and comprehension 

can be thought of as the complex integration of meaning constructed from the situational 

connection between various parts of a text (Kintsch, 1988; McNamara & Kintsch, 1996).  

 The construction-integration model. In this model, cognition can be described as a 

mental process that combines perception and knowledge of information resulting in the 

formation of a mental construct that can produce an associated action that demonstrates 

understanding (Kintsch, 1998). Understanding is brought about through the activation of many 

associated neural networks that the reader identifies as being related to the information being 

processed, without regard for whether these networks will result in comprehension. 
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Comprehension is generated through a process that Kintsch (1998) refers to as “constraint 

satisfaction” (p. 3) which works to include only those neural networks that contain information 

that directly or indirectly build meaning from the context of the information under review. Once 

the information has been reviewed and linked to associated neural networks through the 

processes of perception and understanding, Kintsch argues that the result is a situational model 

of comprehension that can be considered an understanding that is as unique as the varied 

experiences of the individual. This situational model of comprehension relies on the initial 

understanding of ideas from the text, without regard for correct connections to the specific 

situation. As more information is gathered and understanding continues to grow, this 

contextualized understanding develops into a more comprehensive understanding. 

Comprehension, therefore, is reliant on individualized experiences within a variety of contexts. If 

the individual in any situation experiences problems with reaching a comprehensive 

understanding, the individual will resort to problem solving strategies that help to build a 

connection across apparent gaps in neural networks. In this model of cognition, Kintsch argues 

that comprehension is literally constructed foundationally from the smallest and weakest chaotic 

connections towards a larger and stronger context-sensitive organized relationship that 

demonstrates coherence of understanding manifested in conscious thought. Once this level of 

comprehension is reached, the newly acquired mental representation of understanding becomes 

integrated with existing neural networks of knowledge and thus strengthened through 

reinforcement while lesser connections are deactivated. This reinforcement of comprehension 

can fundamentally be applied to describe thinking processes for any student, regardless of their 

L1. 
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The construction-integration model and ELL implications. In the construction-

integration model of cognition there is an assumption that the thought pattern of comprehension 

occurs in the same language in which the understanding is produced. That is, the language in 

which an individual demonstrates understanding is the language in which the individual has done 

the thinking (Kintsch, 1988). Similarly, in order to think through the explicit and implicit 

meaning of text and connect personal experience to text vocabulary, students must have a 

working knowledge of text vocabulary in the language in which it was written (McNamara & 

Kintsch, 1996; Nassaji, 2007). From there, further connections can be made either in the 

language of the text or the translation of meaning in the first language through the associated 

neural networks (Chau, Wu, Chen, & Lughmani, 2012; Li & Zhang, 2004; Nassaji, 2007; 

Schunk, 2012; Solorzano, 2008; Taguchi, 2007; Yu, 2008). For ELL students, this process has 

been practiced in their L1 to varying degrees and must now be practiced in their L2 in order to 

strengthen the neural network associations needed for achievement demonstration on 

standardized assessments required for graduation (Cheng, Fox, et al., 2007; Hayes, Rueda, & 

Chilton, 2009; Kim & Jang, 2009; Short, Echevarria, & Richards-Tutor, 2011). The level of 

proficiency in reading comprehension required for the successful demonstration of L2 literacy, 

therefore, takes longer to develop in ELL students than in students whose L1 is English (Cheng, 

Klinger, & Zheng, 2007; Kim & Jang, 2009; Toohey, 2007; Zheng et al., 2007).  

For those FTE ELL students who choose to attempt the literacy test when they first 

become eligible, a long-standing provincial trend from 2002 to 2015 indicates only one in two 

will be successful (Education Quality and Accountability Office, 2015a; Hinton et al., 2010). 

Within a multicultural urban setting, FTE ELL and PE ELL students have demonstrated an 

achievement difference as great as 23% below that of their provincial non-ELL peers in language 
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proficiency on the OSSLT (Education Quality and Accountability Office, 2012e). For ELL 

students whose prior knowledge and L1 literacy skills are weak to begin with, the ability to 

demonstrate literacy in their L2 by an age-defined testing structure becomes insurmountable 

(Cheng, 2012; Education Quality and Accountability Office, 2012d; Hayes et al., 2009; Hinton et 

al., 2010).  

ELL L1 literacy skills individually vary in competency based on a number of factors that 

have contributed to the proficiency level of their overall literacy skills. The more competent the 

demonstration of L1 literacy skills the more likely the ELL student was able to attend 

uninterrupted schooling, from their country of origin through to enrolment in Ontario. In some of 

these cases, L1 literacy development could have had a structured approach in formal schools 

with standardized curriculum prior to the continuation of schooling in Ontario. However, for 

some ELL students, the enrolment in schooling in Ontario occurred after a significant gap in 

learning due to the necessary disruptions brought about by travel restrictions and immigration 

policies. For others, their schooling may have been intermittent due to extensive movement 

within their country of origin or perhaps for other reasons like poverty or discrimination. Yet 

even for others, formalized schooling prior to immigration may not have been possible either due 

to lack of centralized government services, or for political reasons (e.g., war or oppression).  

The transferred development of literacy skills from L1 to L2 is therefore as 

individualized as the journeys that brought these students to Ontario, with some students being 

ready to engage in language development similar to that of their non-ELL peers, while others 

require a more intensive support structure to help them acquire functional literacy. These 

individual variances in skills competencies underscore the need to invest in the necessary time, 

estimated to be between five to seven years (Graves et al., 2011; Solorzano, 2008; Zheng et al., 
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2007), in order to enable ELL achievement for English language reading and writing skills to 

become equivalent to that of their non-ELL peers (Hardy, 2013; Kim & Jang, 2009; Toohey, 

2007; Zheng et al., 2007). If ELL students arrive to Canada between Grades 2 and 4, it would be 

a reasonable supposition that their literacy skills would develop to become on par with those of 

their non-ELL peers by the time they demonstrate the literacy graduation component. However, 

this is not the reality for many ELL students who arrive to Canada in Grade 9 or 10 and do not 

have the luxury of time to build their L2 literacy skills equivalent to that of their English 

speaking peers. 

Application of Theory to the Development of ELL L2 Literacy 

Improving ELL literacy with extended practice. Since the development of L2 reading 

comprehension takes longer in ELL students, providing a program outside of class time became 

a natural next step in providing for their L2 literacy skills development. Instruction that explores 

various reading text formats that vary in skill level and content can have dramatic effects on 

improving ELL reading comprehension in their L2, especially when offered at a reading level 

slightly higher than their current ability but connected to their prior learning (Booth Olson, Land, 

Anselmi, & AuBuchon, 2010; Chen, 2012; Eshiet, 2012; Santau, Maerten-Rivera, & Huggins, 

2011; Vygotsky, 1978). ELL students have the opportunity to practice encoding and recall skills 

while gaining reading confidence with new material which is of interest to them by exploring 

reading texts that activate prior knowledge, celebrate cultural linkages and are slightly more 

sophisticated than their current level of ability (Booth Olson et al., 2010; Chau et al., 2012; 

Chen, 2012; Davis Lenski, Ehlers-Zavala, Daniel, & Sun-Irminger, 2006; Hayes et al., 2009; 

McElvain, 2010; Nelson, 2005). The improvement of  ELL L2 reading achievement through 

repeated exposure to various types of reading text, in tandem with the explicit teaching and 
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modeling of tiered reading strategies has been shown to have beneficial effects on L2 

development with ELL students by increasing confidence while lowering anxiety levels as skills 

are acquired (Booth Olson et al., 2010; Nelson, 2005; Peyman & Sadighi, 2011; Roessingh & 

Johnson, 2004; Shin, 2010). 

Improving ELL literacy with linguistic contextual cuing. Lower achievement levels 

for ELL students on L2 standardized testing assessments are thought to be a function of their 

cultural identity and unique language background (Cheng, Fox, et al., 2007; Craig, Thompson, 

Washington, & Potter, 2004; Davis Lenski et al., 2006; Hayes et al., 2009; Mays, 2008; 

McElvain, 2010; Zheng et al., 2011). ELL students represent a varied mosaic of dynamic 

cultural, linguistic and ethnic heritage which impact the contextual cuing of language meaning in 

their L2 (Birjandi & Tamjid, 2012; Brown, 2010; Chau et al., 2012; Fender, 2008; Li & Zhang, 

2004; Nassaji, 2007; Toohey, 2007; Yu, 2008). For example, the culture to which an ELL 

student is accustomed may not emphasize the explicit nature of language found within Ontario 

educational curriculum and may instead favour language metaphors or other literacy skills 

common to foreign cultures (Mays, 2008; Nelson, 2005; Rajabi, 2009; Toohey, 2007). These 

linguistic differences impact ELL ability to develop effective L2 reading skills along with the 

ongoing acquisition of content knowledge (Craig et al., 2004; Davis Lenski et al., 2006; Mays, 

2008; McElvain, 2010). This ongoing acquisition of knowledge is an actively social and 

constructive process that integrates meanings from what is read in order to metacognitively 

comprehend the written text as a whole (Graves et al., 2011). The development of higher level 

reading skills, such as processing and inferencing, hinge upon word recognition and spelling 

abilities as a means to extend L2 comprehension (Dixon & Bortolussi, 2013; Fender, 2008; 

Kintsch et al., 1999; McElvain, 2010; McNamara & Kintsch, 1996; Nassaji, 2007). It is the 
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proficiency of the L2 reading skills which remains the foundational key to L2 literacy (Chen, 

2012), even though the demonstration of both reading and writing skills are necessary for 

successful completion of the literacy diploma requirement. 

ELL literacy and linguistic sophistication. Of the reading skills that form the basic 

foundation of L2 literacy, the most demanding is the demonstration of indirect understanding 

because it presupposes that the student has experienced higher learning strategies of syntax 

(Cheng, Klinger, et al., 2007; Dixon & Bortolussi, 2013; Zheng et al., 2011). ELL students often 

have difficulty formulating competent responses in their L2 due to the succinct structural nature 

of and lack of explicitness within question formatting (Cheng, Fox, et al., 2007), especially when 

coupled with the navigation of test questions that demand highly developed L2 linguistic 

capabilities in order to decipher tasks (e.g., multiple choice formats). Multiple choice responses 

rely on the formulation of sophisticated L2 reading comprehension skills that interpret both 

explicit and implicit questions through recognition of vocabulary, decoding of text and 

recognizing content as a function of prior knowledge (Booth Olson et al., 2010; Brown, 2010; 

Kintsch et al., 1999; Nassaji, 2007; Rajabi, 2009; Roessingh & Johnson, 2004; Taguchi, 2007). 

In order to select the correct multiple choice response, ELL students must employ several 

reading skills competencies simultaneously including:  linguistically (by understanding meanings 

and phrases), socio-linguistically (by understanding the subtleties of language and culture with 

the tone and style of the writing) and through discourse (by understanding opinions and 

alternative views of the reading passages) (Chau et al., 2012; Kintsch et al., 1999; McElvain, 

2010; Pu, 2010; Roessingh & Johnson, 2004).  

Several factors including student prior knowledge, cultural experiences and L1 linguistic 

development merge to provide a point of reference from which ELL students can understand the 
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contextual cuing within L2 testing texts and questions (Booth Olson et al., 2010; McElvain, 

2010; Rajabi, 2009; Roessingh & Johnson, 2004; Taguchi, 2007). This transactional nature of 

reading supports the transition from a literal understanding of text to that of a constructed mental 

model that speaks to the personalized cultural and linguistic experience of the ELL student and 

emphasizes the intricacies and nuances of decoding text in order to comprehend and express 

inferred meanings in light of this varied experience (Graves et al., 2011; McElvain, 2010; Rajabi, 

2009; Rosenblatt, 1978). These sophisticated L2 linguistic demands in tandem with the 

development of explicit rather than implicit L2 comprehension skills lead to lower achievement 

levels of ELL students on L2 literacy test questions than their non-ELL peers (Cheng, Fox, et al., 

2007; Liu, Parker, & Lara, 2001; Nassaji, 2007; Zheng et al., 2011). To maximize 

comprehension, the construction-integration process of reading an L2 text by an ELL student 

requires a significant investment of time to decode, construct and integrate contextual meaning, 

including the re-reading of passages prior to being able to answer questions that require implicit 

understanding of the content in their L2 (Graves et al., 2011; Kim & Jang, 2009; Shin, 2010; 

Toohey, 2007; Zheng et al., 2007). 

ELL literacy and vocabulary development. In order for an ELL student to demonstrate 

an implicit understanding of L2 text content, it is important to develop their L2 vocabulary 

through deliberate and repeated instruction utilizing a variety of text formats in order to unlock 

the contextual meaning of words through direct modeling (Chau et al., 2012; Klinger, Rogers, 

Anderson, Poth, & Calman, 2006; Liyanage & Bartlett, 2012; Roessingh & Johnson, 2004; Shen, 

2013; Shin, 2010). Word recognition and spelling has been found to be a predictor of L2 reading 

comprehension levels in ELL students (Fender, 2008; Yu, 2008). Nurturing a social learner-

centered environment in which L2 dialogue can occur between the ELL student and the teacher 



BALANCED STRATEGY INSTRUCTION AND ELL LITERACY 21 

and between the student and their peers, the teacher can implement instructional reading 

strategies and skills in a scaffolded approach to help students decode and decipher the meaning 

of unfamiliar words (Anton, 1999; Booth Olson et al., 2010; Fender, 2008; Roessingh & 

Johnson, 2004; Shen, 2013; Shin, 2010). Reading strategies that draw out the recognition of and 

meaning of words within narrative text, while utilizing social dialogue, permits ELL students to 

develop greater L2 comprehension that reaches past a purely linguistic meaning into the 

recognition of rhetorical patterns (Chau et al., 2012; Cheng, Klinger, et al., 2007; Fender, 2008; 

Li, 2012; Liyanage & Bartlett, 2012; McElvain, 2010). Interactive reading strategies such as 

reading aloud, re-reading aloud, whole group discussion of meaning and free-writing, engage the 

ELL student in the building of both L2 reading comprehension and confidence by improving 

processing speeds (Chau et al., 2012; Fender, 2008; Shen, 2013; Shin, 2010).  

Improving ELL literacy with instructional scaffolding of reading skills. For ELL 

students, the development of L2 language proficiency is best achieved through a structured 

investment in the building of reading skills to support the comprehensive acquisition of English 

language basics within the context of a socially supportive learning environment (Chau et al., 

2012; Davis Lenski et al., 2006; Gomez Palacio, 2010; Shen, 2013; Shin, 2010). By providing 

explicit opportunities for ELL students to take the initiative to further explore numerous 

interactive reading strategies, an enhanced learning environment tailored to individually 

scaffolded learning needs can be created (Birjandi & Tamjid, 2012; Li, 2012; Nelson, 2005; 

Ortega, Luft, & Wong, 2013; Roessingh & Johnson, 2004; Shin, 2010). The expression of 

various reading strategies through the use of internet, social media and computers permits 

confident L2 language exploration and development of meaning through multiple contexts 

conducive to a multicultural learning environment (Chau et al., 2012; Klinger et al., 2006; 
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McElvain, 2010). Additionally, the creation and sustaining of quality programming for ELL 

students, with a focus on the development of interactive reading skills and strategies over a 

longer period of time, supports greater L2 reading comprehension with and heightened interest in 

various forms of reading texts (Chau et al., 2012; Cheng, Klinger, et al., 2007; Davis Lenski et 

al., 2006; Graves et al., 2011; Hayes et al., 2009; Kim & Jang, 2009; Shin, 2010; Taguchi, 2007; 

Toohey, 2007). Metacognition can be further improved by building into lessons instructional 

opportunities for learners to self-assess their L2 reading skill development through multi-tiered 

sequential reading activities and the use of graphic organizers (Birjandi & Tamjid, 2012; Chau et 

al., 2012; Santau et al., 2011; Shin, 2010; Short et al., 2011). Taken together, this research 

indicates the importance of utilizing a variety of interactive scaffolded literacy instructional 

strategies in tandem with twenty-first century technology so as to effectively improve ELL L2 

reading and writing skills at a level equivalent to that of their non-ELL peers.  

 L2 literacy instruction in Ontario classrooms. The Ontario Ministry of Education 

provides a number of key resources to ensure the standardization of curriculum delivery for ELL 

students (e.g., Steps to English Proficiency: A Guide for Users (Ministry of Education, 2011), 

The Ontario Curriculum Grades 9 to 12:  English as a Second Language and English Literacy 

Development (Ministry of Education, 2007b), English Language Learners:  ESL and ELD 

Programs and Services:  Policies and Procedures for Ontario Elementary and Secondary 

Schools (Ministry of Education, 2007a), and Growing Success: Assessment, Evaluation, and 

Reporting in Ontario Schools (Ministry of Education, 2010)). By ensuring ESL qualified 

instructors implement these curriculum documents that emphasize balanced strategy approaches 

ELL students have a consistent opportunity throughout the province to develop their L2 literacy 

skills during the course of a typical school day. ESL classes run concurrent to secondary school 
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programming in order to support L2 skills acquisition across the content areas. ELL students 

progress through the ESL programming levels into fully immersed L2 learning. It is through this 

daily exposure to curriculum from across the content areas that ELL students become prepared to 

demonstrate the graduation literacy requirement. 

Limitations of L2-only instruction. L2-only literacy instruction of ESL programming in 

Ontario fails to integrate L1 linguistic cuing of prior knowledge that was learned in the first 

language of an ELL student. By focusing purely on L2 instruction of literacy skills (by leaving it 

up to students of similar linguistic backgrounds to engage in L1 peer dialogue, L1 writing and L1 

electronic web research) there is a lost explicit instructional opportunity for educators to help 

ELL students make connections to deeper literary meanings in foreign languages. As L2 

linguistic skills are developed through L2-only instruction, opportunities to effectively integrate 

pre-established L1 literary connections through L1-specific and planned discussion are lost. The 

explicit understanding of reading selections cannot be extended effectively to the development of 

implicit understanding when instruction does not integrate linguistic and socio-linguistic 

applications from previously learned languages. L2-only instruction fails to provide this 

opportunity for ELL students to construct mental models of language that extend literal 

understandings of concepts into the expression of true comprehension of sophisticated meaning 

and application to the personal experience of the student. Although L2-only instruction that 

emphasizes interactive reading strategies can over time build more complex reading skills, it has 

not provided a reasonable approach to ELL literacy instruction since the literacy achievement 

gap continues to remain significant. 

Integrating instructional methods. It is agreed that no one single method of teaching 

reading skills and strategies will work for all ELL students and that a more integrated approach 
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to building literacy is favored (Chau et al., 2012; Kim & Jang, 2009; Klinger et al., 2006; 

Murphy, 2009; Roessingh & Johnson, 2004; Shen, 2013). By providing a balance to the various 

reading strategies and skills instructed in both L1 and L2 over time and acquiring an increased 

familiarity with the informational, narrative and graphic text types rooted in cultural familiarity, 

ELL students will be exposed to skill development in an individualized format that will help 

them acquire overall L2 language proficiency (Cheng, Klinger, et al., 2007). The deliberate 

scaffolding of L1 reading strategies and skills that progress through a continuum from guided 

reading into shared reading, that also include both collaborative and independent aspects tailored 

to individualized student cultural and linguistic needs, can dramatically support ELL L2 literacy 

development (Booth Olson et al., 2010; Li, 2012; Murphy, 2009; Ortega et al., 2013; Rajabi, 

2009; Roessingh & Johnson, 2004; Santau et al., 2011; Shin, 2010).  

In order to support the development of L2 literacy skills by ELL students, Cheng, Klinger 

and Zheng (2007) recommended working with reading skills and strategies or reading text types 

(e.g., information, narrative or graphic passages) to effect overall improvement in ELL 

achievement on L2 standardized testing. Cheng, Klinger, et al. further specified that in order for 

ELL students to be successful on the OSSLT they may require a cultural and contextual focus 

during skills development in conjunction with L2 vocabulary development. This deliberate and 

mechanical instructional approach with building comprehension from text forms in both L1 and 

L2 is different from the recommendations made by EQAO. The OSSLT is designed to reflect 

student development of literacy skills through the continuum of provincial curriculum up until 

the end of Grade 9. For students who have been immersed in Ontario curriculum, the need to 

utilize the text forms as an explicit mode of instruction is not necessary since these text forms 

would have been integrated into continuous learning experiences across the grade levels. 
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However, for students who are new to the literary culture of Ontario, the need to explicitly 

instruct the nuances of reading text forms would become an integral part of L2 skills acquisition. 

This knowledge of the intricacies of L2 literacy development necessitates effective L1 

instructional programming. 

High quality ELL literacy instructional programming and assessment. Foundational 

to successful implementation of a balanced strategy literacy approach to building L2 proficiency 

with ELL students is teacher education and training that develops L1 and L2 instructional skills 

necessary to navigate the successful implementation and assessment of literacy programming 

(Chau et al., 2012; Gomez Palacio, 2010; Leung & Lewkowicz, 2006; Li, 2012; Li & Zhang, 

2004; Murphy, 2009; Ortega et al., 2013). The teacher in this balanced model acts as a guide to 

facilitate high quality social interactions and programming that evoke critical thinking in order to 

co-construct a shared understanding that fills in learner gaps with L1 and L2 textual meaning 

(Chau et al., 2012; Cheng, Klinger, et al., 2007; Li, 2012; Ortega et al., 2013; Santau et al., 

2011). High quality programming that includes the development of L2 vocabulary through 

repeated exposure to a variety of text forms with the extension of meaning to L1 will help ELL 

students decode the contextual meaning of words with confidence (Chau et al., 2012; Cheng, 

Klinger, et al., 2007; Kim & Jang, 2009; Klinger et al., 2006; Roessingh & Johnson, 2004; Short 

et al., 2011). The foundation for ELL successful achievement of L2 reading skills as part of the 

literacy diploma requirement is facilitated by broadening their exposure to explicit and implicit 

reading skills and by extending their understanding to their personal knowledge and experience 

(Li, 2012). Effectual programming for ELL students that is both tangible and accessible, as a 

direct function of a variety of L1 and L2 reading strategies and skills will necessarily support a 

more integrated and holistic form of L2 reading comprehension (Li & Zhang, 2004; Ortega et al., 
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2013). The key to improving ELL L2 reading skills is to heighten student engagement in text 

forms by utilizing an interactive instructional program comprised of a variety of reading 

strategies that can be explored autonomously, in partners and in whole group discussions (Chau 

et al., 2012; Shen, 2013; Shin, 2010). The effective use of technology to explore and express 

student voice within multiple contexts and languages has also been shown to support ELL L2 

language proficiency within a multicultural environment (Chau et al., 2012). Interwoven 

throughout instructional programming, student self-assessment is beneficial to the development 

of meta-cognition with L2 literacy skills acquisition (Birjandi & Tamjid, 2012). Additionally, the 

intentional allocation of designated blocks of time to engage ELL students in L2 literacy skills 

acquisition has shown to be integral to successful achievement on standardized testing 

(Education Quality and Accountability Office, 2010e). 

To compensate for ELL students having to take a longer time to read and think during 

skills demonstrations for L2 literacy diploma requirements, they have been granted the provision 

of extra time in an effort to level the playing field with their English speaking counterparts (Chau 

et al., 2012; Doe et al., 2011; Shin, 2010; Walczyk, 2000). In some cases, ELL students do quite 

well with extra time accommodations and in other cases they do not for a variety of cultural 

reasons, including being unfamiliar with text types and L2 contextual meanings (Kim & Jang, 

2009; Walczyk, 2000). It has been suggested that those ELL students who improved their L2 

literacy achievement through extra time accommodations employed previously-developed 

reading strategies while those students whose achievement was not improved with additional 

time did not benefit because their reading skills were not developed to the point at which they 

could be of value on such a sophisticated standardized test of L2 literacy (Kim & Jang, 2009; 

Walczyk, 2000). This suggests that the allocation of additional time must be considered in 
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tandem with other individualized skills and strategies that support the transfer of ideas in order to 

improve ELL performance on L2 standardized tests (Birjandi & Tamjid, 2012; Graves et al., 

2011; Hayes et al., 2009; Kim & Jang, 2009; Willner, Rivera, & Acosta, 2009). Specifically, the 

simple addition of extra time allocated for test completion in and of itself is not adequate without 

having first developed ELL L2 language skills through a specialized intervention program that 

lays the foundation from which ELL students can build upon their L1 skills in order to exhibit L2 

language proficiency (Chau et al., 2012; Cheng, Fox, et al., 2007; Hayes et al., 2009; Kim & 

Jang, 2009; Shin, 2010). 

