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ABSTRACT 
 This study aimed to discover the teacher input and student out in remedial reading program. Thus, the study 
demonstrated how additional reading practice opportunities could be created by using different forms of reading 
outside class, as teachers provided the input and students benefited from the output. All of the participants were 18 
years old and above and were teachers in selected public schools in Sultan Kudarat division. These participants were 
currently teaching in the school year 2023-2024, with more than two years of experience in teaching reading. A 
total of 10 participants were considered for this study, and they joined either in-depth interviews (IDI) or a focused 
group discussion (FGD). Analysis of the data revealed three themes; namely, the significance of the learning 
environment, designing effort and objectives in reading, and the dedication of teachers in teaching reading. The 
study revealed the values, beliefs, and insights of elementary teachers in implementing remedial reading initiatives 
as part of their teaching profession.  The findings indicated that although the experiences of the teacher participants 
varied as they conducted online remedial reading, commonalities were evident in terms of the significance of the 
learning environment, design efforts, and objectives in reading, as well as the dedication of teachers in supporting 
the conceptual framework of the Department of Education in implementing remedial reading initiatives, particularly 
for elementary students. 
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INTRODUCTION 
A significant research gap exists in understanding the specific needs and effective strategies for remedial reading 

programs tailored to Grade 5 students. While numerous studies focus on early literacy development, there is limited 

research exploring how remedial reading interventions can be optimized for upper elementary students who are still 

struggling with foundational reading skills. This gap includes a lack of focus on the diverse cognitive, social, and 

emotional factors that influence reading progress at this developmental stage. Additionally, few studies examine the 

long-term impact of targeted remedial reading programs on Grade 5 students' overall academic performance and 

self-confidence, suggesting a need for more comprehensive, age-appropriate interventions and evaluations in this 

area. 

 

Remedial reading teachers performed various roles in schools and that the cultivation of the roles and duties of 

remedial reading teachers rely so much on different factors, some of which are knowledge and the skills that they 

have, philosophical views in education and the whole school community, the rapport that remedial reading teachers 

have with their colleagues, the support of the administrators to their personal and career developments, and 

provisions of the local government. It was also evident in the review that there is a scarcity of literature and studies 

regarding remedial reading teachers in the Philippines, thus, suggesting to explore on the what’s and the how’s of 

remedial reading teachers in a hope of creating clear policies that will strengthen their identities and support their 

professional developments (Alves & Romig, 2021). 

 

The pandemic has touched many students and teachers with heightened stress, disruptions, and remote learning 

hurdles, but experts say it may have the greatest impact on the youngest learners, those in the formative years of 

learning to read. Creating a language-rich environment on Zoom has been hard for teachers, and that may impact 

reluctant readers, who may not spend enough time reading at home (Bacher, 2020). 

 

Competencies and requirements of being a remedial reading teacher in Australia are set by the publication Standards 

for Reading Professionals (IRA, 2020). These standards are bases for differentiating remedial reading teachers from 

regular reading classroom teachers. Since they are considered education professionals, it is clear in the Standards 

that those without appropriate credentials, degrees, training, and backgrounds and those who cannot show advanced 

skills in literacy education are not legible to be remedial reading teachers.  

 

If classroom teachers cultivate their skills in teaching reading, a remedial reading teacher needs a serious, 

systematic, and meticulous groundwork to become one. Furthermore, the Standards require remedial reading 

teachers to possess graduate degrees in literacy education to preserve and enhance their professional integrity. They 
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need to have affluent classroom experiences to exude flexibility in handling different students with reading 

difficulties and must have the strong credibility to maintain professionalism at all times. Because of the important 

roles vested to a remedial reading teacher, every school makes it a point to have one or two remedial reading 

teachers, and therefore, they have available allocations for such positions (Attwell, 2020). 

 

In the Philippines, the problem of students in reading is not a new issue. Certain studies reveal that the reading 

problems of Filipino students seemed to be perennial (Alayon, 2023; Habagat & Rizon, 2022; Lalunio, 2023; 

Miguel, 2020; Montalban, 2020; Umali, 2019). Due to such problems, reading and literacy instruction have always 

been the top priority in all Philippine curricula. Umali (2019) labels that reading instruction in the Philippines can be 

distinguished into two facets: the regular reading class which is embedded in the standard curriculum, and the 

remedial reading class which is a separate subject given to those students who need help in correcting and improving 

their reading difficulties. The remedial reading class in the Philippines is a pull-out type since it is not integrated into 

the regular reading class of the students. 

 

The practice of remedial reading has been in the limelight for a long time in the Philippine education sector. The 

study of Gener (2019) presents how elementary schools and high schools in the country devised their remedial 

reading programs to assist struggling readers. He explains that the principals of the schools encourage their teachers 

to assess their students reading levels so that they can provide the proper interventions for them. Although 

remediation for struggling readers has been practiced in the Philippines for decades, its optimization has reached its 

prime only through Reading Literacy Program. 

 

Rio (2020) enumerates the typical duties of remedial teachers in the Philippines: First, they work very closely with 

the principal, students' teachers, and the rest of the staff. Second, they assess the students' levels of functioning in 

reading. Third, they provide remediation for students who are struggling in reading their first or second language. 

Fourth, they conduct the pre-tests and post-tests to see where the students' strengths and weaknesses. Fifth, they 

work one-on-one with any of the students who are struggling in those two main areas of academia.  

 

Additionally, she added outside-the-classroom duties of remedial reading teachers such as working cooperatively 

with the staff, especially during staff development and training, and creating activities based on the curriculum that 

will help the remedial students, maintain the data collection for the classroom teachers, manage students' records in 

a timely and appropriate way, assist the staff in any other way, and counsel children with special needs and work 

closely with their parents. The duties of the teachers will not end inside the classroom but rather will continue 

outside classroom settings. 