Balanced strategy literacy instruction with ELL students. Strategies to holistically 

improve student achievement with L2 literacy have been published by EQAO (2010c), including 

the provision for blocks of instructional time dedicated to scaffolded skills acquisition within a 

balanced strategy instructional program that builds literacy. Balanced strategy is an instructional 

approach to literacy skills development that includes a blend of “shared reading, guided reading, 

read-aloud sessions, independent reading, modeled reading, collaborative small-group learning, 

oral language development and word walls” (Education Quality and Accountability Office, 

2010e, p. 4). Balanced strategy literacy instruction is tailored to student zones of proximal 

development (Booth Olson et al., 2010; Chen, 2012; Eshiet, 2012; Li & Zhang, 2004; Santau et 

al., 2011; Vygotsky, 1978) to support acquisition of and competency with reading skills in a 

collaborative setting. Utilizing this strategy of instruction during this research study will provide 

a learning structure within which ELL students will be able to acquire a refinement of L2 literacy 

skills in a continuum of scaffolded learning from their current level to the development of 

proficiency (Level 3). 
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The importance of L1- and L2- instructional training with literacy curriculum. It is 

cautioned that the implementation of instructional practices that aim to improve literacy will only 

be effective if the educator has had appropriate ESL training (Booth Olson et al., 2010; Chau et 

al., 2012; Li, 2012; Li & Zhang, 2004; Ortega et al., 2013) or is working with a qualified 

provincially certified ESL teacher (Gomez Palacio, 2010; Leung & Lewkowicz, 2006; Li & 

Zhang, 2004; Murphy, 2009). ESL students will not develop the intended L2 language 

proficiency if the educator does not have specialized knowledge about the fundamental linguistic 

composition of the student’s L1 literacy, the skills to develop instruction according to the stages 

of language development, and the expertise to scaffold the instruction of language just beyond 

the current level of acquisition to promote continuous growth (Birjandi & Tamjid, 2012; Booth 

Olson et al., 2010; Li, 2012; Nelson, 2005). Additionally, educators need to embed language 

acquisition holistically into provincial curriculum content via an assortment of strategies and 

resources with opportunities for multiple integrated entry-points through daily lessons and 

specialized programs designed to meet a variety of reading and writing skill levels. 

Since it has been previously shown that L2 literacy development within the 

monolinguistic Ontario ESL model of learning has resulted in lesser achievement by ELL 

students than their non-ELL peers, this research study, led by qualified Ontario teachers, will 

explore the effect of an accessible, integrated, interactive, after school balanced strategy literacy 

program on ELL achievement of L2 reading skills. 

Research Question and Hypotheses  

Since student preparation for the completion of the literacy diploma requirement happens 

through a variety of strategies and settings, it is difficult for educators to know what techniques 

in what settings were successful in consistently supporting student development of overall 
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literacy. The purpose of this study is to collaboratively engage ELL students in a variety of oral 

and written activities that build their literacy skills in English reading. More specifically, it is the 

focus of this research to engage both FTE and PE ELL learners in a balanced strategy literacy 

program to determine the effects of this instructional program on their overall achievement of L2 

literacy diploma requirements as measured by the 2014 OSSLT in reading skills such as 

understanding explicitly stated information and ideas (R1), understanding implicitly stated 

information and ideas (R2), and making connections between information and ideas in a reading 

selection and personal knowledge and experience (R3). The focus of this research will examine 

the effect of balanced strategy literacy instruction on ELL achievement of L2 reading 

comprehension skills as measured on the 2014 OSSLT, using a variety of different assessment 

and comparison techniques.  

The first hypothesis engages in the dichotomy between the delayed or unsuccessful 

demonstrations of ELL literacy diploma requirements even though ELL students are exposed to 

balanced strategy instruction skills development (Booth Olson et al., 2010; Chau et al., 2012; 

Chen, 2012; Eshiet, 2012; Kim & Jang, 2009; Klinger et al., 2006; Li & Zhang, 2004; Santau et 

al., 2011; Vygotsky, 1978). By engaging in an extension of literacy skills development outside 

the classroom, it may become possible for ELL student demonstrations of literacy to become 

stronger and could potentially lead to successful completion of the literacy graduation 

requirement. Therefore, it is predicted that higher levels of program attendance will be associated 

with higher scores on R1, R2 and R3 achievement, assuming there is no minimum/maximum 

threshold with reading skills development, as measured by the 2014 OSSLT (H1).  

Research has also suggested that ELL students benefit in understanding explicitly stated 

information and ideas through literacy instructional development (Cheng, 2012; Cheng, Klinger, 
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et al., 2007; Education Quality and Accountability Office, 2010e; Wurr, 2003). It is therefore 

predicted that ELL students who receive balanced strategy literacy instruction in both L1 and L2 

will have higher R1 achievement scores in comparison to students who receive balanced strategy 

literacy instruction in L2 only, as measured by the 2014 OSSLT (H2).  

Notably, it is also predicted that participation in the program will have no discernable 

effect on R2 skills. There is evidence within the research that has suggested the understanding of 

implicitly stated information and ideas is difficult for ELL learners and requires a longer infusion 

of skills development over time (five to seven years; Cheng, Klinger, et al., 2007; Kim & Jang, 

2009) than this program will provide in eight hours of explicit instruction coupled with 10 hours 

of independent homework. Therefore, it is predicted that balanced strategy literacy instruction 

will have no effect on R2 achievement from pre-intervention to post-intervention, as measured 

by the 2014 OSSLT (H3).  

Finally, research has noted that balanced strategy literacy instruction helps ELL students 

with making connections between information and ideas in a reading selection and personal 

knowledge and experience (Booth Olson et al., 2010; Chau et al., 2012; Li, 2012; McNamara & 

Kintsch, 1996; Rajabi, 2009; Shin, 2010). Therefore, it is predicted that ELL students who 

receive balanced strategy literacy instruction in both L1 and L2 will have higher R3 achievement 

scores in comparison to students who receive balance literacy instruction in L2 only, as 

measured by the 2014 OSSLT (H4). 
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Chapter 3  Methodology 

Participants 

 Sampling techniques. A quasi-experimental quantitative design (Shadish, Cook, & 

Campbell, 2002) was chosen for this research study as a way for educational professionals to 

conduct research in the field resulting in minimal disruption to the secondary school 

environment. In this quasi-experimental quantitative research study, ELL students were invited 

to participate from a known population of students and once they agreed, were randomized to 

treatment and sub-treatment groups. This investigator examined the impact of a targeted reading 

intervention program using this convenience sample of ELL students (N = 20; 70% male, 30% 

female; randomized to treatment n = 10 or sub-treatment group n = 10) to ascertain the 

effectiveness of balanced strategy instruction on L2 reading literacy achievement. Both treatment 

and sub-treatment groups were randomized from pre-formed strata (Levels I (n = 2), R (n = 4), 1-

2 (n = 8) and 3-4 (n =6)
2
) based on their overall achievement level of reading skills on the April 

2010 OSSLT pretest (See Appendix B). The students in this study sample were enrolled in full 

time studies at an urban Ontario secondary school and came from many international cultural 

backgrounds (See Table 2).  

 

 

 

                                                 
2
 In addition to the four levels of achievement (Levels 1, 2, 3 and 4; See Footnote 1, p.16) that comprise the 

assessment and evaluation standards in Ontario, there are provisions made for the evaluation of student achievement 

that do not meet Level 1 minimum performance criteria. The use of the letter “I” may be used “to indicate that 

insufficient evidence is available to determine a letter grade or percentage mark”, (Ministry of Education, 2010, p. 

42). Generally a Level I means that the student has left the test or assignment blank with no response. The use of the 

letter “R” may be used to indicate that “additional learning is required before the student begins to achieve success 

in meeting the subject/grade or course expectations”, (Ministry of Education, 2010, p. 41). Generally a Level R 

means that the student has responded to the task but has not demonstrated the minimum achievement expectations of 

Level 1. 
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Table 2  

Research Study Participant Demographics 

 

Treatment 

Condition 

 

Participant 

Number 

 

 

Status in Canada 

 

 

L1 

Time in 

Ontario 

(years) 

 

 

 

 

Treatment 

 

1 Canadian Citizen Polish 12.6 

2 Canadian Citizen Philippino 5.9 

3 Canadian Citizen Spanish 0.6 

4 Refugee Khmer 2.8 

5 Student Visa Mandarin 0.6 

6 Student Visa Mandarin 1.6 

7 Refugee English: Wolof 3.3 

8 Student Visa Mandarin 2.6 

9 Student Visa Mandarin 0.3 

10 Student Visa Mandarin 0.6 

 

 

 

 

Sub-

Treatment 

11 Canadian Citizen Polish 12.6 

12 Canadian Citizen Greek 1.5 

13 Student Visa Mandarin 0.6 

14 Permanent Resident Korean 5.7 

15 Student Visa Mandarin 0.6 

16 Permanent Resident Tagalog 3.3 

17 Student Visa Mandarin 0.2 

18 Student Visa Mandarin 0.6 

19 Student Visa Mandarin 1.1 

20 Student Visa Mandarin 0.3 
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Although some study participants were refugee status, permanent resident status or held 

student visas, all students had exposure to formal schooling and had various levels of literacy 

within their L1 and L2. Participants were from varied linguistic backgrounds with varied L1 

proficiencies (e.g., Greek, Khmer, Korean, Mandarin, Philippino, Polish, Spanish, Tagalog and 

Wolof). Participants had either completed an English as a Second Language course (e.g., ESLA, 

ESLB, ESLC, ESLD or ELSE; See Appendix A) and/or had completed or were concurrently 

enrolled in a credit bearing English compulsory credit (e.g., ENG2DI). Additionally, prior to 

writing the 2014 OSSLT, all but two participants had experience with standardized testing, either 

in their home country or through the Ontario EQAO language testing Grades 3 and 6 or through 

EQAO math testing in Grades 3,6 or 9. Some participants were considered by age definitions to 

be FTE and some were PE, however all students were attempting the 2014 OSSLT for the first 

time. This experience with standardized testing was noted from student questionnaire data (See 

Appendix C) and utilized to interpret achievement results where appropriate. Individualized 

student achievement results in reading skills R1, R2 and R3 were used to determine the 

effectiveness of the after school balanced strategy program on ELL L2 literacy (as measured on 

the 2014 OSSLT). 

Refining the sample. ELL students who took part in this research study were originally 

identified as candidates because English was not their L1. The ELL student population 

represented 12% of the total student population (128 of 1067 students). These students came into 

the Ontario education system through an international program which was comprised largely of 

visa students. Many of them lived in Ontario with host families and paid for the opportunity to 

have a secondary school education in the hopes of earning an OSSD for the purpose of pursuing 

post-secondary training at a Canadian university or college. Each of the students in the sample 
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had formal education experience, either from their country of origin or within Ontario. Two of 

the students were considered refugees to Canada and were in the midst of family applications for 

permanent residency status. However, these two students had uninterrupted formal education 

throughout their lives and were in no way at an educational disadvantage to the remaining 

members of the research study sample.  

In the Province of Ontario, any student that has been identified as being in need of 

modifications or accommodations in order to demonstrate curriculum reading and writing skills 

at provincial standard (Level 3) is eligible for assistive support congruent with the 

recommendations made on their Individualized Education Plan (IEP). Some of the 

accommodations used to support reading skills development for students with IEPs include 

software that reads text to the student, text-to-speech word processors, verbatim reading by an 

adult, scribing, individualized testing locations and extra time. Since it would be difficult to 

isolate the effects of these accommodations on reading skills, ELL students with IEPs were not 

selected for this research study in an effort to reduce variability in the factors that could affect 

student achievement. However, as noted through EQAO provisions and recommendations for 

success, these ELL students were permitted up to double the time to complete the 2014 OSSLT, 

some within the regular classroom setting and some within the small group study carrel library 

setting. 

Therefore, the participants for this research study were drawn from the strata of the 

population identified as non-IEP FTE ELL or PE ELL students, age 16-21 years of age, still in 

need of completing the Ontario literacy diploma requirement, having completed ESLA or higher 

and/or having completed or were currently enrolled in a compulsory credit bearing English 

course, who gave free consent to partake in an after school balanced strategy literacy program. 
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Participant criteria included students who had not completed the literacy graduation requirement, 

who had achieved a base level of ESL equivalent to a minimum of ESLA, who had no identified 

special needs for learning and who gave consent to participate in this research project. There 

were 41 students eligible for participation in this study. The sample was comprised of 20 of 41 

students who gave consent to participate in this research. 

Students were assigned to one of four groups based on their 2010 OSSLT pretest level of 

achievement (Levels I, R, 1-2 or 3-4). Students within stratified achievement levels were then 

randomly assigned to treatment (n = 10) and sub-treatment groups (n = 10) using a mathematical 

probability formula. Once these random stratified treatment and sub-treatment groups were 

created, thereby ensuring composition of students with similar L2 reading skills levels, the 

background questionnaire data was used holistically to review student homogeneity of L1 and L2 

experience. Based on background questionnaire data, the treatment and sub-treatment groups 

initially appeared to be balanced in composition. These two sub-groups were comprised of 

students who had similar years of formal schooling in both L1 and L2, similar foreign 

equivalency credits in L2, similar levels of English compulsory courses currently being studied, 

similar standardized testing experience, similar habits with the use of technology, and similar 

time spent outside of the school day with L2 reading. 

Materials 

Student Questionnaire. The student questionnaire for this study (see Appendix C) was 

used pre-intervention to collect information regarding previous exposure to standardized testing 

within the past five years, the use of L2 in the home, years of formal schooling in L1 and their 

L2, use of technology at home and their L2 reading and writing habits outside the school day. 

Information from the background survey was used to complete an initial cursory review of the 
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treatment and sub-treatment group compositions that were formed based on 2010 OSSLT pretest 

L2 reading skills achievement.  

Post-intervention, the background questionnaire data provided a foundation from which 

to conduct post-hoc analyses to explain ELL L2 reading skills achievement on the 2010 OSSLT 

pretest, 2009 OSSLT posttest and 2014 OSSLT as a function of their L1 proficiency (number of 

years of formal schooling in L1), English proficiency (foreign equivalency L2 credits and 

Ontario L2 credit accumulation), ESL courses completed, compulsory English course level, and 

exposure to L2 outside of the school day (reading, writing and speaking). Notably, the student 

questionnaire used in this study is the same as that used yearly by EQAO on the literacy test. 

Using this same questionnaire provided the opportunity to compare information about the 

students in this study to the larger ELL school population. Concurrent and construct validity 

have already been established for the 2010 OSSLT pretest, 2009 OSSLT posttest, and 2014 

OSSLT in this research study by EQAO. 

2010 OSSLT pretest and 2009 OSSLT posttest baselines. Specified portions of the 

2010 practice OSSLT booklet (multiple choice and short written questions that utilized reading 

skills R1, R2 and R3; See Appendix B) were utilized as a pretest to establish an achievement 

baseline. Similar specified portions of the 2009 practice OSSLT booklet (See Appendix D) were 

used as a posttest to examine change in achievement with reading skills R1, R2 and R3 prior to 

writing the 2014 OSSLT and to examine differences in achievement results between the 

treatment and sub-treatment groups. 

 These two years were chosen from the EQAO web resource portal since they were older 

versions of the literacy test. Although students had online access to the 2009 and 2010 OSSLT 

booklets, they had not been previously directed to these resources and had instead been 
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encouraged through the school’s literacy team to utilize more interactive resources with 

exemplars on other websites which have the capability of giving direct feedback rather than 

static information. The OSSLT assesses literacy with reading skills via three literary formats:  

graphic, informational and narrative text (Education Quality and Accountability Office, 2007). 

Narrative texts are works of fiction approximately one page in length. Informational texts contain 

factual writing augmented with some visual representations (usually photographs). Graphic texts 

are predominantly comprised of visual charts, graphs or tabularized information. 

The standards-based 2010 OSSLT pretest and 2009 OSSLT posttest with criterion 

referenced interpretations were marked in accordance with EQAO standards and guidelines by 

the researcher who had familiarity, EQAO training and experience with using the scoring rubrics 

from the OSSLT (see Appendices E and F respectively). This format of test has been used yearly 

by EQAO and has been shown through previous assessment to effectively measure L2 reading 

skills achievement (See Appendix G; Education Quality and Accountability Office, 2010c).  

The 2014 OSSLT. The fourth instrument used in this research study was the 2014 

OSSLT student testing package which was a standards-based test with criterion-referenced 

interpretations. From this, EQAO determined overall student achievement results and provided 

the secondary school with contextual data from the student questionnaires, overall student 

achievement data (including ELL cohort data) and individualized student achievement data for 

reading skills R1, R2 and R3. This instrumentation piece has been shown to be a reliable data 

gathering tool by EQAO (Education Quality and Accountability Office, 2010c) by comparing 

achievement levels assigned by scorers with those of expert scorers to see if they are identical 

within one point (“adjacent”) or more than one point (“non-adjacent”) (See Appendix G; 

Education Quality and Accountability Office, 2011d). Additionally, selected booklets were 
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circulated blindly during the marking process known as “validity papers” which were used by 

EQAO to ensure the reliability and consistency of each scorer (Education Quality and 

Accountability Office, 2013). Reliability of the reading skills items within the 2014 OSSLT was 

established using Cronbach’s alpha as a measure of sameness. EQAO achieved 95% exact-plus-

adjacent agreement for 169 out of 171 items (Education Quality and Accountability Office, 

2011d). Further to this, EQAO conducted inter-rater reliability tests between scorers with 

random papers to ensure consistency in scoring (Education Quality and Accountability Office, 

2011d). The assessment of content validity for the 2014 booklet questions had been determined 

by EQAO expertise utilizing a standard psychometric method that equates student scores from 

one year to the next using a statistical procedure known as “equating” (Education Quality and 

Accountability Office, 2013).  

Scoring procedures. To assess reading skills R1, R2 and R3 on the OSSLT, there are a 

variety of question types including multiple choice and open response questions. The following 

scoring procedures were used on each of the assessment instruments. Reading skill R1 was 

assessed using seven multiple choice questions. Reading skill R2 was assessed using 18 multiple 

choice questions and two short answer written questions. Reading skill R3 was assessed using 

six multiple choice questions and two short answer written questions. Multiple choice questions 

are characterized by four choices from which to indicate the most correct response to the item 

and were each worth 1 point. Open response reading questions require students to write two or 

three sentences of explanation that connects the reading selection content to their personal 

experience and were each worth 3 points. For both the 2010 OSSLT pretest and the 2009 OSSLT 

posttest the points totalled 42:  7 points for R1, 23 points for R2 and 12 points for R3. The points 
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were similarly aligned to the 2014 OSSLT results to provide an achievement continuum baseline 

for comparison of L2 reading skills R1, R2 and R3 across all three tests.  

Concurrent and construct validity have already been established between the 2010 

OSSLT pretest and 2009 OSSLT posttest in this research study by EQAO. For the 2010 OSSLT 

(used as the basis for the pretest of reading skills), EQAO determined a strong overall level of 

reliability (Cronbach’s α = .89; Education Quality and Accountability Office, 2011d). For the 

2009 OSSLT (used as the basis for the posttest of reading skills), EQAO determined a strong 

overall level of reliability (Cronbach’s α = .88; Education Quality and Accountability Office, 

2010g). Further to this, EQAO determined the corresponding standard errors of measurement for 

the 2010 OSSLT pretest as 3.9% of the possible maximum score (Education Quality and 

Accountability Office, 2011d) and for the 2009 OSSLT posttest as 4.0% of the possible 

maximum score (Education Quality and Accountability Office, 2010g) indicating that the test 

scores for the questions within the individualized reading skills R1, R2 and R3 are at a 

satisfactory level of precision and that they measured the intended skills. These standards-based 

pretests and posttests with criterion referenced interpretations were marked in accordance with 

EQAO standards and guidelines by the researcher who had familiarity, EQAO training and 

experience with using the scoring rubrics from the OSSLT. This baseline served as a comparison 

standard to actual ELL student performance of reading skills 1, 2 and 3 on the 2014 

administration of the literacy test.  

  Inter-rater reliability, concurrent validity and construct validity for the 2014 OSSLT were 

determined by EQAO and reported as a part of these results. Concurrent and construct validity 

was calculated to be 99.3% exact plus adjacent for questions on the reading skills portion of the 

2014 OSSLT, indicating that the question formation and composition were highly effective at 
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targeting the intended reading skills. To determine internal test consistency reliability, 

Cronbach’s alpha was used. For the 2014 OSSLT (used for the measurement of reading skills 

development following the research study), EQAO determined a strong overall level of 

reliability (Cronbach’s α = .89)(Education Quality and Accountability Office, 2014). Further to 

this, EQAO determined the corresponding standard errors of measurement for the 2014 OSSLT 

as 3.0% of the possible maximum score (Education Quality and Accountability Office, 2014) 

indicating that the test scores for the questions within the individualized reading skills R1, R2 

and R3 are at a satisfactory level of precision and that they measured the intended skills. Inter-

rater reliability was calculated as 97.7% exact plus adjacent indicating that there was strong 

consistency between the scorers for evaluating achievement levels on the 2014 OSSLT. The 

2014 OSSLT, with criterion referenced interpretations, was marked in accordance with EQAO 

standards and guidelines by EQAO trained staff. This data served as a comparison standard to 

ascertain the extent of ELL student development of L2 reading skills R1, R2 and R3 from the 

beginning of the research study and to determine the effectiveness of reading skills development 

using balanced strategy literacy instruction.  

Procedure 

 Determination of L1 and L2 proficiency levels. Prior to being placed at a specific 

secondary school, ELL students were orally interviewed at the time of their arrival by an ESL 

consultant (centrally) to ascertain their level of developed L1 proficiency as a function of their 

number of years of formal L1 schooling and the number of foreign equivalency credits 

completed prior to their arrival in Canada. At this time, students were also interviewed using the 

STEPs program to ascertain their level of L2 literacy. This information was then used to guide 

student placement in ESL and/or English compulsory classes. This information was also made 
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available to researchers, along with the number of L2 credits completed and the current level of 

English course of study. This data was directly obtained from the affiliated school board 

(electronic data management system) and utilized during the analysis of study data as a possible 

explanation for the proficiency of achievement results on the 2010 OSSLT pretest, 2009 OSSLT 

posttest and the 2014 OSSLT.  

Prospective first time eligible participants were identified by the EQAO mailing list that 

was received in January 2014 and consisted primarily of students who successfully completed 

their Grade 9 year of study and entered Grade 10 (by year of birth) during the 2013-2014 

academic school year. From this list all ELL students (L1 previously noted as ‘other than 

English’) were identified as being eligible to write or eligible for deferral. Those identified as 

having the skills and requirements to write the 2014 OSSLT were collated on a list as 

prospective participants in this study. For a variety of reasons including incomplete Grade 9 

compulsory courses and delayed language skills development, some ELL students were deferred 

to a future writing of the literacy test. During the course of this research study, one student from 

the treatment group became deferred from writing the 2014 OSSLT when it became clear that 

her L2 literacy skills were not developed to the point to which writing this literacy requirement 

would be deemed beneficial to further development of her literacy skills. 

Student invitation to take part in balanced strategy literacy intervention. ELL 

students identified as being eligible to participate on the 2014 OSSLT were invited to take part in 

this study by the lead researcher. At that time, they also received a written information letter (in 

English; with an offer for translation into their L1 as needed) describing the study with 

parent/guardian consent forms included and directions to contact the school if interested. Some 

of the students that were invited to participate in this research study were under the age of 18 
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years and spoke a foreign language as their primary language. As such, provisions were made for 

the verbal translation of the written information including extended discussion so that they and 

their home-stay family were able to understand the nature of the study. All consents for children 

under the age of 18 years were at the discretion of their parent/guardian. Informed consent was 

obtained in writing via forms collected prior to the first after-school session attended. 

Additionally, students signed a letter of assent that explained the nature of the study at a level of 

language understood by the participant.  

Establishing a baseline with the 2010 OSSLT pretest. Both the treatment and sub-

treatment groups wrote a 2010 OSSLT pretest of reading skills R1, R2 and R3 during the first 

after school program session. The pretest consisted of only the reading skills sections (both 

multiple choice formats and short answer writing) of the 2010 OSSLT. The 2010 OSSLT pretest 

was administered in accordance with EQAO standardized testing protocols for ELL students 

(Education Quality and Accountability Office, 2012a, 2012b) in order to establish a baseline 

comparison of reading skills demonstration between the two sub-groups. The 2010 OSSLT 

pretest was administered by an Ontario Certified Teacher who had extensive experience working 

with ELL students and acted solely in an instructional capacity. This study was further supported 

by additional Ontario Certified Teachers and professional translators who spoke the first 

languages of the ELL students who took part in the treatment group. Some of these teachers 

knew and/or have taught the students who gave assent to be participants in the research study and 

acted in supportive capacities to build reading comprehension in both L1 and L2 languages. The 

instructional teacher collected and collated assessment data in a paper ledger format which was 

filed securely under lock and key when not in use. This data was translated by this research study 

lead investigator to electronic record keeping (excel spreadsheet) and saved with a securely 
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coded password. The 2010 OSSLT pretest assessment data was used to inform instructional 

planning utilizing assessment for learning to guide and refine the goals of each of the eight 

instructional sessions. 

Balanced strategy literacy intervention. During regular day school instruction, both the 

treatment and sub-treatment groups were exposed to literacy instruction as a part of traditional 

preparations to write the 2014 OSSLT within their classes. Additionally, both the treatment and 

sub-treatment groups were then exposed to 10 one-hour sessions provided after school over the 

period of two months, during which time students were expected to attend every session, 

complete two assessments, take part in class discussions, and complete homework assignments 

to support skills acquisition (see Appendix H). These 10 sessions (two-assessment; eight-

instructional) were taught by the same instructor who continued to act in an instructional role 

only, offering verbal and written descriptive feedback (assessment as learning) and worked in 

tandem with both print and electronic resources. Both the treatment and sub-treatment groups 

attended an instructional portion of each session (thirty minute maximum) that utilized balanced 

literacy strategies to enhance L2 reading skills (e.g., choral reading, descriptive feedback, use of 

technology, high interest vocabulary, higher order questioning, guided reading, peer discussion, 

whole group discussion and word walls) for the whole cohort. 

 Following the whole group portion of the lesson the treatment and sub-treatment groups 

were separated into two different rooms for remainder of each session. The sub-treatment group 

continued L2 skills acquisition under the supervision of the instructional teacher who ensured 

that only the targeted strategies were practiced (see Appendix I). The treatment group continued 

under the supervision of a multilingual instructional team and was exposed to instructional 

strategies which included a blend of L1 and L2 reading strategies (e.g., application of reading 
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texts to culture, choral reading; descriptive feedback; use of technology, graphic organizers, high 

interest vocabulary, guided reading, peer discussion and word pairing; See Appendix I). Explicit 

teacher modeling of the aforementioned reading skills included subtleties of verbal cadence 

between L1 and L2 (e.g., intonations and stressors with regards to meaning of text and usage of 

text types), text punctuation, sentence structures and verb tenses in order to synthesize student L1 

and L2 reading skills. 

Prior to the delivery of each lesson, the instructional teacher was briefed and assessed to 

ensure he exhibited fluency in the targeted skills and modes of delivery being used as a part of 

the whole group strategy. This lesson delivery to the whole group was directly observed with 

qualitative notes taken. The instructional teacher was also briefed and assessed for fluency in the 

targeted strategies to be used with the sub-treatment group (which were identical to those skills 

used during the whole group instruction). The L1 instructors were briefed and assessed for 

fluency in the targeted strategies to be used with the treatment group during the second half of 

each instruction session. There was a formal debriefing following each session with the intent of 

ensuring alignment with the targeted strategies for reading skills development in each sub-group. 

Evaluating program effectiveness with the 2009 OSSLT posttest. Following the 

intervention, both the treatment and sub-treatment groups completed a posttest of reading skills 

R1, R2 and R3 (assessment of learning) that consisted of only the reading skills sections (both 

multiple choice formats and short answer writing) of the 2009 OSSLT. The 2009 OSSLT 

posttest was administered by the same teacher who administered the 2010 OSSLT pretest, acting 

only in an instructional capacity and in accordance with EQAO standardized testing protocols for 

ELL students (Education Quality and Accountability Office, 2012a, 2012b). The instructional 

teacher evaluated student responses and recorded individualized achievement in the paper ledger. 
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There were a few days between the 2009 OSSLT posttest and the administration of the 2014 

OSSLT during which time the instructional teacher followed up with each of these ELL students 

to provide individualized skills feedback. This detailed assessment of learning interaction 

clarified for the student next steps with various reading strategies in accordance with their 

exposure to such strategies within the treatment or sub-treatment group. All students from the 

research study then wrote the 2014 OSSLT with their peers as a part of their regular school day 

(see Table 3). 
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Table 3 

Research Study Timeline from 2010 OSSLT Pretest to 2014 OSSLT 

Timeline 

(School Days) 

Instructional focus 

1 Pretest 

4 Instructional Lesson 

7 Instructional Lesson 

10 Instructional Lesson 

12 Instructional Lesson 

14 Instructional Lesson 

16 Instructional Lesson 

18 Instructional Lesson 

20 Instructional Lesson 

22 Posttest 

23 Individualized Feedback 

26 2014 OSSLT 

 

2014 OSSLT reading skills achievement. As described previously, independent 

variables assessed in this study include program attendance, length of formal schooling in L1 and 

L2, L2 foreign equivalency credits, L2 Ontario credits, ESL level, English course level of study, 

exposure to L2 reading and writing practice outside of the school day, and exposure to 

standardized testing. Each of the independent variables was analyzed for significance of effect on 

student achievement of reading skills R1, R2 and R3. Instructional method served as the source 

of distinction between the treatment and sub-treatment groups. Program attendance indicated 

level of student participation in the balanced strategy literacy program. These two variables were 
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the main independent variables and were used to establish evidence for hypotheses H1 (higher 

levels of program attendance will be associated with higher scores on R1, R2 and R3 

achievement), H2 (students who receive balanced strategy literacy instruction in both L1 and L2 

will have higher R1 achievement scores in comparison to students who receive balanced strategy 

literacy instruction in L2 only), H3 (balanced strategy literacy instruction will have no effect on 

R2 achievement), and H4 (students who receive balanced strategy literacy instruction in both L1 

and L2 will have higher R3 achievement scores in comparison to students who receive balanced 

strategy literacy instruction in L2 only). Mediating independent variables include number of 

years of formal schooling in L1 and L2, L1 and L2 credit completion, and current level of ESL 

and/or English course enrolment. Moderating independent variables include exposure to English 

language outside of the school day, exposure to standardized testing, and the length of time that 

the ELL student has been in school in Ontario.  

Debriefing with the participants. Once 2014 provincial overall results were released in 

June 2014, all students from both the treatment group and the sub-treatment group were invited 

back individually to debrief and review their generalized testing results and received 

recommendations for future learning. These results only specified whether or not the student 

passed or failed the 2014 OSSLT along with their total point value obtained. The results did not 

specify student achievement of individualized reading skills R1, R2 and R3. It is important to 

note that the focus of these individualized meetings was to help students feel good about their 

investment in time over the past few months with the purpose of developing a greater proficiency 

in their literacy skills, regardless of sub-grouping. At this point, students from the research study 

were formally released from study participation. Students were informed that they were welcome 

to receive research study results as well as individualized results from EQAO in September 2014 
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and were contacted with an invitation. In late October 2014, ELL students from the balanced 

strategy literacy program who were unsuccessful on the 2014 OSSLT took part in an 

individualized debriefing to review their Individual Item Reports (IIRs). These opportunities 

provided item specific discussions of where to focus the next steps of their literacy development 

prior to once again attempting the literacy test in the spring of 2015. 
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Chapter 4 Results 

Establishment of Context for Analyses.  

Summary of the purpose of research. The main purpose of this research was to 

examine the effects of a balanced strategy literacy program on the overall achievement of 

reading skills on the 2014 Ontario Secondary School Literacy Test (OSSLT) for First Time 

Eligible (FTE) and Previously Eligible (PE) English Language Learners (ELLs). The analysis 

focused specifically on the impact of this program on reading skill scores as measured by the 

2014 OSSLT. As described earlier, reading skills on the 2014 OSSLT were comprised of three 

subsets, which included understanding explicitly stated information and ideas (R1), 

understanding implicitly stated information and ideas (R2), and making connections between 

information and ideas in a reading selection and personal knowledge and experience (R3). 

Hypotheses were defined in relation to the achievement of each of the reading skills R1, R2 and 

R3 as a result of involvement in the balanced strategy intervention program. The first hypothesis 

(H1) predicted that higher levels of program attendance would be associated with higher scores 

on R1, R2 and R3 achievement, as measured by the 2014 OSSLT. The second hypothesis (H2) 

predicted that students who received balanced strategy literacy instruction in both L1 and L2 

would have higher R1 achievement scores in comparison to students who received balanced 

strategy literacy instruction in L2 only. The third hypothesis (H3) predicted that balanced strategy 

literacy instruction would have no effect on R2 achievement. Finally, the fourth hypothesis (H4) 

predicted that students who received balanced strategy literacy instruction in both L1 and L2 

would have higher R3 achievement scores in comparison to students who received balanced 

strategy literacy instruction in L2 only. 
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In order to test the hypotheses, overall achievement results were compared between the 

treatment group and the sub-treatment group for the three reading skills R1, R2 and R3 at all 

stages of the research study. Prior to intervention, students in the treatment group (n = 10) and 

students in the sub-treatment group (n = 10), wrote the 2010 OSSLT pretest of reading skills R1, 

R2 and R3 for the purposes of establishing reading skills equivalency prior to intervention. 

Following the intervention of the balanced strategy literacy program, these students (N = 20) 

wrote the 2009 OSSLT posttest of reading skills R1, R2 and R3 in order to compare achievement 

of the treatment group (n = 10) to the sub-treatment group (n = 10). Six days post-intervention, 

both the treatment group (n = 9)
3
 and sub-treatment group (n = 10) wrote the 2014 OSSLT (N = 

19)
4
 with resulting achievement scores of reading skills R1, R2 and R3 being compared between 

treatment and sub-treatment groups. 

Determining significance of student achievement. Descriptive statistical analyses were 

performed on the 2010 OSSLT pretest, the 2009 OSSLT posttest and 2014 OSSLT achievement 

data to ascertain measures of central tendency including means, modes, frequency distributions 

and confidence intervals. Measures of variability were then reviewed to ascertain the range of 

scores, standard deviations, mean absolute deviations and homogeneity of variances using 

frequency distributions (histograms, P-Plots and scatterplots). To determine significance of these 

findings, the effect size was calculated using Cohen’s d to find the standardized mean difference. 

Multiple regressions were conducted using forced entry method to ascertain models of best fit for 

                                                 
3
 Upon additional review of the profiles of the students engaged in this research study by the school Student 

Success Teacher, and in preparation of submitting final lists to EQAO confirming students writing the 2014 OSSLT, 

one student from the treatment group was granted a deferral due to limited language development.  Since the 

student was a participant in the treatment group this decreased the subgroup total from n = 10 to n = 9 after 

completion of the 2009 OSSLT posttest. 

 
4
 Because one student was granted a deferral from writing the 2014 OSSLT following the completion of 

interventions and 2009 OSSLT posttest, this changed the overall 2014 OSSLT cohort number from N = 20 to N = 19. 



BALANCED STRATEGY INSTRUCTION AND ELL LITERACY 51 

inclusion of independent variable effect on student achievement of reading skills R1, R2, R3 and 

in total together on the 2014 OSSLT. 

Overview of analyses. The main independent variables include instructional method 

(eight one hour after school balanced strategy literacy lessons with L1 instruction; coded 0 for 

sub-treatment and 1 for treatment) and program attendance (10 sessions – eight instructional and 

two assessment; coded 0 to 8 on an interval scale based on the number of instructional sessions 

attended).  

The mediating independent variables include number of years of formal L1 schooling 

(measured on an ratio scale from 0 to 17 years), number of years of formal L2 schooling 

(measured on an ratio scale from 0 to 12 years), number of L1 credits completed prior to study in 

Ontario (measured on a ratio scale from 0 to 26 credits), number of foreign equivalency English 

credits (measured on a ratio scale from 0 to 4 credits), number of L2 credits completed in Ontario 

(measured on an ratio scale 0 to 30 credits), current level of ESL and/or English course 

enrolment (measured on an interval scale from level 1 (ESL A) to level 8 (ENG3CI/ENG3UI; 

See Appendix A). 

The moderating independent variables include exposure to L2 outside of school per week 

(measured on a ratio scale from 0 to 20 instances), exposure to standardized testing (measured on 

a ratio scale from 0 to 3 instances), and the length of time that the ELL student has been in 

school in Ontario (measured on a ratio scale from 0 to 13 years).  

Preliminary analyses focused on examining similarities and differences between the 

treatment and the sub-treatment group by comparing their background profiles and descriptive 

information. Descriptive statistics are presented first, followed by within and between sub-group 

comparisons of achievement of reading skills R1, R2 and R3 on the 2010 OSSLT pretest, the 
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2009 OSSLT posttest and the 2014 OSSLT. Independent samples t-tests and correlation analyses 

are used to explore the significance of relationships between variables (such as attendance and 

secondary school education experience in both the student’s first language (L1) and their second 

language (L2; English)) and reading skills achievement on the 2014 OSSLT for the treatment 

and sub-treatment groups. The purpose of these analyses is to present a description of the 

students involved in this study and to establish evidence for pre-intervention sub-group 

equivalency.  

Establishment of pre-treatment equivalency. For the first part of the analysis, 

treatment group and sub-treatment group results were compared on a number of different 

variables using independent samples t-tests, for the purposes of establishing pre-treatment group 

equivalency. As indicated in Table 4, t-test results suggested there were no significant 

differences between treatment and sub-treatment group compositions on any of the background 

variables prior to instructional intervention.  
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Table 4 

Independent Samples T-Test Results for Sub-Group Equivalencies 

 Mtreatment M sub-

treatment 

t df Sig. Mdifference SEdifference 95% CI 

Formal 

Schooling in L1  
(years;  

range 0 to 17) 

10.20 11.00 0.42 18 .68 0.80 1.89 [-3.17, 4.77] 

Formal 

Schooling in 

L2: English  
(years;  

range 0 to 12) 

8.50 8.50 0.00 18 1.00 0.00 1.30 [-2.74, 2.74] 

English 

Equivalency 

Credits prior to 

schooling in 

Canada  
(total;  

range 0 to 3) 

1.42 1.40 -.04 18 .97 -0.02 0.53 [-1.13, 1.09] 

Current Level of 

English Course  
(levels 1-9;  

range ESL-A to 
ENG2-LPD) 

6.10 5.80 -0.32 18 .76 -0.30 0.95 [-2.29, 1.69] 

Standardized 

Testing 

Experience 
(total;  
range from 0 to 3) 

1.30 1.20 -0.26 18 .80 -0.10 0.39 [-0.92, 0.72] 

Instructional 

Session 

Attendance  
(number;  
range from 0 to 8) 

4.70 4.40 -0.24 18 .82 -0.30 1.28 [-2.98, 2.38] 

Note:  N = 20; n treatment group = 10  and n sub-treatment group = 10 

 

L1: The student’s first language (not English) 

L2:  The student’s second language (English) 

 

Prior to intervention, both the treatment group (n =10) and sub-treatment group (n =10) 

respectively showed similar levels of literacy development in their first language as a function of 

number of years of formal schooling in their first language (10 and 11 years respectively, with 

individual values ranging from a minimum of 5 years to a maximum of 17 years). Both the 

treatment and sub-treatment group showed similar numbers of equivalency English credits 

achieved in their home country prior to arrival in Ontario (approximately 1 credit on average 
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regardless of grouping, with individual values ranging from 0 to 3 credits earned). Both the 

treatment and sub-treatment groups demonstrated similar English language skills development as 

a function of the number of years of schooling in L2 (on average 8.5 years regardless of grouping 

with values ranging from 2 to 12 years). At the time of study, both the treatment and sub-

treatment groups showed similar levels of English course level of study  indicating that their 

current language development during the project was also at comparable levels of L2 proficiency 

(roughly equivalent to Grade 9, with individual values ranging from level 2 (equivalent to ESLB) 

through to level 8 (equivalent to Grade 10)). Further to this, both the treatment and sub-treatment 

groups had similar levels of experience with standardized testing (each having on average at least 

1 experience, with individual variances from no experience through to those students who had 3 

experiences writing standardized tests). Finally, students within both the treatment and sub-

treatment groups attended similar numbers of instructional sessions during the course of this 

research study (roughly half of the eight instructional sessions delivered, with individual 

variances in attendance from no instructional sessions attended through to those students with 

perfect attendance (eight instructional sessions)). 

Linearity, equal variances and normality. Assumptions about linearity, equal variances 

and normality were met for the 2010 OSSLT Pretest R1, R2 and R3 achievement since the data 

had a normal histogram distribution (See Figure 1), was linear in a normal P-P plot of regression 

(See Figure 2) and was roughly rectangular in shape with no data points overlapping or crowding 

when arranged on a scatterplot (See Figure 3).  
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Figure 1 Normal histogram distribution of 2010 OSSLT pretest achievement data. 
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Figure 2 Linear P-P plot of 2010 OSSLT pretest achievement data. 
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Figure 3 Scatterplot of 2010 OSSLT pretest achievement data. 

 

Analysis of achievement on the 2010 OSSLT pretest. A comparison of treatment group 

and sub-treatment group 2010 OSSLT pretest achievement results using an independent samples 

t-test was then conducted for the purposes of providing a baseline from which to make post-

treatment comparisons following the balanced strategy literacy program. As illustrated in Table 

5, the t-test results indicated no significant difference in the overall 2010 OSSLT pretest reading 

skills scores between the treatment group (MT2010OSSLT  = 20.9, SD T2010OSSLT  = 11.3) and the sub-

treatment group (M ST2010OSSLT  = 19.4, SD ST2010OSSLT  = 11.6), with overall achievement on 

average being within 2 points of one another (even though scores varied from 0 to 35 points out 

of a possible perfect score of 42 points).  
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Table 5 

Independent Samples T-Test Results for 2010 OSSLT Pretest Achievement 

 Mtreatment M sub-

treatment 

t df Sig. Mdifference SE difference 95% CI 

Reading Skill  

R1  
(Score 0-7 pts) 

3.40 3.20 -0.24 18 .81 -0.20 0.83 [-1.94, 1.54] 

Reading Skill  

R2  
(Score 0-23 pts) 

12.00 10.80 -0.39 18 .70 -1.20 3.08 [-7.67, 5.27] 

Reading Skill  

R3  
(Score 0-12 pts) 

5.50 5.40 -0.06 18 .95 -0.10 1.60 [-3.47, 3.27] 

2010 OSSLT 

Pretest  

Achievement 
(Score 0-42 pts) 

20.90 19.40 -0.29 18 .77 -1.50 5.13 [-12.28, 9.28] 

Note:  N = 20; n treatment group = 10 and n sub-treatment group = 10 

 

R1:  Reading Skill 1: understanding explicit information 

R2:  Reading Skill 2: understanding implicit information 

R3:  Reading Skill 3:  making connections from the reading to personal knowledge and experience 

2010 OSSLT Pretest:  Achievement defined as Total of Reading Skills R1, R2 and R3 

 

Similarly, as illustrated in Table 5, there were no significant differences in 2010 OSSLT 

pretest subtest scores for reading skills R1, R2 and R3 between the treatment and sub-treatment 

group. 

Post-Intervention Sub-Group Achievement Analyses. 

Rationale for post-intervention instrument analyses. Since the intent of the balanced 

strategy intervention program was to help ELL students improve their achievement of reading 

skills R1 and R3 on the 2014 OSSLT, it was decided to focus the analysis on that of the 2014 

OSSLT and not the 2009 OSSLT posttest achievement data that followed the eight instructional 

interventions, although results of the 2009 OSSLT posttest achievement comparisons are 

included below. The instructional interventions and 2009 OSSLT posttest both occurred in close 

proximity to the 2014 OSSLT (essentially six weeks from start to finish, with interventions that 
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began the second week of February 2014 and continued through to the third week of March 

2014, the 2009 OSSLT posttest was written in the third week of March 2014 just two days after 

the final instructional lesson, and the 2014 OSSLT took place in the fourth week of March 2014, 

just six days after the post-intervention test; see Table 3). 

The post-intervention test was conducted in order to provide an additional opportunity for 

students to build their confidence with reading skills demonstration prior to taking part the 

following week in the 2014 OSSLT. During the final days leading up to the 2014 OSSLT, this 

exposure to one more standardized testing opportunity permitted for individualized descriptive 

feedback to focus student preparations. This targeted individualized review of student 

achievement of reading skills R1, R2 and R3 provided a seamless transition for students from the 

somewhat artificial environment of the research study into a very practical demonstration of 

reading skills on the 2014 OSSLT that acted as a better predictor of instructional program impact 

on achievement than the 2009 OSSLT post-treatment test. 

Analysis of achievement on the 2009 OSSLT posttest. A comparison of treatment 

group and sub-treatment group post-treatment achievement results using independent samples t-

tests was then conducted for the purposes of comparing post-treatment achievement on the 2009 

OSSLT posttest. This comparison provides an initial overall look at achievement differences 

between treatment and sub-treatment groups on the 2009 OSSLT posttest. As illustrated in Table 

6, the t-test results for 2009 OSSLT posttest achievement indicated no significant difference 

between the overall reading skills scores of the treatment group (MT2009OSSLTtotalR = 24.6, SD 

T2009OSSLTtotalR = 11.3) and the sub-treatment group (M ST2009OSSLTtotalR = 22.9, SD ST2009OSSLTtotalR = 

14.0), with overall achievement on average being within two points of each another (even though 

scores varied from 4 to 38 points of a possible perfect score of 42 points). The results of this 
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comparison and the comparison of subtest results of reading skills R1, R2 and R3 are presented 

in Table 6.  
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Table 6  

Independent Samples T-Test Results for 2009 OSSLT Posttest Achievement 

 Mtreatment M sub-

treatment 

t df Sig. Mdifference SEdifference 95% CI 

Reading Skill 

R1  
(Score 0-7 pts) 

4.00 4.20 .23 18 .82 0.20 0.87 [-1.62, 2.02] 

Reading Skill 

R2 
(Score 0-23 pts) 

12.30 11.60 -0.21 18 .84 -0.70 3.32 [-7.68, 6.28] 

Reading Skill 

R3 
(Score 0-12 pts) 

8.30 7.10 -0.72 18 .48 -1.2 1.67 [-4.71, 2.31] 

2009 OSSLT  

Achievement 
 (Score 0-42 pts) 

24.60 22.90 -0.29 18 .77 -1.70 5.71 [-13.69, 10.29] 

Note:  N = 20; n treatment group = 10 and n sub-treatment group = 10 

 

R1:  Reading Skill 1: understanding explicit information 

R2:  Reading Skill 2: understanding implicit information 

R3:  Reading Skill 3:  making connections from the reading to personal knowledge and experience 

2009 OSSLT Achievement defined as Total of Reading Skills R1, R2 and R3 

 

As illustrated in Table 6, when broken down by individual reading skills R1, R2 and R3, 

these post-intervention achievement scores on the 2009 OSSLT posttest were quite similar 

between the treatment group (n = 10) and sub-treatment group (n = 10). In contrast to hypothesis 

H2 that predicted students who received balanced strategy literacy instruction in both L1 and L2 

would have higher R1 achievement scores in comparison to students who received balanced 

strategy literacy instruction in L2 only, no significant difference in post-intervention 

achievement levels (measured as total number of correct questions) were indicated by t-test 

results between the treatment group (MT2009OSSLTR1 = 4.0, SD T2009OSSLTR1 = 1.9) and the sub-

treatment group (M ST2009OSSLTR1 = 4.2, SD ST2009OSSLTR1 = 1.9). In keeping with the hypothesis H3 

that predicted that balanced strategy literacy instruction would have no effect on R2 

achievement, no significant difference in post-intervention achievement levels (measured as total 

number of correct questions) were indicated by t-test results between the treatment group 
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(MT2009OSSLTR2 = 12.3, SD T2009OSSLTR2 = 6.3) and the sub-treatment group (M ST2009OSSLTR2 = 11.6, 

SD ST2009OSSLTR2 = 8.4). In contrast to hypothesis H4 that predicted students who received balanced 

strategy literacy instruction in both L1 and L2 would have higher R3 achievement scores in 

comparison to students who received balanced strategy literacy instruction in L2 only, no 

significant differences in post-intervention achievement levels (measured as total number of 

correct questions) were indicated by t-test results between the treatment group (MT2009OSSLTR3 = 

8.3, SD T2009OSSLTR3 = 3.4) and the sub-treatment group (M ST2009OSSLTR3 = 7.1, SD ST2009OSSLTR3 = 

4.0).  

Linearity, equal variances and normality. Assumptions about linearity, equal variances 

and normality were met for the 2014 OSSLT R1, R2 and R3 achievement since the data had a 

normal histogram distribution (See Figure 4), was linear in a normal P-P plot of regression (See 

Figure 5) and was roughly rectangular in shape with no data points overlapping or crowding 

when arranged on a scatterplot (See Figure 6).  
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Figure 4 Normal histogram distribution of 2014 OSSLT achievement data. 
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Figure 5 Linear P-P plot of 2014 OSSLT achievement data. 
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Figure 6 Scatterplot of 2014 OSSLT achievement data. 

Analysis of achievement on the 2014 OSSLT. A comparison of treatment group and 

sub-treatment group post-intervention achievement results using independent samples t-tests, for 

the purposes of comparing post-treatment achievement on the 2014 OSSLT, was then conducted. 

This comparison provides an initial overall look at achievement differences between treatment 

and sub-treatment groups on the 2014 OSSLT. As illustrated in Table 7, the t-test results for 

2014 OSSLT achievement indicated no significant difference between the overall reading skills 

scores of the treatment group (MT2014OSSLTtotalR = 25.7, SD T2014OSSLTtotalR = 9.9) and the sub-

treatment group (M ST2014OSSLTtotalR = 25.0, SD ST2014OSSLTtotalR = 9.6), with overall achievement on 

average being within one point of each another (even though scores varied from 3 to 40 points of 

a possible perfect score of 42 points). The results of this comparison and the comparison of 

subtest results of reading skills R1, R2 and R3 are presented in Table 7.  
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Table 7  

Independent Samples T-Test Results for 2014 OSSLT Achievement 

 Mtreatment M sub-

treatment 

t df Sig. Mdifference SEdifference 95% CI 

Reading Skill 

R1  
(Score 0-7 pts) 

4.78 4.50 -0.35 17 .73 -0.28 0.79 [-1.94, 1.39] 

Reading Skill 

R2 
(Score 0-23 pts) 

13.56 12.90 -0.25 17 .80 -0.66 2.58 [-6.10, 4.79] 

Reading Skill 

R3 
(Score 0-12 pts) 

7.33 7.60 0.19 17 .85 0.27 1.39 [-2.67, 3.21] 

2014 OSSLT  

Achievement 
 (Score 0-42 pts) 

25.67 25.00 -0.15 17 .88 0.67 4.50 [-10.16, 8.83] 

Note:  N = 19; n treatment group = 9 and n sub-treatment group = 10 

 

R1:  Reading Skill 1: understanding explicit information 

R2:  Reading Skill 2: understanding implicit information 

R3:  Reading Skill 3:  making connections from the reading to personal knowledge and experience 

2014 OSSLT Achievement defined as Total of Reading Skills R1, R2 and R3 

 

As illustrated in Table 7, when broken down by individual reading skills R1, R2 and R3, 

these post-intervention achievement scores on the 2014 OSSLT were quite similar between the 

treatment group (n = 9) and sub-treatment group (n = 10). In contrast to hypothesis H2 that 

predicted students who received balanced strategy literacy instruction in both L1 and L2 would 

have higher R1 achievement scores in comparison to students who received balanced strategy 

literacy instruction in L2 only, no significant difference in post-intervention achievement levels 

(measured as total number of correct questions) were indicated by t-test results between the 

treatment group (MT2014OSSLTR1 = 4.8, SD T2014OSSLTR1 = 1.9) and the sub-treatment group (M 

ST2014OSSLTR1 = 4.5, SD ST2014OSSLTR1 = 1.5). In keeping with the hypothesis H3 that predicted that 

balanced strategy literacy instruction would have no effect on R2 achievement, no significant 

difference in post-intervention achievement levels (measured as total number of correct 

questions) were indicated by t-test results between the treatment group (MT2014OSSLTR2 = 13.6, SD 
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T2014OSSLTR2 = 5.5) and the sub-treatment group (M ST2014OSSLTR2 = 12.9, SD ST2014OSSLTR2 = 5.7). In 

contrast to hypothesis H4 that predicted students who received balanced strategy literacy 

instruction in both L1 and L2 would have higher R3 achievement scores in comparison to 

students who receive balanced strategy literacy instruction in L2 only, no significant differences 

in post-intervention achievement levels (measured as total number of correct questions) were 

indicated by t-test results between the treatment group (MT2014OSSLTR3 = 7.3, SD T2014OSSLTR3 = 2.5) 

and the sub-treatment group (M ST2014OSSLTR3 = 7.6, SD ST2014OSSLTR3 = 3.4), as measured by the 

2014 OSSLT.  

Post-Intervention Cohort Achievement Analyses. 

Cohort achievement analyses. A holistic look at overall achievement of the entire 

research study group (N = 19) in relation to various variables were examined in the analyses that 

follow. These analyses were conducted in relation to underlying factors that were common to all 

research study participants for the purposes of examining the effect of these variables on overall 

student achievement of reading skills R1, R2 and R3 on the 2014 OSSLT.  

Analysis of post-intervention cohort achievement and program attendance. A 

comparison of balanced strategy literacy program attendance and 2014 OSSLT achievement 

results using independent samples t-tests, for the purposes of comparing attendance and 

achievement, was then conducted. This comparison provides an overall look at achievement 

differences in relation to the number of balanced strategy literacy sessions attended. As 

illustrated in Table 8, the t-test results for achievement indicated non-significance between the 

overall reading skills scores for fewer sessions attended (Mattend<4sessions = 22.8, SD attend<4sessions = 

10.2) and for greater sessions attended (M attend≥4sessions = 26.5, SD attend≥4sessions = 9.4), with overall 

achievement on average being within four points (even though scores varied from 0 to 40 points 
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of a possible perfect score of 42 points). The results of this comparison and the comparison of 

subtest results of reading skills R1, R2 and R3 are presented in Table 8.  
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Table 8 

Independent Samples T-Test Results for Attendance on 2014 OSSLT Achievement 

 Mattend 

<4sessions 

M attend 

≥4sessions 

t df Sig. Mdifference SE 

difference 

95% CI 

Reading Skill 

R1  
(Score 0-7 pts) 

4.33 4.77 -.43 6 .685 -0.44 1.03 [-2.89, 2.02] 

Reading Skill 

R2 
(Score 0-23 pts) 

12.17 13.69 -.55 9 .597 -1.53 2.79 [-7.78, 4.73] 

Reading Skill 

R3 
(Score 0-12 pts) 

6.33 8.00 -1.23 11 .242 -1.67 1.35 [-4.63, 1.29] 

2014 OSSLT  

Achievement 
 (Score 0-42 pts) 

22.83 26.46 -.74 9 .478 -3.63 4.91 [-14.71, 7.45] 

Note:  N = 19 

 

R1:  Reading Skill 1: understanding explicit information 

R2:  Reading Skill 2: understanding implicit information 

R3:  Reading Skill 3:  making connections from the reading to personal knowledge and experience 

Attendance to Instructional Sessions:  8 maximum  

Group ‘attend<4sessions’ 0 to 3; note:  n = 7  

Group ‘attend≥4sessions’ 4 to 8; note:  n = 13 

 

As illustrated in Table 8, when broken down by individual reading skills R1, R2 and R3, 

these 2014 OSSLT achievement scores similarly showed non-significant achievement (n = 19) 

differences in relation to program attendance. As measured by 2014 OSSLT achievement, non-

significant differences in achievement levels (measured as total number of correct questions) 

were indicated between those students who attended less than four balanced strategy literacy 

sessions and those who attended four or more. In contrast to hypothesis H1 that predicted that 

higher levels of program attendance would be associated with higher scores on R1, R2 and R3 

achievement, as measured by the 2014 OSSLT, no significant results were found. 

A whole group comparison between program attendance and post-intervention 

achievement on the 2014 OSSLT using a Pearson correlation analysis was then conducted for the 

purposes of examining whether or not there was a positive relationship between achievement 

scores with the reading skills on the 2014 OSSLT and the number of instructional sessions 
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attended during the research study. In contrast to hypothesis H1 which predicted that higher 

levels of program attendance would be associated with higher scores on R1, R2 and R3 

achievement, the statistical analysis showed no significant relationship between overall 

achievement of reading skills R1, R2 and R3 on the 2014 OSSLT and the number of sessions 

attended (r = .205, p = .401, N = 19). These results are summarized in Table 9. When broken 

down by individual reading skills R1, R2 and R3, the post-intervention achievement on the 2014 

OSSLT (measured as total number of correct questions) was not significantly correlated with the 

number of balanced strategy literacy sessions attended (measured as total number of full sessions 

attended). 
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Table 9  

Correlation (Pearson  r) for Attendance and 2014 OSSLT Achievement 

     Measure 1 2 3 4 5 

1. Number of Instructional Lessons                         --     

2. 2014 OSSLT Achievement             – R1 .212 --    

3. 2014 OSSLT Achievement             – R2 .176 .737** --   

4. 2014 OSSLT Achievement             – R3    .215 .667* .902** --  

5. 2014 OSSLT Achievement Total .205 .806** .984** .945** -- 
Note:  N = 19 

 

Number of Instructional Lessons:  the number of lessons attended by students; 0 to 8 

2014 OSSLT:  Individual scores achieved post instructional sessions; treatment & sub-treatment scores considered 

together 

R1:  Reading Skill 1: understanding explicit information: score 0 - 7 points 

R2:  Reading Skill 2: understanding implicit information:  score 0 - 23 points 

R3:  Reading Skill 3: making connections from the reading to personal knowledge & experience:  score 0 - 12 points 

Total:  Sum of R1 + R2 + R3 = 42 points 

 

     *p = .05 

   **p = .000 

 

Analysis of post-intervention achievement. A comparison of 2010 OSSLT pretest and 

2014 OSSLT achievement results using paired samples t-tests, for the purposes of comparing 

pre-treatment reading skills achievement to post-treatment achievement, was then conducted. 

This comparison provides an overall look at achievement differences before and after the 

balanced strategy program was implemented. As illustrated in Table 10, the t-test results for 

achievement indicated significance (p = .05) between the overall reading skills scores prior to 

treatment (M2010OSSLTtotalR = 20.3, SD 2010OSSLTtotalR = 11.5) and after treatment (M 2014OSSLTtotalR = 

25.3, SD 2014OSSLTtotalR = 9.5), with overall achievement on average gaining five points (even 

though scores varied from 0 to 40 points of a possible perfect score of 42 points). The results of 

this comparison and the comparison of subtest results of reading skills R1, R2 and R3 are 

presented in Table 10.  
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Table 10 

Paired Samples T-Test Results for 2010 Pretest to 2014 OSSLT Achievement 

 M2010 

OSSLT 

M 2014 

OSSLT 

t df Sig. Mdifference SEdifference 95% CI 

Reading Skill 

R1  
(Score 0-7 pts) 

3.32 4.63 -3.37 19 .003* -0.28 0.79 [-2.14, -4.96] 

Reading Skill 

R2 
(Score 0-23 pts) 

11.53 13.21 -1.57 19 .135 -0.66 2.58 [-3.95, .58] 

Reading Skill 

R3 
(Score 0-12 pts) 

5.42 7.47 -3.78 19 .001* 0.27 1.39 [-3.19, -.91] 

2014 OSSLT  

Achievement 
 (Score 0-42 pts) 

20.26 25.32 -3.00 19 .008* 0.67 4.50 [-8.60, -1.51] 

Note:  N = 19 

 

R1:  Reading Skill 1: understanding explicit information 

R2:  Reading Skill 2: understanding implicit information 

R3:  Reading Skill 3:  making connections from the reading to personal knowledge and experience 

2010 OSSLT Pretest Achievement defined as Total of Reading Skills R1, R2 and R3 

2014 OSSLT Achievement defined as Total of Reading Skills R1, R2 and R3 

 

     *p = .05 

 

As illustrated in Table 10, when broken down by individual reading skills R1, R2 and R3, 

these pre-intervention 2010 OSSLT and post-intervention 2014 OSSLT achievement scores 

showed significantly (p = .05) improved achievement (n = 19). As measured between the 2010 

OSSLT pretest and the 2014 OSSLT, significant differences in achievement levels (measured as 

total number of correct questions) were indicated for reading skill R1 by t-test results from the 

pretest (M2010OSSLTR1 = 3.3, SD 2010OSSLTR1 = 1.9)  to the  literacy test (M 2014OSSLTR1 = 4.6, SD 

2014OSSLTR1 = 1.7). Additionally, significant differences in achievement levels for reading skill R3 

were indicated by t-test results from the pretest (M2010OSSLTR3 = 5.4, SD 2010OSSLTR3 = 5.8) to the 

literacy test (M 2014OSSLTR3 = 7.5, SD 2014OSSLTR3 = 3.0). These findings indicate that exposure to the 

balanced strategy literacy program regardless of placement in treatment or sub-treatment 

groupings improved student ability on the 2014 OSSLT to understand explicitly stated 
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information and ideas, and helped students to make connections between information and ideas 

in a reading selection and personal knowledge and experience. In support of hypothesis H3 that 

predicted that balanced strategy literacy instruction would have no effect on R2 achievement as 

measured by the 2014 OSSLT these findings also indicated that the balanced strategy literacy 

program had no significant effect on student ability to understand implicitly stated information 

and ideas. 

An overall comparison between 2010 OSSLT pretest and 2014 OSSLT achievement of 

reading skills R1, R2 and R3 using a Pearson correlation analysis was then conducted for the 

purposes of examining whether or not there was a positive relationship between the pre-

intervention and post-intervention scores for the entire research study cohort. Pearson correlation 

analysis indicated a positive significant relationship (r = .770, p = .000, N = 19) between 2010 

OSSLT pretest and 2014 OSSLT overall scores, indicating that achievement on the 2010 OSSLT 

pretest was a good predictor of achievement on the 2014 OSSLT. Pearson correlation analysis of 

the individual reading skills R1, R2 and R3 achievement between the 2010 OSSLT pretest and 

the 2014 OSSLT each indicated a positive significant relationship (p = .000) and are listed in 

Table 11, which indicated that achievement with each of the reading skills on the 2010 OSSLT 

pretest were a good prediction of achievement of reading skills on the 2014 OSSLT. 
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 Table 11  

Correlation (Pearson  r) for 2010 OSSLT Pretest and 2014 OSSLT Achievement 

     Measure 1 2 3 4 5 6 

1. Pretest Achievement                        – R1 --      

2. 2014 OSSLT Achievement             – R1 .540* --     

3. Pretest Achievement                       – R2 .651* .769** --    

4. 2014 OSSLT Achievement             – R2    .321 .737** .735** --   

5. Pretest Achievement                        – R3 .662* .741** .858** .679* --  

6. 2014 OSSLT Achievement             – R3    .377  .667* .736** .902* .753* -- 
Note:  N = 19 

 

Pretest:  Individual scores achieved prior to instructional sessions on the 2010 OSSLT pretest 

2014 OSSLT:  Individual scores achieved post instructional sessions; treatment & sub-treatment scores considered 

together 

R1:  Reading Skill 1: understanding explicit information: score 0 - 7 points 

R2:  Reading Skill 2: understanding implicit information:  score 0 - 23 points 

R3:  Reading Skill 3: making connections from the reading to personal knowledge & experience:  score 0 - 12 points 

 

     *p = .05 

   **p = .000 

 

Analysis of post-intervention achievement in relation to language-based variables. In 

Ontario, the Ministry of Education has identified numerous policies and procedures of best 

practices for educators when working with ESL students in relation to several underlying factors 

(Ministry of Education, 2007a). These policies and procedures outline a holistic approach for 

educators to acknowledge such underlying factors that could directly impact the successful 

acquisition of an OSSD by an ESL student, which included the extent to which a student had 

been educated or had gained literacy skills in their first language, successfully acquired foreign 

equivalency English credits, the extent of their experience and success with ESL course 

completion in Ontario, achievement of Ontario curriculum studied in English, the current level of 

study for an English compulsory course (at an age/peer appropriate level) and the extent to which 

the student was exposed outside the school day to the English language (reading, writing and 
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speaking). The Literacy and Numeracy Secretariat of Ontario had also noted that such underlying 

factors could have had a direct impact on the level of achievement of the OSSLT reading skills 

by ELL students (Cummins, 2007). These factors have been presented below in a progression 

from the acquisition of first language literacy (measure in credits) through to the extent of 

immersion in the English language in daily Ontario life outside of school, for the purposes of 

utilizing this information to provide insight into student readiness to complete the literacy 

diploma requirement. Several variables were discarded from model analysis when the extent of 

their individual effects on achievement did not show significance. 

Analysis of post-intervention achievement in relation to L1 education. Since 

demonstration of reading skills in a student’s second language (L2; English) could be a direct 

function of student ability to use the same skills in their first language, an exploration of data was 

conducted in order to examine the impact of number of years of L1 schooling and L1 credits 

earned by an ELL student on the achievement of reading skills R1, R2 and R3 in English (L2) on 

the 2014 OSSLT.  

For the variable that describes the number of years of  schooling in the student’s first 

language, two sub-groups were created based on the OSSLT guideline of students being ready 

for literacy testing at the threshold of completion of grade 9. Therefore, 9 years was used to 

divide the students into two groups such that those students with less than 9 years of schooling 

were considered to have “Low L1” education while those with 9 years of schooling or more were 

considered to have “High L1” education. No significant differences in overall achievement of 

reading skills on the 2014 OSSLT were noted between those students who had 9 or more years 

of education in their first language (M2014OSSLT-L1Y≥9 = 24.4, SD 2014OSSLT-L1Y≥9  = 9.6, (t(17) = .67, 

p = .51, 95% C.I. (-7.26, 14.00)) , n = 14) and those students who had less than 9 years of 
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education in their first language (M 2014OSSLT-L1Y<9 = 27.8, SD 2014OSSLT-L1Y<9  = 9.8, n = 5). 

Similarly, correlation analysis indicated no significant relationships between the number of years 

of L1 education and achievement of individual reading skills R1, R2 and R3 on the 2014 

OSSLT. It is important to acknowledge that both of these findings are representative of a small 

sample size and could potentially be different for larger sample sizes. 

Since the acquisition of credits in any language can be attributed in part to being able to 

read in that language, a comparison of students who had earned L1 secondary school credits with 

those students who had not was then conducted using independent t-tests for the purposes of 

examining whether or not there was a relationship between credits earned in L1 and reading 

skills achievement scores on the 2014 OSSLT. No significant differences in overall achievement 

of reading skills R1, R2 and R3 on the 2014 OSSLT were noted between those students who had 

earned L1 secondary school credits (M 2014OSSLT-L1Credits = 22.1, SD 2014OSSLT-L1Credits  = 9.6, (t(17) = 

1.84, p = .08, 95% C.I. (-1.11, 16.43)) , n = 11) and those students who had not earned any L1 

secondary school credits (M 2014OSSLT-L1NOCredits = 29.8, SD 2014OSSLT-L1NOCredits  = 7.9, n = 8). 

Pearson correlation analysis between the number of secondary school credits earned in L1 and 

2014 OSSLT achievement of reading skill R1 showed significant, moderately strong negative 

correlation (r = -.582, p = .05, N = 19), suggesting that a student’s achievement of reading skill 

R1(in English) is negatively affected by the number of secondary school credits earned in the 

student’s first language. 

Analysis of post-intervention achievement in relation to foreign equivalency English 

credit accumulation. If a student had previously studied English for course credit (i.e. courses 

that are completed in their home country prior to schooling in Ontario that can be counted 

towards completion of English compulsories for diploma in Ontario), then the development of 
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reading skills in English could be of benefit to the demonstration of reading skills on the literacy 

test. A comparison of students who had earned foreign equivalency English secondary school 

credits to those students who had not was then conducted using t-test analysis for the purposes of 

examining whether or not there was a relationship between the number of English foreign 

equivalency credits earned and overall reading skills R1, R2 and R3 achievement scores on the 

2014 OSSLT. Overall achievement levels of reading skills R1, R2 and R3 on the 2014 OSSLT 

by students who had been granted foreign equivalency credits for English (M 2014OSSLT-ENGPLN  = 

28.5, SD 2014OSSLT-ENGPLN  = 7.3, (t(17) = -3.61, p = .05, 95% C.I. (-23.72, -6.21)) , n = 15) and 

those who have not (M 2014OSSLT-noENGPLN  = 13.5, SD 2014OSSLT-noENGPLN  = 7.9, n = 4) showed 

significant differences in achievement scores, with overall achievement levels being on average 

15 points higher for those students who had previously studied English for credit at the 

secondary school level outside of Canada (see Table 12). These results suggest that those 

students who have studied English for credit prior to schooling in Canada will have higher 

reading skills achievement than those students with no foreign equivalency credits in English. 
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Table 12  

Independent Samples T-Test Results for Foreign Equivalency English Credits on 2014 OSSLT 

Achievement 

  

M  

2014OSSLT-

ENGPLN 

M 

2014OSSLT- 

no 

ENGPLN 

 

 

 

t 

 

 

 

df 

 

 

 

Sig. 

 

 

 

Mdifference 

 

 

 

SEdifference 

 

 

 

95% CI 

Reading Skill 

R1  
(Score 0-7 pts) 

5.27 2.25 -4.75 17 .00** -3.02 0.64 [-4.36, -1.68] 

Reading Skill 

R2 
(Score 0-23 pts) 

14.73 7.50 -2.74 17 .01* -7.23 2.64 [-12.80, -1.67] 

Reading Skill 

R3 
(Score 0-12 pts) 

8.47 3.75  -3.72 17 .00* -4.72 1.27 [-7.40, -2.04] 

2014 OSSLT 

Achievement  
 (Score 0-42 pts) 

28.47 13.50 -3.61 17 .00* -14.97 4.15 [-23.72, -6.21] 

Note:  N = 19 

Group ‘ENGPLN’ have foreign equivalency credits for English granted on their transcript, note:  n = 15 

Group ‘noENGPLN’ do not have any foreign equivalency credits granted for English on their transcript, note:  n = 4 

 

R1:  Reading Skill 1: understanding explicit information 

R2:  Reading Skill 2: understanding implicit information 

R3:  Reading Skill 3:  making connections from the reading to personal knowledge and experience 

2014 OSSLT:  Achievement defined as Total of Reading Skills R1, R2 and R3 

 

   *p = .05 

**p = .000 

 

Further independent samples t-test analyses were then conducted for the purposes of 

examining whether or not there was a relationship between the number of foreign equivalency 

credits earned in English courses and individual achievement of reading skills R1, R2 and R3 on 

the 2014 OSSLT. As summarized in Table 12, significant differences in achievement (measured 

as total number of correct questions, p = .05) were observed for each of reading skills R1, R2 and 

R3 between the sub-group of students who had earned foreign equivalency credits in English and 

those who had not. These results suggest that ELL students who study English in a foreign 
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country prior to enrolment in an Ontario school have greater ability to understand explicitly 

stated ideas, implicitly stated ideas, and to connect ideas in a reading selection with personal 

knowledge and experience. 

Analysis of post-intervention achievement in relation to L2 credit accumulation. If 

an ELL student has experience with schooling in English (L2), then they would have increased 

exposure to reading in English and would possibly demonstrate higher achievement with reading 

skills on the literacy test. A total of 12 credits earned in L2 were decided to be the threshold from 

which to compare ELL student achievement because schooling in Ontario would typically permit 

student acquisition of a minimum of 12 credits prior to the first attempt on the literacy test during 

the second semester of Grade 10 (see Table 1).  

An independent samples t-test analysis was conducted for the purposes of examining 

whether or not there was a positive relationship between reading skills development in English 

(measured as total number of credits earned in English while in Ontario schools) and 

demonstration of overall and individualized achievement of reading skills R1, R2 and R3 on the 

2014 OSSLT. No significant differences in results were observed between the overall 

demonstration of achievement of reading skills R1, R2 and R3 on the 2014 OSSLT by ELL 

students who had earned less than 12 credits in L2 (M 2014OSSLT-L2<12 = 22.09, S.D. 2014OSSLT-L2<12  = 

9.58, (t(17) = 1.84, p = .08, 95% C.I. (-1.11, 16.43)), n = 11) and those ELL students who had 

earned more than 12 credits in L2 (M 2014OSSLT-L2≥12 = 29.75, S.D. 2014OSSLT-L2≥12  = 7.96, n = 8). As 

summarized in Table 13, independent samples t-tests were then conducted for each of the 

individual reading skills R1, R2 and R3. Significant results were noted for students who had 

earned greater than 12 credits in L2 as a function of achievement results with reading skill R1 on 

the OSSLT (M 2014OSSLTR1-L2≥12 = 5.63, S.D. 2014OSSLT-L2≥12  = 1.30, (t(17) = 2.51, p = .05, 95% C.I. 
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(.27, 3.16)) , n = 8), suggesting that students with greater numbers of credits earned in L2 

achieve on average a score almost 2 points higher on questions relating to reading skill R1 than 

students in this research study with less than 12 credits earned in L2 (M 2014OSSLT-L2<12 = 3.91, 

S.D. 2014OSSLT-L2<12  = 1.58, n = 11). 
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Table 13  

Independent Samples T-Test Results for L2 Credits on 2014 OSSLT Achievement 

 M 

2014OSSLT-

L2Credits 

<12 

M 

2014OSSLT-

L2Credits 

≥12 

 

 

 

t 

 

 

 

df 

 

 

 

Sig. 

 

 

 

Mdifference 

 

 

 

SE 

difference 

 

 

 

95% CI 

Reading Skill 

R1  
(Score 0-7 pts) 

3.91 5.63 2.51 17 .02* -3.02 0.64 [.27, 3.16] 

Reading Skill 

R2 
(Score 0-23 pts) 

11.36 15.75 1.84 17 .08 -7.23 2.64 [-.66, 9.43] 

Reading Skill 

R3 
(Score 0-12 pts) 

6.82 8.38 1.15 17 .27 -4.72 1.27 [-1.31, 4.43] 

2014 OSSLT 

Achievement 
 (Score 0-42 pts) 

22.09 29.75 1.84 17 .08 -14.97 4.15 [-1.11, 16.43] 

Note:  N = 19 

Group ‘L2Cdts<12’ have earned less than 12 L2 credits, note:  n = 11 

Group ‘L2Cdts≥12’ have earned 12 or more L2 credits, note:  n = 8 

 

R1:  Reading Skill 1: understanding explicit information 

R2:  Reading Skill 2: understanding implicit information 

R3:  Reading Skill 3:  making connections from the reading to personal knowledge and experience 

2014 OSSLT:  Achievement defined as Total of Reading Skills R1, R2 and R3 

   *p = .05 

A whole group comparison between L2 credits earned and 2014 OSSLT achievement 

using a Pearson correlation analysis was then conducted for the purposes of examining whether 

or not there was a positive relationship between achievement scores with the reading skills on the 

2014 OSSLT and the number of L2 credits earned in secondary school. The statistical analysis 

showed no significant relationship between overall achievement of reading skills R1, R2 and R3 

on the 2014 OSSLT and the number of L2 credits earned in secondary school (r = .296, p = .218, 

N = 19). These results are summarized in Table 14. When broken down by individual reading 

skills R1, R2 and R3, the post-intervention achievement on the 2014 OSSLT (measured as total 
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number of correct questions) was not significantly correlated with the number of L2 credits 

earned prior to testing (measured as total number of full credits earned). Achievement with 2014 

OSSLT R1 approached significance (r = .441, p = .059, N = 19) in relation to L2 credits earned 

suggesting that credits achieved in Ontario secondary school for diploma could be of value to 

ELL student ability to understand explicitly stated ideas and information from a reading 

selection. 
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Table 14  

Correlation (Pearson  r) for L2 Credits and 2014 OSSLT Achievement 

     Measure 1 2 3 4 5 

1. Number of L2 Credits   --     

2. 2014 OSSLT Achievement             – R1 .441 --    

3. 2014 OSSLT Achievement             – R2 .270 .737** --   

4. 2014 OSSLT Achievement             – R3    .207 .667* .902** --  

5. 2014 OSSLT Achievement Total .296 .806** .984** .945** -- 
Note:  N = 19 

 

Number of L2 credits:  the number of credits earned in secondary school; 0 to 20 

2014 OSSLT:  Individual scores achieved post instructional sessions; treatment & sub-treatment scores considered 

together 

R1:  Reading Skill 1: understanding explicit information: score 0 - 7 points 

R2:  Reading Skill 2: understanding implicit information:  score 0 - 23 points 

R3:  Reading Skill 3: making connections from the reading to personal knowledge & experience:  score 0 - 12 points 

Total:  Sum of R1 + R2 + R3 = 42 points 

 

   **p = .000 

 

Analysis of post-intervention achievement in relation to ESL course experience. 

Through exposure to and development of English literacy skills from ESL-A through to ESL-E, 

students progress in their competencies with reading and writing in English. Since course 

exposure to the development of reading skills in English would be valuable in aiding any student 

to demonstrate English reading skills achievement on the OSSLT, data on ESL course 

completion (ESL-E earned for credit prior to the 2014 OSSLT) was reviewed in light of student 

achievement of reading skills on the literacy test.  

Using an independent samples t-test, an analysis was conducted for the purposes of 

examining whether or not there was a positive relationship between the completion of English as 

a Second Language course programming (ESL-E earned for credit) and reading skills 

achievement on the literacy test. T-test analyses of overall achievement levels of reading skills 
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R1, R2 and R3 on the 2014 OSSLT by students who had earned a credit in ESL-E prior to the 

semester in which the literacy test was written (M 2014OSSLT-NOESL = 30.3, SD 2014OSSLT-NOESL = 6.4, 

(t(17) = -4.00, p = .001, 95% C.I. (-20.44, -6.34)), n = 12) and those who were still enrolled in 

ESL programming at the time of the literacy test (M 2014OSSLT-ESL = 16.9, SD 2014OSSLT-ESL= 8.1, n = 

7) showed significant differences in achievement scores, with overall achievement levels being 

on average 13 points higher for those students who were not currently enrolled in ESL 

programming. When broken down by individual reading skills R1, R2 and R3, these 

achievement levels on the 2014 OSSLT were also significant between the sub-group of students 

who had ESL on their timetable at the time of testing (n = 7) and those who did not (n = 12), 

summarized in Table 15.  
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Table 15  

Independent Samples T-Test Results for ESL Courses on 2014 OSSLT Achievement 

 M 

2014OSSLT 

-ESL 

M 

2014OSSLT-

NO ESL 

 

 

t 

 

 

df 

 

 

Sig. 

 

 

Mdifference 

 

 

SEdifference 

 

 

95% CI 

Reading 

Skill 

R1  
(Score 0-7 pts) 

3.29 5.42 -3.35 17 .004* -2.13 0.64 [-3.47, -.79] 

Reading 

Skill 

R2 
(Score 0-23 pts) 

8.71 15.83 -3.48 17 .003* -7.12 2.05 [-11.44, -2.80] 

Reading 

Skill 

R3 
(Score 0-12 pts) 

4.86 9.00 -3.99 17 .001** -4.14 1.04 [-6.33, -1.96] 

2014 

OSSLT 
Achievement 
 (Score 0-42 

pts) 

16.86 30.25 -4.01 17 .001** -13.39 3.34 [-20.44, -6.34] 

Note:  N = 19 

Group ‘ESL’ had ESL courses on their timetable at the time of the OSSLT [one of ESLA, B, C, D or E], note:  n = 7 

Group ‘NOESL’ did not have ESL courses on their timetable at the time of the OSSLT, note:  n = 12 

 

R1:  Reading Skill 1: understanding explicit information 

R2:  Reading Skill 2: understanding implicit information 

R3:  Reading Skill 3:  making connections from the reading to personal knowledge and experience 

2014 OSSLT:  Achievement defined as Total of Reading Skills R1, R2 and R3 

   *p = .05 

**p = .001 

 

Analysis of post-intervention achievement in relation to current level of English 

study. One of the key criteria used to identify if a student is ready to write the OSSLT is the 

completion of Grade 9 compulsory credit in English. A t-test was used for the purposes of 

examining the completion of a Grade 9 English compulsory credit and reading skills 

achievement on the literacy test. Overall achievement levels of the reading skills on the 2014 

OSSLT by the students who were studying at a minimum level of Grade 9 English on their 

timetable at the time of testing showed significant differences in achievement scores (M 2014OSSLT-
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ENG1LPD = 30.25, SD 2014OSSLT-ENG1LPD= 6.4, (t(17) = -4.01, p = .001, 95% C.I. (-20.44, -6.34)), n = 

12) as opposed to those who were not (M 2014OSSLT-BELOWENG1LPD = 16.86, SD 2014OSSLT-BELOWENG1LPD 

= 8.1, n = 7) with overall achievement levels being on average 13 points higher for those 

students who had successfully completed English at the grade 9 level of the Ontario curriculum 

(minimum). When broken down by individual reading skills R1, R2 and R3, there were 

statistically significant differences in achievement levels on the 2014 OSSLT between the sub-

group of students who had completed English compulsory credits at the minimum level of Grade 

9 at the time of testing and those who did not. These results are summarized in Table 16.  
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Table 16  

Independent Samples T-Test Results for Grade 9 English on 2014 OSSLT Achievement 

  

M 

2014OSSLT-

ENG1LPD 

M 

2014OSSLT- 

BELOW 

ENG1LPD 

 

 

 

t 

 

 

 

df 

 

 

 

Sig. 

 

 

 

Mdifference 

 

 

 

SEdifference 

 

 

 

95% CI 

Reading 

Skill 

R1  
(Score 0-7 pts) 

5.42 3.29 -3.35 17 .004* -2.13 0.64 [-3.47, -.79] 

Reading 

Skill 

R2 
(Score 0-23 pts) 

15.83 8.71 -3.48 17 .003* -7.12 2.05 [-11.44, -2.80] 

Reading 

Skill 

R3 
(Score 0-12 pts) 

9.00 4.86 -3.99 17 .001** -4.14 1.04 [-6.33, -1.96] 

2014 

OSSLT  
Achievement 
 (Score 0-42 pts) 

30.25 16.86 -4.01 17 .001** -13.39 3.34 [-20.44, -6.34] 

Note:  N = 19 

Group ‘ENG1LPD’ have earned a grade 9 compulsory English credit in any one of the three pathways, note:  n = 12 

Group ‘BELOWENG1LPD’ have not earned a grade 9 compulsory English credit, note:  n = 7 

 

R1:  Reading Skill 1: understanding explicit information 

R2:  Reading Skill 2: understanding implicit information 

R3:  Reading Skill 3:  making connections from the reading to personal knowledge and experience 

2014 OSSLT:  Achievement defined as Total of Reading Skills R1, R2 and R3 

 

   *p = .05 

**p = .001 

 

Analysis of post-intervention achievement in relation to English language exposure 

outside of school. Exposure to the English language was defined based on responses to the 

student survey that included questions regarding speaking, reading and writing English outside 

of the school day, with a separation into two groups based on a minimum exposure level of an 

arbitrary10 points (half way on the scale).  

A whole group comparison between exposure to L2 literacy skills outside of the school 

day and 2014 OSSLT achievement using a Pearson correlation analysis was then conducted for 
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the purposes of examining whether or not there was a positive relationship between achievement 

scores with the reading skills on the 2014 OSSLT and exposure to L2 literacy skills outside of 

academic classes. The statistical analysis showed significance between overall achievement of 

reading skills R1, R2 and R3 on the 2014 OSSLT and the weekly exposure to L2 literacy skills 

outside of secondary school classes (r = .557, p = .013, N = 19). These results are summarized in 

Table 17. Notably, when broken down by individual reading skills R1, R2 and R3, the post-

intervention achievement on the 2014 OSSLT (measured as total number of correct questions) 

was significantly correlated with the weekly exposure of L2 literacy skills (measured as total 

number of incidences with L2 reading, writing or speaking). 2014 OSSLT R2 achievement was 

significant (r = .563, p = .05, N = 20) in relation to weekly exposure of L2 literacy skills outside 

of school, as was achievement with 2014 OSSLT R3 (r = .525, p = .05, N = 20), suggesting that 

the more ELL students read, write and speak in L2 outside of their regular classes, the greater 

their ability to understand implicitly stated ideas in a reading selection and to make connections 

between ideas in a reading selection and personal knowledge and experience. 
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Table 17 

Correlation (Pearson  r) for L2 Literacy Exposure and 2014 OSSLT Achievement 

     Measure 1 2 3 4 5 

1. Exposure to L2 Literacy Skills  --     

2. 2014 OSSLT Achievement             – R1 .401 --    

3. 2014 OSSLT Achievement             – R2 .563* .737** --   

4. 2014 OSSLT Achievement             – R3    .525* .667* .902** --  

5. 2014 OSSLT Achievement Total .557* .806** .984** .945** -- 
Note:  N = 19 

 

Exposure to L2 Literacy Skills:  the number of incidences of exposure to English reading, writing or speaking 

outside of regularly-scheduled classes in a week; 0 to 20 

2014 OSSLT:  Individual scores achieved post instructional sessions; treatment & sub-treatment scores considered 

together 

R1:  Reading Skill 1: understanding explicit information: score 0 - 7 points 

R2:  Reading Skill 2: understanding implicit information:  score 0 - 23 points 

R3:  Reading Skill 3: making connections from the reading to personal knowledge & experience:  score 0 - 12 points 

Total:  Sum of R1 + R2 + R3 = 42 points 

 

     *p = .05 

   **p = .000 

 

Multiple Regression Analyses. 

Tolerance & multi-collinearity. The tolerance statistics from Table 18 indicate that the 

inter-correlation between the independent variable for this instance were below .70 

demonstrating no issues with multi-collinearity.  
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Table 18 

Collinearity Statistics for the 2014 OSSLT 

 Coefficients 

Unstandardized   Standardized  

 

 

t 

 

 

Sig. 

95.0% Confidence 

Interval for B 

Collinearity 

Statistics 

B SE Beta Lower Upper Tolerance VIF 

(Constant) 

ENG Level - current 

ENGPLN Credits 

Total Credits L2 

Standardized Testing 

5.47 5.20  1.05 .310 -5.679 16.622   

4.48 1.19 .990 3.76 .002* 1.924 7.030 .46 2.19 

-2.80 2.22 -.339 -1.26 .228 -7.567 1.964 .44 2.28 

.13 .36 .095 .363 .722 -.642 .904 .46 2.17 

-2.77 2.52 -.253 -1.10 .290 -8.161 2.628 .60 1.67 

Note:  N=19 

Dependent Variable: 2014 OSSLT Total Points for Reading Skills R1, R2 & R3, 0 to 42 points 

R2= .56, *p=.05 

 

Multiple regression analysis of reading skills R1, R2 & R3 post-intervention 

achievement on the 2014 OSSLT. Using multiple regression analysis (forced entry method) an 

inquiry was conducted to ascertain which of the independent variables were most suitable for 

inclusion into a model of prediction for successful demonstration of reading skills R1, R2 and R3 

on the 2014 OSSLT. Analysis yielded a strong positive relationship (rT/2014OSSLT = .75, p = .017) 

between the successful demonstration of the three reading skills R1, R2 and R3 and the 

independent variables of “current level of course study for English”, “number of foreign 

equivalency English credits”, “number of credits completed in L2” and “previous experience 

with standardized testing”. As shown in Table 18, the current level of English course study data 

in combination with the number of foreign equivalency English credits earned, credits earned in 

L2 and experience with standardized testing significantly predicted achievement scores of 

reading skills R1, R2 and R3 on the 2014 OSSLT, β =  5.5 t(4) =1.05, p = .017. Statistical 

significance was also established with this analysis showing that we were able to account for 

75.0 % of the variance in the successful demonstration of the combined reading skills R1, R2 and 
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R3 on the OSSLT based on the information we had regarding the current level of English course 

study, acquired foreign credit equivalencies in English courses, total credits earned in L2 and 

previous experience with standardized testing.  

When using overall reading skills achievement on the OSSLT, the multiple regression 

indicated that knowing this made a significantly better prediction about student achievement on 

all three reading skills R1, R2 and R3 (R
2
= .56, FOSSLT (4, 14) = 4.39, p = .017) than if we only 

had information about the mean achievement level from previous scores of ELL students on 

these reading skills on the OSSLT. ELL students who had earned foreign equivalency credits in 

English courses, who were currently studying at higher levels of English compulsory courses 

(Grade 9 or higher) with experience in standardized testing and had earned secondary school 

credits in L2, on average demonstrated significantly higher overall achievement on the reading 

skills component of the 2014 OSSLT than did their non-ELL peers who did not. This change is 

statistically significant (t(4) = 1.05, p = .017), indicating that the b value for the current level of 

English study, foreign equivalency English credits, L2 credits earned and experience with 

standardized testing were significantly different from 0 and therefore made a significant 

contribution to the prediction of ELL student achievement on all three reading skills on the 2014 

OSSLT (see Table 18). Taken together, this information suggests a good overall fit for the 

proposed model.  

Summary of results. The main purpose of this research was to examine the effects of a 

balanced strategy literacy program on the overall achievement of reading skills R1, R2 and R3 

on the 2014 OSSLT for FTE and PE ELL students. Evidence of pre-treatment equivalency 

between treatment and sub-treatment groups was established. However, following intervention, 
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there was no significant difference between sub-groups in their achievement on the 2014 

OSSLT.  

A number of other variables were examined in order to further our understanding of 

factors that impact achievement on the 2014 OSSLT. First, analysis suggested that attendance at 

the balanced strategy literacy program had no significant impact on 2014 OSSLT achievement. 

However, pretest scores were found to be a good predictor of achievement on the 2014 OSSLT. 

Overall student achievement, regardless of treatment, showed improved R1 and R3 achievement 

from the 2010 OSSLT pretest to the 2014 OSSLT. Notably, language-based analyses suggested 

that the more credits an ELL student had earned in their first language the lower their 

achievement scores for reading skill R1 on the 2014 OSSLT. However, further analyses 

suggested that if an ELL student had studied English at the secondary school level in a foreign 

country before studying at the secondary school level in Ontario, overall achievement of reading 

skills R1, R2 and R3 on the 2014 OSSLT were significantly higher than for those ELL students 

who had not studied English prior to schooling in Ontario. Analyses suggested that for ELL 

students who had achieved at the minimum level of half of the Grade 10 level curriculum had 

higher achievement with reading skill R1 on the 2014 OSSLT. For ELL students who 

concurrently studied ESL courses at the time of the 2014 OSSLT, analysis suggested an overall 

lower achievement with reading skills R1, R2 and R3 than those students who were no longer in 

need of ESL support courses. Analysis also suggested that for ELL students with greater 

exposure to English Language skills outside of the regular school day achievement levels of 

reading skills R1, R2 and R3 on the 2014 OSSLT were greater than for those students with lesser 

exposure to English Language skills outside of the school day. Therefore these results provided 

evidence for the key independent variables that had the greatest effect on student achievement of 



BALANCED STRATEGY INSTRUCTION AND ELL LITERACY 93 

reading skills R1, R2 and R3 on the 2014 OSSLT which included the current level of English 

being studied, the number of foreign equivalency credits completed in the English Language, the 

total number of credits earned in L2 at the level of Ontario secondary school and previous 

experience with standardized testing in any language. An exploration of these findings will be 

further developed with implications for ELL students within Ontario secondary school settings. 
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Chapter 5 Discussion 

In an era of provincial mandates calling for school improvement planning to close the 

literacy achievement gap between ELL students and their non-ELL peers, the exploration of 

strategies and interventions to improve reading skills become worthy of further investigation. 

Reading skills are a central to the successful demonstration of the literacy diploma requirement 

for secondary school graduation in Ontario. The main purpose of this research was to examine 

the effects of a balanced strategy literacy program on the overall achievement of reading skills 

on the 2014 Ontario Secondary School Literacy Test (OSSLT; a diploma requirement) for First 

Time Eligible (FTE) and Previously Eligible (PE) English Language Learners (ELLs). In order 

to test the hypotheses H1, H2, H3 and H4, overall achievement results were compared between the 

treatment group and the sub-treatment group for the three reading skills R1, R2 and R3 on the 

2010 OSSLT pretest, the 2009 OSSLT posttest and the 2014 OSSLT. This discussion will 

address the impact of balanced strategy literacy instruction on overall reading skills achievement 

in reference to each of the hypotheses. Limitations of this study will then be reviewed. Following 

this, a discussion of the results of post-intervention achievement in relation to several language-

based variables including L1 education, foreign equivalency English credit accumulation, L2 

credit accumulation, ESL course experience and current level of English study, will be explored. 

Finally, applications of findings and recommendations for ELL preparation for literacy diploma 

requirements will be presented.  

ELL Sub-Group Achievement of Reading Skills.  

2010 OSSLT pretest baseline. As expected, comparisons of key descriptive factors 

related to the treatment and sub-treatment group indicated no significant difference between 

groups on any of the background variables, including literacy development in their first 
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language, foreign equivalency English credits, English language skills development, English 

course proficiency, experience with standardized testing and program attendance during the 

course of this research study. Furthermore, there were no statistically significant differences 

between the two groups in the mean overall achievement of reading skills R1, R2 and R3 on the 

2010 OSSLT pretest. On average, ELL student achievement scores for the treatment and sub-

treatment groups were within two points of each other (even though scores varied from 0 to 35 

points out of a possible perfect score of 42 points). Homogeneity with achievement of each of 

the reading skills R1, R2 and R3 was also found between the treatment and sub-treatment groups 

of ELL students (with variances between means reaching a maximum non-significant difference 

of 1.2 points). The implications of these findings are that this homogeneity in sub-group 

composition provides a solid foundational basis to support that any differences between group 

post intervention likely stem from the intervention itself. 

2009 OSSLT posttest sub-group achievement. Following eight instructional balanced 

strategy literacy sessions, an examination of 2009 OSSLT posttest achievement of the treatment 

group (use of L1 and L2 strategies) and sub-treatment group (use of L2-only strategies) were 

analyzed for the effectiveness of using L1 in tandem with L2 as a method of ELL student 

preparation of L2 reading skills demonstration. This comparison provides an overall look at ELL 

student achievement differences before and after the balanced strategy literacy program since 

research has suggested that ELL students would benefit in understanding explicitly stated 

information and ideas through literacy instructional development (Cheng, 2012; Cheng, Klinger, 

et al., 2007; Education Quality and Accountability Office, 2010e; Wurr, 2003; Zheng et al., 

2007). The implementation of an instructional program that included L1 in tandem with L2 

balanced literacy strategies was expected to produce higher reading skills scores based on the 
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core predicates of the theory of the construction-integration model of reading comprehension 

(Kintsch, 1988) as a direct application of social-cognitive constructivist theory. That is, the 

ability of a student to create meaning from core understandings in any language should be 

helpful to the overall creation of reading comprehension in a second language, particularly 

within a learning environment that supports language development through peer interaction from 

a similar language background.  

Hypothesis H2 predicted that students who received balanced strategy literacy instruction 

in both L1 and L2 would have higher R1 achievement scores in comparison with students who 

received balanced strategy literacy instruction in L2 only. In contrast to hypothesis H2, there was 

no statistically significant difference. In fact, the mean difference in the overall score on reading 

skill R1 was within 0.2 points between the treatment group and the sub-treatment group (of a 

possible maximum 7 points), as measured by the 2009 OSSLT posttest. These results suggest 

that the use of literacy strategies in both L1 and L2 did not significantly improve reading 

comprehension with the explicit understanding of various types of text. In fact, those students 

who utilized only L2 literacy strategies experienced equally as effective R1 achievement scores. 

The implications of these findings suggest that student exposure to either a mixture of L1 and L2 

balanced literacy strategies or to L2-only balanced literacy strategies resulted in similar 

achievement of reading skills scores.  These results indicate that the treatment method used did 

not have a significant effect on overall ELL student achievement of reading skill R1 on the 2009 

OSSLT posttest. These findings are contrary to the findings of Cheng (2012) wherein L1 literacy 

skills significantly impacted L2 language acquisition. 
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The resultant similar achievement in reading skill R1 scores of the treatment and sub-

treatment groups on the 2009 OSSLT could partially be explained by the inability of ELL 

students to develop an explicit understanding of various texts. Of interest is the observation that 

was made during the research study regarding students from the treatment group who were 

practicing reading skill R1 and could not vocalize L1 vocabulary equivalent to the new L2 

vocabulary they were learning.  There were several situational activities described within 

narrative stories that were beyond the experience of these students leading to incomplete 

comprehension as a result. Several of the first languages in this treatment group, including 

Philippino, Khmer, and Mandarin had no specialized words to describe various animals and 

insects native to Ontario. Notably, the inability of students to relate to various animals and their 

erratic behaviour (e.g., squirrels jumping between trees, polar bears traveling on ice flows), 

various insect habitats (e.g., stick bugs in trees, damselflies on lakes), or various geographic 

features of the province (e.g., the escarpment, the great lakes) created gaps in their explicit 

understanding of written text. The building of L2 reading comprehension skills with these 

students was characterized by interruptions marked by extensive chatter with their peers in a 

scattered effort to create meaning from such foreign concepts of which they had no first hand 

experiential knowledge. Therefore, if ELL students in the treatment group could not relate L1 

vocabulary to that of the L2 text, then the implementation of L1 instructional strategies to 

improve L2 literacy demonstrations of reading skill R1 on the 2009 OSSLT would then be 

similar to those students who only used L2 strategies. 

Hypothesis H3 predicted that balanced strategy literacy instruction would have no effect 

on R2 achievement since the ability to develop the implicit understanding of narrative text 

requires a longer period of time than this research study provided. There is evidence within the 
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research that has suggested that the understanding of implicitly stated information and ideas can 

be difficult for ELL learners and required a longer infusion of skills development over time (five 

to seven years; Cheng, Klinger, et al., 2007; Kim & Jang, 2009) than this short and intensive 

program provided in eight hours of explicit instruction coupled with ten hours of independent 

homework. In support of hypothesis H3, mean student achievement of reading skill R2 showed a 

non-significant difference of 0.7 points between the treatment group and the sub-treatment group 

(of a possible maximum 23 points), as measured by the 2009 OSSLT posttest. These results 

suggest that a longer period of time is required for the development of the implicit understanding 

of narrative text, in keeping with current research. 

The lack of significant improvement in the implicit understanding of ideas from L2 texts 

with reading skill R3 may perhaps also be a result of the interaction between the experiences of 

the student with the same type of text in their L1. Direct observations of the ELL students within 

the research study showed that some students had no experience with reading newspapers, others 

were not familiar with fictional narratives (especially those with humour), while others had no 

prior need to access meaning from graphic text. The individualized experiences of students with 

various written texts prior to immersion into the Ontario education system could profoundly 

impact their ability to successfully draw inferences in meaning. Therefore, the ability of a student 

to make inferences successfully not only relies on their L2 proficiency but with their familiarity 

with the nuances of word usage within text types. 

Hypothesis H4 predicted that students who received balanced strategy literacy instruction 

in both L1 and L2 would have higher R3 achievement scores in comparison with students who 

received balanced strategy literacy instruction in L2 only. In contrast to hypothesis H4, there was 

no statistically significant difference. In fact, the mean difference in the overall score on reading 
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skill R3 was within 1.2 points between the treatment group and the sub-treatment group (of a 

possible maximum of 12 points), as measured by the 2009 OSSLT posttest. The implications of 

these findings suggest that student exposure to either a mixture of L1 and L2 balanced literacy 

strategies or to L2-only balanced literacy strategies resulted in similar achievement of reading 

skills scores. These results indicate that the treatment method used did not have a significant 

effect on overall ELL student achievement of reading skills R3 on the 2009 OSSLT posttest. 

These findings are contrary to the findings of Cheng (2012) wherein L1 literacy skills 

significantly impacted L2 language acquisition. 

The resultant similar achievement in reading skill R3 scores of the treatment and sub-

treatment groups on the 2009 OSSLT could partially be explained by the inability of ELL 

students to extend their understanding of text material to their personal knowledge and 

experience. Of interest is the observation that was made during the research study regarding 

students from the treatment group who were practicing reading skill R3 and could not relate to 

the L2 situational and cultural experiences of written text materials. There were several 

situational activities described within narrative stories that were beyond the cultural experience 

of these students that lead to incomplete comprehension as a result. Notably, students were 

directly observed questioning the instructors for more information regarding various plotlines 

with characters from narrative texts that were rooted in Ontario-specific culture. Students 

struggled with understanding and applying that understanding to their personal experience with 

such cultural rituals as hobbies (e.g., free climbing on rock, hiking along cliffs), vacations (e.g., 

camping in national parks, canoeing rivers with rapids) or traditions (e.g., skating on the Rideau 

Canal, pouring maple syrup on pancakes). Some of the situations presented within the text 

material were so far removed from the personal and cultural experience of these students that 
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there was no equivalency found to which they could relate. Therefore, if ELL students in the 

treatment group could not relate their L1 cultural experiences to the L2 text, then the 

implementation of L1 instructional strategies to improve L2 literacy demonstrations of reading 

skill R3 on the 2009 OSSLT would then be similar to those students who only used L2 strategies. 

2014 OSSLT sub-group achievement. Following individualized descriptive feedback 

about the 2009 posttest achievement results, ELL students had the opportunity to prepare for the 

2014 OSSLT on their own. Achievement of reading skills on the 2014 OSSLT by the treatment 

group (use of L1 and L2 strategies) and sub-treatment group (use of L2-only strategies) were 

analyzed for the effectiveness of the balanced strategy instructional programming and for ELL 

student individualized preparation prior to the literacy test. Similar to the predictions with the 

2009 OSSLT posttest, the implementation of a program that included L1 balanced strategy 

instruction in tandem with L2 balanced literacy strategies was expected to produce higher 

reading skills scores, particularly since ELL students in both the treatment and sub-treatment 

groups had received descriptive feedback on their R1 and R3 reading skills performance and 

were given several days to further prepare of their own accord.  

Hypothesis H2 predicted that students who received balanced strategy literacy instruction 

in both L1 and L2 would have higher R1 achievement scores in comparison with students who 

received balanced strategy literacy instruction in L2 only. In contrast to hypothesis H2, there was 

no statistically significant difference. In fact, the mean difference in the overall score on reading 

skill R1 was within 0.3 points between the treatment group and the sub-treatment group (of a 

possible 7 point maximum). These results suggest that the use of literacy strategies in both L1 

and L2 did not significantly improve reading comprehension with the explicit understanding of 

various types of text. In fact, those students who utilized only L2 literacy strategies experienced 
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equally as effective R1 achievement scores. The implications of these findings suggest that 

student exposure to either a mixture of L1 and L2 balanced literacy strategies or to L2-only 

balanced literacy strategies resulted in similar achievement of reading skills scores. These results 

indicate that the treatment method used did not have a significant effect on overall ELL student 

achievement of reading skill R1 on the 2014 OSSLT. These findings are contrary to the findings 

of Cheng (2012) wherein L1 literacy skills significantly impacted L2 language acquisition. 

As previously noted, since there was no direct instruction between the 2009 OSSLT 

posttest and the 2014 OSSLT, it remains possible that the lack of significant improvement in 

reading skill R1 demonstrations by the treatment group could be the result of inconsistencies 

between L1 and L2 equivalencies in vocabulary. 

Hypothesis H3 predicted that balanced strategy literacy instruction would have no effect 

on R2 achievement in this program since the ability to develop the implicit understanding of 

narrative text requires a longer period of time than this research study provided (recommended 

minimum of five years;Kim & Jang, 2009). In support of hypothesis H3, there was no statistically 

significant difference. In fact, the mean difference in the overall score on reading skill R2 was 

within 0.7 points between the treatment group and the sub-treatment group (of a possible 

maximum 23 points), as measured by the 2014 OSSLT posttest. These results suggest that a 

longer period of time is required for the development of the implicit understanding of narrative 

text, in keeping with current research. 

Hypothesis H4 predicted that students who received balanced strategy literacy instruction 

in both L1 and L2 will have higher R3 achievement scores in comparison with students who 

received balanced strategy literacy instruction in L2 only. In contrast to hypothesis H4, there was 

no statistically significant difference. In fact, the mean difference in the overall score on reading 
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skill R3 was within 0.3 points between the treatment group and the sub-treatment group (of a 

possible 12 point maximum). The implications of these findings suggest that student exposure to 

either a mixture of L1 and L2 balanced literacy strategies or to L2-only balanced literacy 

strategies resulted in similar achievement of reading skills scores. These results indicate that the 

treatment method used did not have a significant effect on overall ELL student achievement of 

reading skills R3 on the 2014 OSSLT. These findings are contrary to the findings of Cheng 

(2012) wherein L1 literacy skills significantly impacted L2 language acquisition. 

The mean overall achievement on the 2014 OSSLT by the treatment group and sub-

treatment group were within one point of each other (even though scores varied from 3 to 40 

points of a possible perfect score of 42 points). These equivalencies in overall achievement 

between the treatment and sub-treatment groups occurred even though the composition of the 

treatment group changed due to the removal of one student who no longer sufficiently 

demonstrated the aforementioned eligibility criteria. These findings suggest that student 

exposure to either a mixture of L1 and L2 balanced literacy strategies or to L2-only balanced 

literacy strategies resulted in similar achievement of reading skill R3 scores on the 2014 OSSLT, 

regardless of language used for instruction. The implications of these findings are that the 

treatment method used did not have a significant effect on overall ELL student achievement of 

reading skill R3 on the 2014 OSSLT. These findings are contradictory to the instructional 

recommendations by Rajabi (2009) which include the provision for a variety of reading 

comprehension strategies to build student literacy rather than a singular approach. In fact, 

McElvain (2010) found that the inclusion of metacognitive reading strategies significantly 

improved L2 text comprehension with ELL students. 
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As previously noted, since there was no direct instruction between the 2009 OSSLT 

posttest and the 2014 OSSLT, it remains possible that lack of significant gains in reading skill 

R3 demonstrations by the treatment group could be the result of inconsistencies between L1 and 

L2 cultural knowledge and experiences. 

2014 OSSLT full cohort achievement. A comparison of 2010 OSSLT pretest and 2014 

OSSLT achievement results for the purposes of comparing pre-treatment reading skills 

achievement to post-treatment achievement for the whole research cohort was conducted. This 

comparison provides an overall look at achievement differences before and after the balanced 

strategy literacy intervention, since based on research it has been suggested that both groups of 

ELL students would be expected to benefit in understanding explicitly stated information and 

ideas through literacy instructional development (Cheng, 2012; Cheng, Klinger, et al., 2007; 

Education Quality and Accountability Office, 2010e; Wurr, 2003; Zheng et al., 2007). All 

students were expected to have improved reading comprehension based on exposure to research-

proven instructional balanced literacy strategies. Therefore, it would be reasonable to expect that 

ELL student achievement with the explicit understanding of reading skills and their ability to 

make meaningful connections to their own experience would improve following the invested 

time of attending both types of balanced strategy literacy sessions. Therefore, this researcher was 

interested in comparing pre- and post-intervention achievement on reading skills R1, R2 and R3.  

The results of the statistical analysis indicated that the mean scores on both the post-

intervention R1 and R3 skills demonstrations were significantly higher than the pre-intervention 

mean scores on the R1 and R3 skills (a difference of 2 points on both tests). These research study 

findings are in keeping with those of Cheng, Klinger, et al. (2007) who found that ELL student 

reading comprehension with narrative texts improved when cultural and contextual connections 
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are intentionally instructed. The emphasis on a collaborative learning environment for ELL 

students to deepen their inquiry during L2 language acquisition has also been found to be helpful 

according to Wurr (2003). These similarities in results suggest that the intentional instruction of 

balanced literacy strategies can help ELL students improve their demonstration of explicit 

understandings of written text as well as improve their application of this understanding to their 

own personal experience. 

Since the understanding of implicitly stated information and ideas can be difficult for 

ELL learners and required a longer infusion of skills development over time (five to seven years; 

Cheng, Klinger, et al., 2007; Kim & Jang, 2009), hypothesis H3 indicated that balanced strategy 

literacy instruction would have no effect on R2 achievement following exposure to balanced 

strategy literacy programming. In support of hypothesis H3, there was no statistically significant 

difference in mean scores for reading skill R2 on the 2010 OSSLT pretest and the 2014 OSSLT 

mean scores were within 2 points of each other (out of a possible 23 points). Particularly, the 

nuances of understanding the indirect meaning of text improved through the explicit study of 

vocabulary. Combined with the findings of Kim and Jang (2009), it becomes apparent that ELL 

students require a minimum of 5 to 7 years in order to become proficient when demonstrating the 

indirect understanding of narrative text. 

When considering the full cohort, overall reading skills achievement results indicate a 

statistically significant difference between scores prior to and after the implementation of the 

balanced strategy literacy program, with an overall mean achievement gain of five points (even 

though scores varied from 0 to 40 points of a possible perfect score of 42 points). Results showed 

that from the time students began participation in the research study and attended regular school 

day classes to the time they wrote the 2014 OSSLT, their ability to understand explicitly stated 
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ideas and information and then relate this understanding to personal knowledge and experience 

significantly improved. The implications of these findings are that the invested time in reading 

skills development through participation in the balanced strategy literacy program or through the 

regular classroom improved overall ELL student achievement on the 2014 OSSLT. The 

recommendation for literacy instruction with ELL students as an approach that emphasizes the 

holistic nature of acquiring overall competence with reading skills has been similarly noted by 

Zheng et al. (2007). 

In this research study it remains undetermined as to what specifically accounted for the 

cohort increased reading skills achievement. This suggests that it would be prudent for students 

to practice their literacy skills and obtain descriptive feedback if they would like to significantly 

improve their reading skills demonstration with R1 and R3 prior to attempting the literacy 

diploma requirement (since these techniques were implemented instructionally both within 

regular classes and in the after school balanced strategy literacy program). Since any one specific 

skill or particular skills combination was not identified in this research study, student exposure to 

balanced literacy programming (see Appendix I) that provides opportunities for descriptive 

feedback regarding student demonstration of the explicit understanding of a variety of texts and 

the application of that understanding to their personal experience is recommended for overall 

literacy skills improvement. 

2014 OSSLT cohort achievement and program attendance. A comparison of balanced 

strategy literacy program attendance and 2014 OSSLT cohort achievement results for all 

research study participants was then conducted to provide an overall look at achievement 

differences as a function of the number of balanced strategy literacy sessions attended. The first 

hypothesis stemmed from previous research that suggested students with instructional exposure 
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to balanced strategy instruction would benefit in literacy skills development (Booth Olson et al., 

2010; Chau et al., 2012; Eshiet, 2012; Kim & Jang, 2009; Klinger et al., 2006; Li & Zhang, 

2004; Vygotsky, 1978).  

Therefore, hypothesis H1 predicted that higher levels of attendance in the program would 

be associated with higher scores on R1, R2 and R3 achievement, assuming there was no 

minimum/maximum threshold with reading skills development. Results showed that when 

broken down by individual reading skills R1, R2 and R3, the post-intervention achievement on 

the 2014 OSSLT was not significantly correlated with the number of balanced strategy literacy 

sessions attended. These results suggest that student achievement of reading skills R1, R2 and R3 

were not affected by the number of balanced strategy literacy sessions that students attended. As 

well, overall reading skills cohort achievement on the 2010 OSSLT pretest was also found to be 

a good predictor of overall reading skills achievement on the 2014 OSSLT. 

The implications of these findings are that achievement of reading skills was not directly 

influenced by ELL student attendance at the balanced strategy literacy program in this research 

study. Interestingly, Li (2012) noted that instruction needs to be meticulously scaffolded in order 

to support the uniquely varied skill levels within the classroom and that the instructor must 

compensate for student reading comprehension skills development by permitting the necessary 

time needed including a varied length of focus tailored to each skill in order to be effective. 

Brown (2010) found that reading instruction needs to be implemented strategically so as to 

develop contextual cuing of vocabulary. This research suggests that the balanced strategy 

literacy programming that was implemented was either not precisely scaffolded to meet student 

needs with vocabulary and reading skills R1 and R3 development, was not culturally tailored to 
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effectively utilize the strategy of word pairing, or it was possibly not long enough in duration to 

permit reading skills acquisition and application to personal knowledge and experience. 

Limitations of Application of Findings from this Research Study.  

There are a number of limitations associated with this study that suggest caution should 

be used in the interpretation of results.  

The threat to internal validity. Limitations to the research that was conducted during 

the scope of this study included the threat to internal validity of data due to the initial selection 

process of the participants. Although randomly assigned to treatment and sub-treatment groups, 

the original selection process was a convenience sample which limited the extent of 

generalizability of this study’s results. The sample size was quite small and specific to an urban 

secondary school in any one given year. Although the use of a pretest to establish evidence of 

equivalency between the sub-groups was used, the overall sample size was still small and 

specific to one urban area in Ontario.  

Additionally, by pretesting ELL students in order to ascertain a baseline for the research 

study, they gained experience in standardized test writing. This added experience provided the 

student with increasing familiarity of the test composition in language and format, thereby 

changing their reading strategies as a result of each test written. The implications of these 

findings are that reading skills achievement measures could be misrepresentative of student 

actual ability. However, pretesting was necessary for this research study in order to establish a 

baseline from which the two study groups could be equated prior to intervention and it was set 

apart by 6 weeks from the actual exposure to the 2014 OSSLT. According to Doe et al. (2011), 

student achievement scores can significantly improve with repeated exposure to standardized 

testing (such as the OSSLT). By being aware of and limiting student exposure to three 
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standardized testing experiences within the scope of this research every attempt was made to 

keep this threat to a minimum since each student had equal skills-building attempts. There was 

no evidence in this research study that standardized testing experience gave students an 

advantage to higher achievement scores within the scope of this research study.  

Statistical regression is another threat to internal validity that may have occurred for 

those ELL students whose reading skills were at the level of provincial standard or above (Level 

3 or 4) at time of the 2010 OSSLT pretest and who maintained skills demonstration on the 2009 

OSSLT posttest and the 2014 OSSLT. Four students within the research cohort who 

demonstrated increasing competency on the pretest and posttest had scores drop to equivalent or 

below pre-test levels when completing the 2014 OSSLT. Equally present was the threat for some 

students whose reading skills may have been extremely poor at the time of the pretest and 

remained poor throughout successive demonstrations of skills. This threat was possible given 

that some ELL students were in mainstream programming by the time they attempted the 2014 

OSSLT for the first time. This threat was minimized through maximizing the sample size, 

although only twenty students gave assent to partake in the research study from a forty member 

eligibility list. Five students within the research cohort whose achievement was below provincial 

standard from pre-test to 2014 OSSLT demonstrated levels of reading skills competency that 

remained unchanged for the duration of the research study.  

Experimenter expectancy was also identified as a possible threat to internal validity given 

that the researcher was also in charge of school improvement planning and effecting change with 

ELL student achievement on the literacy test. In the role of researcher I had the opportunity to 

not only review the assessment criteria and the resulting reading comprehension achievement 

scores but to make immediate connections to school improvement planning as a result. This 
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dichotomy of purpose was consistently present to assessment protocols in this research study and 

therefore had to be continuously reviewed in order to ensure that assessment practices were 

accurate in their application. Through collegial discussions with program instructors, this 

researcher rationalized that assessment practices were correctly and accurately implemented in 

alignment with educational standards in Ontario. The threat of experimenter expectancy was 

justified in that this research study was good practice for ELL students attempting the 2014 

OSSLT.  

As previously noted there was also a threat to generalizability due to the individual 

characteristics of each cohort within a specific school setting as a function of their performance 

of skills demonstrations. Even though ELL students comprised the minority population at the 

school at which this research study was conducted, they may still have had results that could 

have been generalized to other ELL student secondary school populations if a large enough 

sample was obtained for research.  

The absence of a true control group for the duration of this research study has resulted in 

a significant threat to internal validity given that there was no true baseline against which ELL 

L2 achievement results could be formulated for comparison against the independent variables of 

program attendance and use of first language in the instructional process. A third sub-group 

comprised of ELL students who used the session time as self-directed in the practicing of their 

reading skills for the OSSLT would have provided a highly valuable achievement data set from 

which to further analyze the instructional implementation of L1 and L2 balanced literacy 

strategies as a way of preparing students for the demonstration of the literacy diploma 

requirement. With a group composition similar in demographics to the treatment groupings 

comparisons in achievement scores may be able to reveal the importance of prior skill levels 
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with L2 reading comprehension skills. Achievement analyses in relation to previous completion 

of foreign equivalency credits in English, the current level at which an ELL student is studying 

an English compulsory course, the number of L2 credits earned and the effect of standardized 

testing experience would each provide insight into program effectiveness. The addition of a 

control group would also help to determine if the instructional treatment was the source for the 

improved scores or if the improved scores were resultant from one or more factors that had not 

previously been considered. In this research study, it’s quite possible that the inclusion of a 

control group may have been able to identify the source of improvement in overall reading 

comprehension achievement. The use of a control group may have also been able to precisely 

isolate the most effective balanced strategy approaches to improving reading comprehension 

skills with ELL students. If a control group had been utilized in the design of this research study 

it may have been able to provide insight into the value of using L1 instructional balanced literacy 

strategies, both positive and negative. This would have been incredibly helpful from a project 

design viewpoint in order to validate or question current research on the use of first language in 

literacy instruction. Equally as important would be the ability to compare the effectiveness of 

lessons in terms of length and duration of the treatment in totality. It would be my 

recommendation that this research study not be repeated without the provision for a control 

group from which these types of comparisons could be conducted. 

Even though the formulation of content for balanced strategy literacy instruction was 

created and implemented in response to current research and was based on the enduring 

expectations of the Grade 9 curriculum, there was no evidence in this study to suggest there was 

a specific benefit to including L1 language based strategies as a part of the support offered to 

ELL students. It is possible that the actual program content was not adequate to meet the needs 
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of varied skill levels of the research study participants which varied from enrolment in ESL 

programming through to completion of several English compulsory credits beyond the Grade 9 

prerequisite. Since the program threshold was that of the Grade 9 curriculum expectations, the 

formulation of lessons may not have provided appropriately scaffolded learning required for the 

individualization of reading skills development. It is also possible that the use of multi-lingual 

instructors needed to include more training sessions in order to increase their familiarity and 

expertise with application of instructional balanced literacy strategies and program content. If 

this study was to be repeated for a similar purpose, I would recommend more focused balanced 

strategy instructional training prior to student involvement in order to maximize instructor 

expertise for building literacy skills through the application of L1 and L2 language based 

strategies. 

Since there is research that supports the use of L1 balanced strategy literacy instruction 

(Cheng, 2012; Hayes et al., 2009; Mays, 2008), perhaps the issue lies not with the inclusion of 

this language-based strategy within the program but that the program itself was perhaps not long 

enough in duration to record a measured effect of the use of L1 strategies on student achievement 

of L2 reading skills. This is the most likely reason for the lack of significant difference in student 

achievement data given that there is extensive research that suggests the development of literacy 

from L1 programming takes in fact years to build student literacy to the level required for 

successful demonstration on the literacy diploma requirement (Cheng, Klinger, et al., 2007; 

Cheng et al., 2009; Kim & Jang, 2009; Nelson, 2005). The condensing of this research study into 

ten one-hour sessions was a pragmatic choice designed to maximize student participation and 

provide for the best of instructional teachers who could dedicate a manageable amount of time to 

an after-school program. In doing so, it becomes problematic from a data collection point of 
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view since the measurements remain in close proximity to such a short duration of treatment. 

Only half of the research study participants actually had perfect session attendance which 

contributed to a number of issues from the momentum of lesson progression through to not 

exhibiting a measurable increase in achievement perhaps due to the program intervention length 

being too short. Due to the brevity of the program, the students with intermittent attendance did 

not have the full benefit of the intended instructional lessons. If this study was to be repeated, I 

would recommend that the instructional sessions be extended through the course of a full 

semester with a minimum contact of twice per week outside of the school day. 

Threats to external validity. Ecological validity was a concern for this research study 

since the participant sample was uniquely comprised of ELL students who had varying exposure 

to secondary school programming and achievement, with varying backgrounds of education from 

various foreign countries and were in various stages of acquiring an OSSD within a multicultural 

urban setting. As well, the majority of ELL students that took part in this research study had the 

intentions of furthering their academic studies at an Ontario post-secondary destination for the 

purposes of obtaining additional qualifications or certifications in accredited diploma or degree 

programs. This group of students is remarkably different in demographics from their peer group 

in relation to L1/L2 competencies, immigration status (Canadian citizen, refugee, and student 

visa), pathways (university bound) and post-secondary goals (university degree). The majority of 

students that comprise the overall peer group learned English as their first language, have 

completed all of their education to date in Ontario, are studying in various pathways that lead to 

the open, workplace, college and university levels and will either go to work or will pursue 

further training through specialized programs, apprenticeships, colleges or universities following 

secondary school diploma acquisition. Students in the overall peer group from the university 
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bound pathway achieved a 99% success rate while students within the college bound pathway 

achieved a 63% success rate on the 2014 OSSLT (Education Quality and Accountability Office, 

2015a). ELL students who took part in this research study comprised less than 10% of the overall 

peer group and achieved 45% success rate on the 2014 OSSLT. Therefore, the generalizability of 

the research results from this study became quite specific to this unique genre of ELL students 

forcing the application validity to be quite limited. 

An additional threat to external validity was the use of several testing instruments from 

EQAO that may not have been a good predictor of ELL student development of L2 reading skills 

during the scope of this research study. It remains possible that the use of an alternative testing 

instrument with a more refined measure of reading skills progression with ELL students may 

have been a more appropriate measurement instrument. For example, the inclusion of an oral 

testing component may have provided greater data on the progression of reading skills 

development. This is particularly true given the extensive exposure and development of student 

word recognition and vocabulary and the subsequent development of the multiple meanings of 

words within varied contexts during the balanced strategy literacy program which was then 

tested by an overall understanding on the pretest and posttests rather than by direct questioning 

of individualized meaning within any given sentence. Additionally, the use of many of the 

balanced literacy strategies included the social context for learning whereas all three of the 

testing instruments elicited student response in isolation and only in written format, which 

opposes the core recommendations of social-cognitive constructivist theory. I would recommend 

that if this research study was to be repeated that a comprehensive review of the applicability of 

the testing instrument and form of literacy response (oral and written) chosen be vetted for 
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appropriateness to the sensitivity needed to measure L2 reading achievement improvement with 

ELL students. 

Overall Cohort Achievement of L2 Reading Skills and Language-Based Variables. 

 An exploration of the effect of language-based variables on ELL achievement of L2 

reading skills was conducted for the purposes of identifying from known credit accumulation 

data possible predictors of student readiness for literacy demonstration to meet OSSD 

requirements. These variables could help school teams to make individualized decisions on the 

prior development of student reading skill levels pertinent to provincial literacy testing. By 

identifying key variables that could predict successful demonstration of L2 literacy by ELL 

students, schools might be able to make more accurate decisions regarding inclusion to or 

deferral from literacy testing. A more standardized, formal process for making individualized 

decisions regarding deferral could potentially alleviate the social-emotional stress placed upon 

students who truly are not ready to demonstrate their functional L2 literacy. In such a 

multicultural society in which ELL students comprise sub-groups of student populations in many 

secondary schools throughout the province, it becomes our responsibility as educators to refine 

our practice so as to reach every student through our professional practice. Student engagement 

in the progression of learning to graduation cannot happen without identifying such key literacy 

demonstrations with greater accuracy. The variables explored below review their relationship to 

reading skills achievement on the 2014 OSSLT: L1 language development, foreign equivalency 

credits in English, L2 credit accumulation, level of ESL programming completed, current level 

of study in English compulsory credits and the extent to which the ELL student has L2 exposure 

outside the regular school day. 
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Impact on cohort achievement by L1 education. Since the Ontario literacy diploma 

requirement can initially be demonstrated once a student has completed Grade 9, an analysis at 

an equivalent number of years of L1 education was conducted for the purposes of identifying the 

effect on achievement of the extent of an ELL student’s prior schooling. Research has shown that 

the extent to which an ELL student demonstrates L2 literacy is a direct function of the extent of 

their previously developed L1 literacy skills (Nassaji, 2007). Therefore, it would be expected that 

those students who have more experience with L1 education (and therefore more foreign 

equivalency credits in any subject area) would have a stronger basis from which to apply those 

previously learned literacy skills from their L1 to their L2 language development. Notably, 

higher the numbers of L1 secondary school credits earned by ELL students showed a significant, 

moderately strong negative correlation with 2014 OSSLT achievement of reading skill R1, 

suggesting that a student’s achievement of L2 reading skill R1 is negatively affected by the 

increasing number of L1 secondary school credits earned. It is important to acknowledge that 

both of these findings are representative of a small sample size and could potentially be different 

for larger sample sizes. The implications of this finding suggests that the more L1 secondary 

school experience an ELL student has had, the more difficult it will be to demonstrate L2 

understanding of explicitly stated ideas from reading selections. It would then follow that it 

would be recommended for students who wish to study in Ontario to earn an OSSD that the 

sooner they transfer from their secondary school in their home country the more likely they 

would be able to successfully demonstrate explicit understanding with reading skills. Zheng et al. 

(2007) emphasized the importance of building L2 literacy by working with students a minimum 

of 8 years prior to the requisite literacy demonstration for secondary school graduation. Cheng 

(2012) advises that although L1 literacy is a good predictor of L2 literacy, identification of what 
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the constraints may be when learning a new language (e.g., age, linguistic variations in reading, 

writing and speaking patterns) could provide some practicalities to ensuring effective second 

language acquisition. Implications regarding the extent of L1 secondary school experience 

coupled with the effect of beginning educational studies in Ontario sooner, suggest that more 

research is needed to determine if these recommendations would in fact significantly improve 

ELL literacy.  

Impact on cohort achievement by foreign equivalency English credits. Since the 

demonstration of the literacy requirement for OSSD is completed in English, a comparison of 

2014 OSSLT achievement by those students who had earned foreign equivalency credits in 

English prior to study in Ontario with those students who had not was conducted for the purposes 

of identifying whether or not having prior exposure to English language skills development 

would be of value to ELL students. Research has shown that the demonstration of the literacy 

skills, especially that of indirect understanding, can be difficult for ELL students (Doe et al., 

2011; Education Quality and Accountability Office, 2012d). Implicit understanding of ideas 

from text is considered to be the most complex of reading skills to demonstrate because it 

presupposes that the student has experienced higher learning strategies of syntax (Cheng, 

Klinger, et al., 2007), which only develops as a result of greater exposure to language usage 

(e.g., through English course completion). Overall achievement levels of reading skills R1, R2 

and R3 on the 2014 OSSLT by students who had been granted foreign equivalency credits for 

English and those who had not showed significant differences in achievement scores, with 

overall achievement levels being on average 15 points higher for those students who had 

previously studied English for credit at the secondary school level outside of Canada. 

Additionally, significant differences in achievement (measured as total number of correct 
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questions) were observed for each of reading skills R1, R2 and R3 between the group of students 

who had earned foreign equivalency credits in English and those who had not. The implications 

of these findings suggest a recommendation for ELL students to study English for credit prior to 

arrival in Ontario. This exposure to the L2 language development would greatly benefit the 

demonstration of overall L2 literacy reading skills within classroom curriculum and on the 

literacy diploma requirement.  

Impact on cohort achievement by L2 credit accumulation. The effect of the 

accumulation of L2 credits on 2014 OSSLT achievement was conducted for the purposes of 

comparing if there was a threshold number of L2 credits earned that would impact higher reading 

skills scores. EQAO has defined literacy as the successful demonstration of the explicit and 

implicit understanding of the enduring expectations of the Grade 9 curriculum and the 

application of that understanding to personal knowledge and experience. It would be expected 

then that students who have earned at least 12 L2 credits (in any subject area; typical number of a 

Grade 10 student eligible to complete the literacy diploma requirement) would have higher 

achievement scores on the literacy test than those students who had earned fewer. Significant 

findings were noted for those students who had earned greater than 12 L2 credits as a function of 

achievement results with reading skill R1 on the OSSLT, suggesting that students with greater 

numbers of L2 credits achieve on average a score almost 2 points higher on questions relating to 

reading skill R1 than students in this research group with less than 12 L2 credits. The implication 

of these findings suggests that the more L2 credits earned by an ELL student, the greater their 

ability to demonstrate the literacy diploma requirement and that this demonstration should not 

occur prior to the accumulation of a minimum of 12 L2 credits. 
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Impact on cohort achievement by ESL course level. An achievement comparison was 

conducted between ELL students who were still enrolled in ESL courses and those ELL students 

who had successfully completed all ESL course levels for the purposes of identifying the 

readiness of ELL students to attempt the literacy diploma requirement via the OSSLT. The 

Ministry of Education (2007b) has emphasized the importance of the completion of ESL courses 

to ELL L2 language development by creating a framework within secondary schools that 

improves levels of expertise. ELL students progress in their competencies with reading and 

writing in English through the completion of ESL course curriculum. Therefore, it would be 

expected that 2014 OSSLT achievement would be greater for ELL students who have fully 

completed ESL classes than for those ELL students who are concurrently enrolled in ESL classes 

at the time of testing. Overall achievement levels of reading skills R1, R2 and R3 on the 2014 

OSSLT by students who had earned a credit in ESL-E prior to the semester in which the literacy 

test was written and those who were still enrolled in ESL programming at the time of the literacy 

test showed significant differences in achievement scores, with overall achievement levels being 

on average 13 points higher for those students who were not currently enrolled in ESL 

programming. When broken down by individual reading skills R1, R2 and R3, these 

achievement levels on the 2014 OSSLT remain significant between the sub-group of students 

who had ESL on their timetable at the time of testing and those who did not, with significant 

differences in achievement levels (measured as total number of correct questions) for the latter. 

The implications of these results suggest that the development of ELL L2 literacy is dependent 

on the completion of ESL programming and that students who have ESL courses on their 

timetable at the time of the OSSLT should be deferred from testing until such time they have 

completed the full ESL program.  
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Impact on cohort achievement by current level of English study. An achievement 

comparison between those students who have completed the core compulsory Grade 9 English 

credit and those students who had not (at the time of testing) was conducted for the purposes of 

identifying ELL student readiness to attempt the literacy diploma requirement. EQAO recognizes 

that one of the key criteria used to identify if a student is ready to write the OSSLT is the 

completion of Grade 9 compulsory credit in English, the very foundation of the literacy test. 

Compulsory Grade 9 courses form the core of the enduring expectations that form the basis of 

materials used in the creation of the OSSLT and of which EQAO has identified as key to 

demonstrating literacy at level that leads to productivity as an adult member of society. It would 

be reasonable to expect greater achievement results on the OSSLT by those students who had 

completed the Grade 9 English core compulsory. Overall achievement levels of the reading skills 

on the 2014 OSSLT by the students who were studying at a minimum level of Grade 9 English 

on their timetable at the time of testing and those who were not showed significant differences in 

achievement scores, with overall achievement levels being on average 13 points higher for those 

students who had successfully completed English at the grade 9 level of the Ontario curriculum 

(minimum). When broken down by individual reading skills R1, R2 and R3, these achievement 

levels on the 2014 OSSLT were significant between the sub-group of students who had 

completed English compulsory credits at the minimum level of Grade 9 at the time of testing and 

those who did not. The implications of these results suggest that it is important for ELL students 

to complete Grade 9 English prior to attempting the literacy test in order to develop their reading 

skills to the level required for successful completion of the literacy diploma requirement. 

 Impact on cohort achievement by English language exposure outside of school. A 

cohort comparison of exposure to L2 literacy skills outside of the school day and 2014 OSSLT 
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achievement was conducted between students who consistently practiced English literacy skills 

on their own and those who did not, for the purpose of identifying the usefulness of independent 

practicing of L2 reading, L2 writing, and L2 speaking to the demonstration of reading skills 

scores on the 2014 OSSLT. Research has shown that the more a student builds understanding 

during reading the stronger the coherency of patterns of thinking that result (Kintsch, 1998). It 

would be expected then that students who build comprehension from the blending of cognition 

with prior knowledge while reading, writing or speaking in their L2 would be able to generate 

stronger contextualized meaning from the language. Overall achievement levels of the reading 

skills on the 2014 OSSLT by the students who were exposed to L2 literacy skills (10 or more 

points) at the time of testing and those who had minimal exposure to L2 outside of school 

throughout the week (less than 10 points) showed significant differences in achievement scores, 

with overall achievement levels being on average 10 points higher for those students who had 

greater L2 exposure. When broken down by individual reading skills R1, R2 and R3, differences 

in mean achievement scores on the 2014 OSSLT between the two groups of students with 

varying exposure to L2 literacy skills are significant suggesting that the more ELL students read, 

write and speak in L2 outside of their regular classes, the greater their ability to understand 

implicitly stated ideas in a reading selection and to make connections between ideas in a reading 

selection and personal knowledge and experience. The implications of these findings suggest that 

an instructional practice be developed across the curriculum that nurtures ELL L2 engagement 

outside of regularly scheduled classes so that these students can extend their L2 learning into the 

contextual application of their social experience. This finding is particularly interesting from the 

perspective that students typically spend triple the amount of time away from the school than 
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they do while in the school for their daily classes, leaving a rather extensive opportunity for 

practice with L2 literacy skills. 

Predicting overall achievement of reading skills on the 2014 OSSLT. Since H1, H2 

and H4 were each unsupported and the prediction from hypothesis H3 reinforces the idea that 

balanced strategy literacy instruction takes a long time to have a positive effect on R2 

achievement, the results of the current study do not support that ELL students partake in 

balanced strategy literacy programming that utilizes L1 language based strategies in addition to 

L2 programming at this time. The results do, however, support the idea that ELL students take 

part in L2 balanced strategy literacy programming (whether that be based in the classroom or 

after school remains undetermined) since there was a significant positive effect on student 

reading skills achievement of understanding explicitly stated ideas and being able to apply that 

understanding to personal knowledge and experience.  

This study identified a number of background variables that did help to predict scores on 

the 2014 OSSLT. It is possible that these variables might help educators predict which ELL 

students are sufficiently ready to demonstrate reading skills for the diploma requirement and 

which ELL students might need additional educational intervention. These findings were 

relevant for all ELL students who took part in the research study, regardless of research sub-

grouping, indicating that these factors were useful predictors of student achievement (more so 

than the intervention type) on the 2014 OSSLT. 

Application of Research Results to Preparation of ELL Students for the OSSLT. 

Currently in the Province of Ontario, the eligibility of ELL students to write the OSSLT 

is largely based on the student reaching the defined age equivalent to that of their cohort, rather 

than the credits achieved. This gap in achievement of Ontario curriculum credit courses has been 
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shown as a part of this research as a contributing factor that hinders their overall achievement of 

and demonstration of reading skills R1, R2 and R3 on the OSSLT. This gap is possibly mitigated 

by acquiring English language credits prior to studying in Ontario, since those students who had 

been granted foreign equivalency credits for English had significantly greater achievement on the 

2014 OSSLT than those ELL students who had not previously studied English for credit.  

Resonating with this prior learning of English language reading skills is the finding in 

this research study that suggests that the reading skills (in either L1 or L2) that have been 

acquired during the years prior to writing the test can be used to predict student ability to 

successfully demonstrate L2 reading skills on the OSSLT. It is important to note that the 

transference of L1 literacy skills may not in fact be direct due to dramatically different constructs 

with L1  and L2 reading patterns and rhythms, hence the variations of understanding from L2 

narrative text. Cheng (2012) noted that this is particularly true with the language of Khmer for 

example, which was one of the first languages of a student in this research study. 

Further supporting the successful achievement of reading skills R1, R2 and R3 on the 

OSSLT is the finding that those students who had earned the equivalency of 12 L2 credits in 

Ontario at the secondary level, who had successfully completed ESL-E, and had earned the 

minimum of English compulsory credit at the level of Grade 9, had significantly demonstrated 

higher achievement of these reading skills than those ELL students who had not achieved each of 

these milestones. 

Finally, the findings of this study suggest that the greater the exposure of the ELL student 

to L2 literacy skills outside of the regular school day, the greater their overall achievement of the 

reading skills R1, R2 and R3 on the OSSLT. 
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Application to ELL achievement locally. Based on 2014 OSSLT achievement results 

by ELL students enrolled at this specific secondary school and who were enrolled in various 

levels of ESL programming, the following procedures should be implemented in the 

determination of eligibility for writing the literacy test. It is recommended for literacy teams to 

give consideration only to those ELL students who have successfully completed the equivalent 

of ESL level E as well as the compulsory Grade 9 English credit course (any level). Research 

results from this study at this secondary school indicated that reading skills that had been 

developed prior to writing the 2014 OSSLT were a good predictor of reading skills 

demonstration on the 2014 OSSLT. Therefore, it might be also be helpful for school-based 

literacy teams to determine ELL student proficiency in reading skills (in both L1 and L2) prior to 

beginning preparations for writing the literacy test.  

This research study found no significant impact on ELL student achievement of reading 

skills R1, R2 and R3 by sub-group treatment (L1 and L2 or L2-only) in relation to the balanced 

strategy literacy sessions attended, but it would be worth revisiting the idea of hosting such 

programs for ELL students at this secondary school for those who have yet to complete the 

literacy test since the exposure to English language literacy skills significantly improved 

achievement during the time of the study (either through the program itself or through those 

embedded in the curriculum; the reason for the improvement with literacy skills remains 

undetermined). Although analysis did not identify a significant relationship between program 

attendance and overall achievement of readings skills on the OSSLT, in theory the exposure of 

an ELL student to scaffolded balanced literacy strategies should yield stronger reading skills 

competency. Therefore further recommendation for this secondary school would be to conduct a 

balanced strategy literacy program for the duration of a full semester prior to the literacy test in 
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order to permit a longer time frame (in tandem with pre-existing embedded classroom 

programming) so as to nurture L2 comprehension with the implicit understanding of ideas from 

reading text, keeping in mind that ELL student comprehension requires 5 to 7 years of 

investment for L2 development in order to demonstrate skills on par with their non-ELL peers.  

Based on social cognitive constructivist theory, the educational model of construction-

integration and published educational research, balanced literacy strategies to promote ELL 

literacy development should include linguistic bridging between the ELL L1 and L2 language 

skills even though this research study did not find merit to warrant this approach. Particularly 

with the inclusion of various text types (e.g., graphic, information and narrative) that heighten 

student engagement through cultural extensions, as noted from aforementioned research. It is 

recommended for the instructional approach to include the scaffolding of lessons tailored to 

individualized student learning needs in order to support a wide variety of student reading levels 

and the opportunity to connect with the text through their prior knowledge. It is also 

recommended for this program to begin with the identification of student reading zones of 

proximal development in order to facilitate the continuum of comprehension from the simple 

cognition of decoding and interpreting text to the more complex patterns of constructing 

meaning through the woven integration of contextual understandings. The inclusion of various 

assessment practices (e.g., verbal interviews and graphic organizers) that provide continuous 

opportunities for descriptive feedback (e.g., self-, peer- and teacher-) have also been shown in 

previous research to be of value to balanced strategy literacy programming, although there was 

no evidence of their positive effect on reading skills achievement during this research study. 

Encouraging ELL students to practice L2 literacy skills outside of the structured school 

day is also recommended in relation to speaking with peers, reading magazines and novels, and 
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writing in English (including the use of technology; e.g., texting, emails, homework assignment 

completion). The hosting of English conversation clubs before school, at lunch or after school 

could help with stronger achievement of L2 reading skills at this secondary school. Each of these 

recommended strategies would be predicated upon the professional development of the 

classroom teachers and literacy committee members at this secondary school in order to gain 

expertise with balanced strategy instructional approaches with L1 and L2 literacy skills 

development by ELL students.  

Within the scope of this professional development it is further recommended that teachers 

and literacy committee members at this secondary school receive specialist training for working 

with ELL students, particularly the provision for the instructional training of the balanced 

strategy literacy program teacher. It would be a recommendation for this secondary school to 

work with program teachers prior to instructional sessions with ELL students should this literacy 

strategy be implemented at a future date. By ensuring that the program teachers are ESL 

qualified and have a good understanding of the instructional and assessment strategies that would 

best support ELL student acquisition of reading skills, balanced strategy literacy programming 

could possibly be more effective with the improved achievement of ELL L2 literacy. 

The involvement of the school administrator as a lead learner with the literacy school 

learning team at this secondary school would also be recommended as a way to ensure that the 

focused work remains purposeful in relation to identified gaps in achievement data. The 

continued gathering and analysis of school-based ELL student data (e.g., background, L1 and L2 

credit accumulations, English compulsory credit pathway levels, and achievement) would prove 

very helpful in ensuring the implemented action plans are responsive and supportive to the 

school’s unique literacy needs. 
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Application to ELL achievement regionally. Since ELL students comprise a growing 

trend in secondary school populations in the region in which the study took place, it would be 

prudent for secondary schools within multicultural urban settings to implement each of the 

recommendations made regarding the aforementioned local applications. It would become 

important to share between secondary schools any promising achievement trends with reading 

skills demonstrations so as to further close the prominent achievement gap between ELL 

students and that of their non-ELL peers on literacy demonstrations for diploma requirements.  

Since exposure to L2 skills outside of the regular school day was found to be beneficial to 

ELL student achievement of reading skills on the 2014 OSSLT, further value could be obtained 

by hosting a balanced strategy literacy after school or weekend program centrally such that 

students from different secondary schools could attend and benefit from greater peer exposure 

and discussion. By engaging ELL students with their peers within the region, these programs 

would provide a routine that would engage students socially to promote English language 

development. 

Based on the findings of this research study that ELL students who had earned English 

language foreign equivalency credits showed greater success with achievement scores on the 

OSSD diploma requirement, it would be prudent to have the recruiting practice of inviting 

international students to enrol for secondary schools within various urban Ontario regions to 

include provisions for students to study English for credit in their home country prior to studying 

in Canada.  

It would also be recommended for board level literacy consultants to collaboratively 

share with school-based literacy teams best practices for working with ELL students in the 

context of regional achievement data. Literacy consultants would also benefit from the exposure 
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of working with EQAO on such projects as Range Finding, Field Testing and OSSLT marking in 

order to continue to share strategies for working with ELL students as gained from practical 

experience with the administration of the OSSLT. This sharing of both data and best practices 

with ELL students across the region would serve to provide a consistency in practice with ELL 

students which could potentially lead to improved achievement with L2 literacy skills. 

Application to ELL achievement provincially. Since ELL student achievement on the 

OSSLT has been shown to be well below provincial standard for over a decade (Cheng, Klinger, 

et al., 2007; Education Quality and Accountability Office, 2012d; Zheng et al., 2007), ongoing 

research to determine the most effective instructional approaches to improving reading skills 

demonstrations by ELL students continues to be of considerable value within the Province of 

Ontario due to the completion of the mandatory literacy requirement for secondary school 

graduation. In an era of Ministry of Education mandates calling for school improvement 

planning to close the achievement gap between ELL students and their cohort, the exploration of 

strategies to support both FTE and PE ELL achievement on the OSSLT becomes worthy of 

continued investigation. It is the recommendation of this research study to continue with similar 

research at the provincial level in order to investigate the possible positive effects of after school 

programming, balanced strategy literacy instruction in L1 and L2 and the time frame needed to 

produce significantly improved reading skill levels. It is also recommended for the Ministry of 

Education to continue the provision for Learning Opportunities Grants to support the 

continuation of such after school programs as balanced strategy literacy instruction. These 

recommendations with L2 literacy are considered to be important for consideration provincially 

because it is our collective responsibility globally to ensure our secondary school graduates 

engage in productive adult lives in society. 
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Based on the findings of this research study that students who had achieved the 

equivalency of 12 secondary school credits had greater achievement with reading skills R1, R2 

and R3 than those with fewer than 12 credits, it would be recommended for the Ministry of 

Education to further this research in order to identify key characteristics of successful ELL 

achievement so as to produce an educator guideline of recommendations for the eligibility of 

ELL students who wish to complete the graduation diploma requirement via the literacy test. In 

addition, based on the findings in this research study and as substantiated by future research 

studies, it would be also appropriate if found to be warranted, to include in this Ministry 

published recommendation for ELL students to complete the equivalence of ESL level E and 

have completed English foreign equivalency credits prior to completing literacy graduation 

diploma requirements via the literacy test. By publishing defined minimum threshold criteria that 

help to refine literacy test eligibility, secondary school literacy teams can better support the 

acquisition of reading skills with ELL students who have not yet qualified to attempt the 

graduation literacy requirement in response to recommended guidelines. 

Recommendations for Future Research.  

Educating the researcher. Since this research study has revealed several questions 

regarding the effectiveness of the intervention, I feel it has become necessary to further deepen 

my understanding of the parameters of this persistent achievement gap with ELL student literacy. 

The next step professionally will be for me to pursue ESL Specialist Qualifications in order to 

more fully understand what effective instruction with ELL students looks like and how best their 

literacy acquisition can be supported through ESL programming. As well, since the identified 

achievement gap with literacy diploma requirement demonstrations appears to be system-wide, I 

believe that the acquisition of Supervisory Officer Qualifications would permit my ability to 
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effect change beyond just one secondary school. Further professional training with data analysis 

in order to accurately identify reasons for data variances would also prove beneficial to my 

ability to hone in on school improvement planning in relation to ELL achievement. Collaborative 

inquiry with school learning teams will prove to be an excellent starting point in the discussion 

of what we found, identifying from there what directly affects ELL achievement and what the 

next best steps would be to help improve their overall literacy. In the meantime, it would be 

prudent to continuously monitor current research with ELL literacy in order to filter through 

recommended instructional strategies for inclusion in future research with educators and students 

in this school board. 

Repeating the research. Even though results from this research study did not conclude 

that the intervention of balanced strategy literacy instruction as a function of L1 and L2 language 

based treatments had a significant effect on ELL student achievement of reading skills on the 

2014 OSSLT, it is recommended to repeat this research study. Upon review of current research 

and verification of inclusion of a variety of recommended strategies, the provision for a longer 

window of opportunity for intervention could possibly produce the intended result. It would be 

prudent to track instances in which there were no equivalencies between L1 and L2 vocabulary 

and in which language. An emphasis on vocabulary development through word pairing may 

prove helpful to building ELL explicit understanding of text and could potentially help with the 

implicit understanding of text meaning. By extending the project timelines, it would be possible 

for students from foreign cultures to explore the nuances of Ontario culture in order to improve 

their ability to make connections between the text and their personal experience.  

Further to this, a recommendation for the addition of a third subsample of students 

comprised of only day school students would be prudent for comparison between students in the 
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two sub-group samples within the research study (treatment and sub-treatment) who attend the 

after school balanced strategy literacy program in addition to those integrated into regular day 

school classes. When doing so it would be recommended to broaden the sampling area to include 

other secondary schools with similar demographics so as to permit the expansion and 

generalization of results. It would be interesting to see if the length of time in Ontario schooling 

would be a factor in the student ability to demonstrate success with the literacy diploma 

requirement. This would then hopefully begin to show a pattern with ELL reading skills 

preparation and literacy achievement thereof, which would add to the practical significance of 

the findings in the current research field.  

Specifically, this research should include the tracking of whether the student was FTE or 

PE in addition to the other independent variables. In addition, the data should once again include 

the length of time that the ELL student has been studying in Ontario. The inclusion of their 

formal educational experience prior to studying in Ontario would help to establish a research 

cohort with similarities in education. The provision for hypotheses at the outset of the study that 

formally investigate the relationship of a variety of language-based variables (e.g., the current 

level of English being studied, total number of foreign equivalency credits in English, total 

number of L2 credits and prior experience with standardized testing). By adding to the research 

knowledge base, it becomes compelling as educators to change our instructional practice with 

ELL students in order to competently prepare them for the successful completion of Ontario 

literacy diploma requirements. 
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Appendix A 

Quantifying English Language Levels of Completion 

English Courses Completed Level 

ESL A (English as a Second Language, ESL Level 1) 1 

ESL B (English as a Second Language, ESL Level 2) 2 

ESL C (English as a Second Language, ESL Level 3) 3 

ESL D (English as a Second Language, ESL Level 4) 4 

ESL E (English as a Second Language, ESL Level 5) 5 

Grade 9 (ENG1L, 1P or 1D) 6 

Grade 10 (ENG2L, 2P or 2D) 7 

Grade 11 (ENG3E, 3C or 3U) 8 

Grade 12 (ENG4E, 4C or 4U) 9 
Adapted from “The Ontario Curriculum Grades 9 to 12 Revised:  English as a Second Language and  
English Literacy Development,” by the Ministry of Education, 2007, retrieved from 

http://www.edu.gov.on.ca/eng/document/esleldprograms/esleldprograms.pdf, p. 13.  

Copyright 2007 by American Psychological Association. 
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Appendix B 

2010 OSSLT Pretest 

Sample materials from the April 2010 OSSLT which acted as the pretest. 
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Adapted from “Ontario secondary school literacy test April 2010:  Released selections and test questions,” by the Education Quality and 

Accountability Office, 2010, retrieved from http://www.eqao.com/en/assessments/OSSLT/educators/Pages/educators.aspx. Copyright 2010 by 

American Psychological Association. 

 

  

http://www.eqao.com/en/assessments/OSSLT/educators/Pages/educators.aspx
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Appendix C 

Student Questionnaire 

The student questionnaire was completed to gather background information on student language, 

education, standardized testing experience and general use of reading skills. 
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Adapted from “Ontario secondary school literacy test April 2010:  Released selections and test questions,” by the Education Quality and 

Accountability Office, 2010, retrieved from http://www.eqao.com/en/assessments/OSSLT/educators/Pages/educators.aspx, pp. 16-17. Copyright 
2010 by American Psychological Association. 

 

http://www.eqao.com/en/assessments/OSSLT/educators/Pages/educators.aspx
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Appendix D 

2009 OSSLT Posttest 

Sample materials from the April 2009 OSSLT which acted as the posttest. 
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Adapted from “Ontario secondary school literacy test April 2009:  Released selections and test questions,” by the Education Quality and 

Accountability Office, 2009, retrieved from http://www.eqao.com/en/assessments/OSSLT/educators/Pages/educators.aspx, p. 1. Copyright 2009 

by American Psychological Association. 

http://www.eqao.com/en/assessments/OSSLT/educators/Pages/educators.aspx
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Appendix E 

2010 OSSLT Pretest Student Answer Key 

 

Adapted from “Ontario secondary school literacy test April 2009:  Student answer sheet,” by the Education Quality and Accountability Office, 
2009, retrieved from http://www.eqao.com/en/assessments/OSSLT/educators/Pages/educators.aspx, p. 1. Copyright 2009 by American 

Psychological Association. 

http://www.eqao.com/en/assessments/OSSLT/educators/Pages/educators.aspx
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Appendix F 

2009 OSSLT Posttest Student Answer Key 

 

Adapted from “Ontario secondary school literacy test April 2010:  Student answer sheet,” by the Education Quality and Accountability Office, 

2010, retrieved from http://www.eqao.com/en/assessments/OSSLT/educators/Pages/educators.aspx, p. 1. Copyright 2010 by American 
Psychological Association. 

 

http://www.eqao.com/en/assessments/OSSLT/educators/Pages/educators.aspx
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Appendix G 

Reliability and Validity Statistics 

The following tables summarize the 2009, 2010 and 2014 OSSLT reliability and validity 

statistics for the reading section scores and scoring accuracy and consistency of practice. 

 

 

 

 

Test Descriptive Statistics, Reliability and Standard Error of Measurement 
 

Note:  MC = multiple choice; OR = open response (reading); SW = short writing; LW = long writing.  

 

                                                 
5
 Adapted from “EQAO’s Technical Report for the 2008-2009 Assessments,” by the Education Quality and Accountability Office, 2010, 

retrieved from http://www.eqao.com/en/assessments/Pages/Technical-Reports.aspx, p.94.  Copyright 2010 by American Psychological 

Association. 
6
 Adapted from “EQAO’s Technical Report for the 2009-2010 Assessments,” by the Education Quality and Accountability Office, 2011, 

retrieved from http://www.eqao.com/en/assessments/Pages/Technical-Reports.aspx, p.82  Copyright 2011 by American Psychological 

Association. 
7 

Adapted from “EQAO’s Technical Report for the 2013-2014 Assessments,” by the Education Quality and Accountability Office, 2014, 

retrieved from http://www.eqao.com, upon request.  Copyright 2015 by American Psychological Association. 

 

 

OSSLT 

Version 

No. of 

Items 

Item Type 
Possible  

Max. Score 

No. of 

Students 
Min. Max. Mean SD R SEM 

MC OR SW LW 

20095 47 39 4 2 2 81 142 394 3.0 81.0 64.9 9.45 0.88 3.21 

20106 47 39 4 2 2 81 142 955 2.0 81.0 63.7 9.44 0.89 3.17 

20147 46 38 4 2 2 80 131 712 1.0 80.0 64.8 9.07 0.89 3.03 

http://www.eqao.com/en/assessments/Pages/Technical-Reports.aspx
http://www.eqao.com/en/assessments/Pages/Technical-Reports.aspx
http://www.eqao.com/
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Validity Estimates for Reading   

 

OSSLT 

Version 

Item Code 

 

Section Sequence 
No. of 

Scores 

%  

Exact-

Plus- 

Adjacent 

%  

Exact 

%       

Adjacent 

%  

Adjacent 

- 

Low 

%  

Adjacent 

- 

High 

%  

Non-

Adjacent 

 

EQRE21427.116 I 6 10 069 98.6 69.8 29.0 10.7 18.3 1.1 

20098 EQRE21398.113 V 7 12 947 94.3 79.6 14.7 4.9 9.9 5.7 

 EQRE21474.120 IX 6 10 971 98.8 81.2 17.5 9.8 7.7 1.2 

 EQRE21475.120 IX 7 10 328 99.7 79.7 20.0 8.2 11.8 0.3 

 
Aggregate   32 414 97.7 77.8 19.9 8.2 11.7 2.3 

 

EQRE32149.185 I 6 7 042 98.5 81.7 16.8 9.0 7.8 1.5 

20109 EQRE32099.180 V 7 7 869 99.0 82.3 16.6 5.1 11.5 1.0 

 EQRE232177.188 IX 6 7 797 99.4 72.3 27.2 15.3 11.8 0.6 

 EQRE232178.188 IX 7 7 538 99.2 79.3 19.9 4.8 15.2 0.8 

 
Aggregate   30 246 99.0 78.8 20.2 8.6 11.6 1.0 

 

20824_499 IV 5 9 013 98.6 79.9 18.6 9.6 9.1 1.4 

201410 20559_499 IV 6 7 226 99.8 89.6 10.3 4.8 5.5 0.2 

 18681_482 NR NR 8 268 99.1 85.5 13.6 6.6 7.0 0.9 

 18649_495 NR NR 7 907 99.8 89.1 10.7 5.2 5.4 0.2 

 
Aggregate   32 414 99.3 85.7 13.5 6.7 6.8 0.7 

Note:   NR = not released.  

 

                                                 
8
 Adapted from “EQAO’s Technical Report for the 2008-2009 Assessments,” by the Education Quality and Accountability Office, 2010, 

retrieved from http://www.eqao.com/en/assessments/Pages/Technical-Reports.aspx, p.46 Copyright 2010 by American Psychological 

Association. 
9
 Adapted from “EQAO’s Technical Report for the 2009-2010 Assessments,” by the Education Quality and Accountability Office, 2011, 

retrieved from http://www.eqao.com/en/assessments/Pages/Technical-Reports.aspx, p.89. Copyright 2011 by American Psychological 

Association. 
10

 Adapted from “EQAO’s Technical Report for the 2013-2014 Assessments,” by the Education Quality and Accountability Office, 2014, 

retrieved from http://www.eqao.com, upon request.  Copyright 2015 by American Psychological Association. 

 

http://www.eqao.com/en/assessments/Pages/Technical-Reports.aspx
http://www.eqao.com/en/assessments/Pages/Technical-Reports.aspx
http://www.eqao.com/
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Inter-rater Reliability Estimates for Reading 

OSSLT 

Version 
Item Code Section Sequence 

No. of 

Pairs 

% Exact-Plus-

Adjacent 
% Exact 

% 

Adjacent 

% Non-

Adjacent 

 EQRE21427.116 I 6 185 385 96.8 58.7 38.2 3.2 

200911 EQRE21398.113 V 7 185 397 91.7 69.7 22.0 8.3 

 EQRE21474.120 IX 6 185 473 96.9 67.1 29.8 3.1 

 EQRE21475.120 IX 7 185 588 99.1 70.9 28.3 0.9 

 Aggregate  741 843 96.1 66.6 29.6 3.9 

 EQRE32149.185 I 6 184 712 97.2 64.4 32.8 2.8 

201012 EQRE32099.180 V 7 184 712 97.6 74.4 23.2 2.4 

 EQRE32177.188 IX 6 184 705 98.0 61.8 36.2 2.0 

 EQRE32178.188 IX 7 184 706 98.5 63.3 35.2 1.5 

 Aggregate  738 835 97.8 66.0 31.9 2.2 

 20824_499 IV 5 174 769 96.9 57.8 39.1 3.1 

201413 20559_499 IV 6 174 764 98.6 65.0 33.6 1.4 

 18681_482 NR NR 174 772 97.4 57.1 40.3 2.6 

 18649_495 NR NR 174 765 97.7 62.7 35.1 2.3 

 Aggregate  699 070 97.7 60.7 37.0 2.3 

Note:   NR = not released. 

                                                 
11

 Adapted from “EQAO’s Technical Report for the 2008-2009 Assessments,” by the Education Quality and Accountability Office, 2010, 

retrieved from http://www.eqao.com/en/assessments/Pages/Technical-Reports.aspx, p.35. Copyright 2010 by American Psychological 

Association. 
12

 Adapted from “EQAO’s Technical Report for the 2009-2010 Assessments,” by the Education Quality and Accountability Office, 2011, 

retrieved from http://www.eqao.com/en/assessments/Pages/Technical-Reports.aspx, p.97. Copyright 2011 by American Psychological 

Association. 
13

 Adapted from “EQAO’s Technical Report for the 2013-2014 Assessments,” by the Education Quality and Accountability Office, 2014, 

retrieved from http://www.eqao.com, upon request.  Copyright 2015 by American Psychological Association. 

http://www.eqao.com/en/assessments/Pages/Technical-Reports.aspx
http://www.eqao.com/en/assessments/Pages/Technical-Reports.aspx
http://www.eqao.com/
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Appendix H 

Interventions At-A-Glance 

 

 

 

 

 

 

 

Lesson 

Number 
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Text Type 
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R

1 

 

R 

2 

 

R 

3 

Pretest x x x    Students will be able to read a selection and then 

correctly identify explicitly and implicitly stated 

ideas and information through a multiple choice 

question format. 
 

Students will be able to read a selection and 

make connections to their own personal 

knowledge and experience through a multiple 

choice question format. 
 

Students will be able to correctly identify 

implicitly (indirectly) stated ideas and 

information and be able to apply what they’ve 

read to their own personal knowledge and 

experience through a short written response to a 

reading selection. 
 

Students will be able to correctly identify 

explicitly (directly) stated ideas and information 

and be able to apply what they’ve read to their 

own personal knowledge and experience through 

a short written response to a reading selection 
 

Students will identify (qualitatively and 

quantitatively) their literacy background 

information in the form of a questionnaire. 
 

Students will engage in multilingual dialogue to 

process reading skills 
 

Students will engage in an exploration of their 

cultural heritage, linking their ancestry to their 

understanding of literary culture. 
 

Students will engage in an exploration of English 

vocabulary in light of Canadian and multicultural 

traditions 
 

Students will begin an exploration of the parts of 

speech 

 

whole group discussion 
in English 
 

application of reading 

texts to culture; 
exemplars 
 

high interest vocabulary 

building in English 
 

high interest vocabulary 
building in first language 
 

first language explicit 
teaching 
 

modeled and guided 

reading 
 

explicit teaching of 

reading strategies 
 

peer discussion in first 

languages 
 

peer descriptive 

feedback in first 

language 
 

higher order questioning 

word pairing and word 

walls 
 

 

 

 

 

 

 

 

 

 

 

pretest 
 

questionnaire 
 

linking 

language 
cultures and 

heritage:  

Olympics 
 

vocabulary 

development 
 

assessment 

and key word 

vocabulary 
development 

 

oral language 

development 
and parts of 

speech 
 

types of text 

recognition:  

narrative 
 

word study 

and word 

origins 

 

 
 

 

 
 

 

1 

 

x  x    
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R
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2 

 

R 

3 

2 

 

x x x    Students will be able to read a selection and then 

correctly identify explicitly and implicitly stated ideas 

and information through a multiple choice question 

format. 
 

Students will be able to read a selection and make 

connections to their own personal knowledge and 

experience through a multiple choice question format. 
 

Students will be able to correctly identify implicitly 

(indirectly) stated ideas and information and be able 

to apply what they’ve read to their own personal 

knowledge and experience through a short written 

response. 
 

Students will engage in a multilingual dialogue to 

process reading skills. 
 

Students will engage in an exploration of their 

cultural heritage, linking their ancestry to their 

understanding of literary culture. 
 

Student will continue an exploration of English 

vocabulary in light of Canadian and multicultural 

traditions with a continued global focus. 
 

Students will explore the tradition of numbering 

according to Roman numeral protocols, linking this 

practice to cultural heritage. 
 

Students will begin an exploration of the parts of 

speech. 

first language 

explicit teaching 
 

peer discussion in 

first language 
 

peer descriptive 

feedback in first 

language 
 

explicit teaching of 

reading strategies 
 

higher order 

questioning 
 

high interest 

vocabulary building 

in English 
 

word walls and word 

pairing 
 

guided reading 
 

whole group 

discussion in 

English 
 

high interest 

vocabulary building 

in first language 
 

application of 

reading texts to 

culture; exemplars 

linking 

language 

cultures and 

heritage 

global:  

Olympics 

 

identifying 

themes 

oral language 

development 

and parts of 

speech:  

idioms 

modeled and 

guided 

reading 

assessment 

and key word 

vocabulary 

development:  

factually 

explicit focus 

word study 

and word 

origins 

text 

recognition:  

narrative 

 

subtleties of 

language and 

transitional 

phrases 

explicit vs. 

implicit 

meanings 

 

3 

 

x      
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4 

 

x  x    Students will be able to read a selection and then 

correctly identify explicitly and implicitly stated ideas 

and information through a multiple choice question 

format. 
 

Students will be able to read a selection and make 

connections to their own personal knowledge and 

experience through a multiple choice question format. 
 

Students will be able to correctly identify explicitly 

(directly) stated ideas and information and be able to 

apply what they’ve read to their own personal 

knowledge and experience through a short written 

response to a reading selection. 
 

Students will be able to correctly identify implicitly 

(indirectly) stated ideas and information and be able 

to apply what they’ve read to their own personal 

knowledge and experience through a short written 

response. 
 

Students will engage in a multilingual dialogue to 

process reading skills. 
 

Students will engage in an exploration of their 

cultural heritage, linking their ancestry to their 

understanding of literary culture:  art. 
 

Student will continue an exploration of English 

vocabulary in light of Canadian and multicultural 

traditions with a Canadian context:  Geography and 

Science. 
 

Students will explore the tradition of numbering 

according to Roman numeral protocols, linking this 

practice to cultural heritage. 
 

Students will continue an exploration of the parts of 

speech. 

first language 

explicit teaching 
 

peer discussion in 

first language 
 

peer descriptive 

feedback in first 

language 
 

explicit teaching 

of reading 

strategies 
 

higher order 

questioning 
 

high interest 

vocabulary 

building in 

English 
 

word walls and 

word pairing 
 

modeled & guided 

reading 
 

whole group 

discussion in 

English 
 

high interest 

vocabulary 

building in first 

language 
 

application of 

reading texts to 

culture; exemplars 

text 

recognition:   
informational 

and narrative 

 
geographic 

focus:  national 

and provincial/ 
Ontario 

 

scientific focus:  
themes 

 

linking 

language 

cultures and 

heritage global:  

Olympics 

 

oral language 

development 

and parts of 

speech 

word study and 

word origins:  

UK/US 

homophones 

and commonly 

misused words:  

Latin & Roman 

influences 

 

transitional 

phrases 

writing skills: 

summary 

assessment and 

key word 

vocabulary 

development: 

factually 

explicit focus 

subtleties of 

language 

 

5 

 

x x x    
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x  x    Students will be able to read a selection and 

then correctly identify explicitly and 

implicitly stated ideas and information 

through a multiple choice question format. 
 

Students will be able to read a selection and 

make connections to their own personal 

knowledge and experience through a 

multiple choice question format. 
 

Students will be able to correctly identify 

explicitly (directly) stated ideas and 

information and be able to apply what 

they’ve read to their own personal 

knowledge and experience through a short 

written response to a reading selection. 
 

Students will engage in a multilingual 

dialogue to process reading skills. 
 

Students will engage in an exploration of 

their cultural heritage, linking their ancestry 

to their understanding of literary culture:  art. 
 

Student will continue an exploration of 

English vocabulary in light of Canadian and 

multicultural traditions with a Canadian 

context:  Science & Technology. 
 

Students will continue an exploration of the 

parts of speech. 

first language 

explicit teaching 
 

peer discussion in 

first language 
 

peer descriptive 

feedback in first 

language 
 

explicit teaching 

of reading 

strategies 
 

higher order 

questioning 
 

high interest 

vocabulary 

building in 

English 
 

word walls and 

word pairing 
 

modeled & guided 

reading 
 

whole group 

discussion in 

English 
 

high interest 

vocabulary 

building in first 

language 
 

application of 

reading texts to 

culture; exemplars 

text recognition:  

graphic  
informational  and 

narrative 

 
geographic focus:  

national and provincial/ 

Ontario 
 

scientific and 

technological focus:  
themes 

 

linking language 

cultures and heritage 

global:  Olympics 

 

oral language 

development and parts 

of speech 

 

word study & word 

origins:  UK/US 

homophones and 

commonly misused 

words:  Latin and 

Roman influences 

transitional phrases:  

poetry 

writing skills: summary 

assessment and key 

word vocabulary 

development: factually 

explicit focus within 

cultural language:  

graphic organizers 

subtleties of language:  

manuals and directions 

the global spread of 

English & multicultural 

links to Ontario 

 

7 

 

x x x    

 



BALANCED STRATEGY INSTRUCTION AND ELL LITERACY 166 

 

 

 

 

 

 

 

 

Lesson 

Number 

 

 

Reading 

Skills 

 

Text Type 

 

 

 

 

 

 

 

Expectations 

 

 

 

 

 

Balanced 

Literacy 

Strategies 

 

 

 

 

 

 

Lesson 

Outline G
ra
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h
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In
fo

rm
a

ti
o

n
a

l 

N
a

rr
a

ti
v

e 

 

R

1 

 

R 

2 

 

R 

3 

8 

 

x x x    Students will be able to read a selection and then 

correctly identify explicitly and implicitly stated 

ideas and information through a multiple choice 

question format. 
 

Students will be able to read a selection and make 

connections to their own personal knowledge and 

experience through a multiple choice question 

format. 
 

Students will be able to correctly identify explicitly 

(directly) stated ideas and information and be able 

to apply what they’ve read to their own personal 

knowledge and experience through a short written 

response to a reading selection. 

 

Students will be able to correctly identify implicitly 

(indirectly) stated ideas and information and be 

able to apply what they’ve read to their own 

personal knowledge and experience through a short 

written response. 

 
 

Students will engage in a multilingual dialogue to 

process reading skills. 
 

Students will engage in an exploration of their 

cultural heritage, linking their ancestry to their 

understanding of literary culture:  art. 
 

Student will continue an exploration of English 

vocabulary in light of Canadian and multicultural 

traditions with a Canadian context:  Technology. 
 

Students will explore the tradition of numbering 

according to Roman numeral protocols, linking this 

practice to cultural heritage. 
 

Students will continue an exploration of the parts of 

speech. 

 

first language 

explicit teaching 
 

peer discussion in 

first language 
 

peer descriptive 

feedback in first 

language 
 

explicit teaching 

of reading 

strategies 
 

higher order 

questioning 
 

high interest 

vocabulary 

building in 

English 
 

word walls and 

word pairing 
 

modeled & guided 

reading 
 

whole group 

discussion in 

English 
 

high interest 

vocabulary 

building in first 

language 
 

application of 

reading texts to 

culture; exemplars 

text recognition:  

graphic  
informational  

and narrative 

 
technological 

focus:  national 

and provincial/ 
Ontario 

 

oral language 

development and 

parts of speech 

 

word study and 

word origins:  

UK/US 

homophones and 

commonly 

misused words:  

Latin and Roman 

influences 

subtleties of 

language:  

directions, 

euphemisms, 

idioms and 

manuals 

geographic focus:  

the global spread 

of English and 

multicultural 

links to Ontario 

 

posttest 

 

next steps OSSLT 

Posttest 

 

x x x    
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Appendix I 

Balanced Literacy Strategies 

 

 

Strategies 
Groups 

Sub-treatment        Treatment 

 

Application of reading texts to culture; exemplars 
 

 

 
 

● 

 

Choral reading L2 
 

● 
 

● 

Choral reading L1 
 

 ● 

 

Descriptive feedback L2 - peers 
 

● 
 

● 

Descriptive feedback L1 - peers  ● 

Descriptive feedback L2 - teacher ● ● 

Descriptive feedback L1 - teacher 
 

 ● 

 

Explicit teaching of reading strategies L2 
 

● 
 

● 

Explicit teaching of reading strategies L1 
 

 ● 

 

Exposure to information technology for language exploration in L2 
 

● 
 

● 

Exposure to information technology for language exploration in L1 
 

 ● 

 

Graphic organizers 
 

 

 
● 

 

Guided reading L2 
 

● 
 

● 

Guided reading L1 
 

 ● 

 

High interest vocabulary building L2 
 

● 
 

● 

High interest vocabulary building L1 
 

 ● 

 

Independent reading L2 
 

 

● 
 

● 

 

Higher order questioning 
 

 

● 
 

● 

 

L1 explicit teaching 
 

 

 
● 

 

Peer discussion L2 
 

● 
 

● 

Peer discussion L1 
 

 ● 

 

Whole group discussion L2 
 

 

● 
 

● 

 

Word walls 
 

● 
 

● 

Word pairing 
 

 ● 
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