 

Although Rio (2020) was able to enumerate the typical roles of a remedial reading teacher, its status as a 

professional position in schools is still unrecognized in the Philippines. Although there are teachers who provide 

assistance and support to students with reading difficulties, there are no existing allocations for such positions. 

Hence, being a remedial reading teacher is considered an extra workload for teachers, and are not compensated for 

doing the roles and responsibilities entrusted to them as opposed to the recognition given to this job in the US and 

other foreign counties.  

 

Not only this, the qualifications of a remedial reading teacher are not even concrete and clear. The usual practice of 

local schools is that the classroom reading teachers are also the remedial reading teachers of identified students with 

reading difficulties. Even though the DepEd provides training for remedial reading teachers, the agency doesn’t have 

any uniform, clear and organized guidelines as to how remedial reading instruction should be done in schools 

(Batan, 2018). 

 

Another review seeks to unravel the gaps in the lack of recognition for the essential roles played by remedial reading 

teachers as professionals in the Philippine schools. With the strong emphasis given to reading and literacy education 

in the Philippines, there is a need for every school to encourage their teachers to serve as remedial reading teachers 

(Rio, 2020). 

 

This review seeks to clarify all aspects that refer to the nature of the work of a remedial reading teacher to provide a 

foundational understanding of what they are going through. Lastly, it is hoped that through the discussion of this 

relevant literature, there will be more studies that seek to concretize the identities of remedial reading teachers in the 

Philippines will be explored. Hence, this leads to concrete policies and guidelines regarding the requirements and 

preparation for those teachers who wish to become one (Batan, 2018). 

 

In the Davao City division, the Department of Education (DepEd) launched recently its campaign on reading 

proficiency with the unveiling of the Hamon: Bawat Bata Bumabasa (3Bs) initiative to address literacy gaps among 

learners. 

 

Improving reading programs would be a priority as the department starts to focus on globalizing the quality of basic 

education in the Philippines. “This is our priority because we can never pursue quality education if the kids do not 

know how to read. This is the basic tool for lifelong learning. We will never expect a Filipino or any human being to 

continue to learn without actually being equipped with the fundamental reading skill (Batan, 2018). According to 

DepEd Memorandum 173, series of 2019, the 3Bs initiative encourages all DepEd offices and schools to intensify 

https://doi.org/10.36713/epra0414


      EPRA International Journal of Environmental Economics, Commerce and Educational Management 

       Journal DOI: 10.36713/epra0414 |ISI I.F Value: 0.815|SJIF Impact Factor (2024): 8.481        ISSN: 2348 – 814X 

Volume: 11 | Issue:12 |December 2024 

 

---- 2024 EPRA ECEM     |     https://eprajournals.com/   |    Journal DOI URL: https://doi.org/10.36713/epra0414 -------42 

their advocacies for reading to make every learner a reader at their grade level and capacitate teachers to become 

effective reading instructors 

 

 

LITERATURE REVIEW 
The practice of remedial reading has been in the limelight for a long time in the Philippine education sector. In fact, 

the study of Gener (2018) presents how elementary schools and high schools in the country devised their own 

remedial reading programs to assist struggling readers. He explains that the principals of the schools encourage their 

teachers to assess their students reading level so that they can provide the proper interventions for them. Although, 

remediation for struggling readers has been practiced in the Philippines for decades, its optimization has reached its 

prime only through the Department Order (DO) 45, series of 2019 in High School of the Philippine Department of 

Education (DepEd).  

 

Reading literacy is defined as “understanding, using, and reflecting on written texts, to achieve one’s goals, to 

develop one’s knowledge and potential, and to participate in society” (Therrien, 2020). According to Therrien, to 

achieve literacy, there are five important skills one must learn: phonemic awareness, phonics, vocabulary 

instruction, text comprehension strategies, and reading fluency. A review of the literature has shown that literacy is 

not simply a basic skill but rather a goal and a functional means in education and individual development, both 

within and outside school, today and later in life, in further education, at work, and in leisure activities. Reading 

literacy is not only a foundation for basic learning but also a prerequisite for successful participation in most areas of 

youth or adult life (Linnakyla et al., 2023). 

 

Research indicates at least one out of five students has significant difficulty in reading acquisition (Therrien, 2020). 

Although reading fluency and comprehension are important skills to acquire, as they are essential skills for success 

both in school and later in life, many children do not acquire the necessary skills for achieving proficiency. 

According to a recent study, 40 percent of fourth-graders do not have the skills and knowledge to adequately 

perform the necessary grade-level work (Bursuck, 2023). Similarly, Calhoon (2020) found that 59 percent of fourth-

grade students are performing below a basic literacy level on standardized reading tests. In addition, as children age, 

data shows proficiency levels are still a concern. Thirty-one percent of boys and 21 percent of girls in eighth grade 

did not reach a basic literacy level when given a standardized test. 

 

Problems with reading tend to begin at the onset of reading instruction, persist, and become more severe with time 

(Graney, 2020). Furthermore, most schools do not detect fluency or comprehension difficulties until the second or 

third grade (McCardle et al, 2021) because the reading skills focused on until the fourth grade are phonemic, and not 

based on fluency and comprehension. As students reach high school age, research shows fluency does not increase, 

although comprehension does improve (Calhoon, 2020). Research also indicates gender differences in the risk for 

difficulties in reading comprehension with male students experiencing more difficulty than female students 

(Linnakyla, 2023). 

 

To increase the reading fluency and comprehension of students who encounter such problems, various strategies, 

such as assisted reading, reading while listening, and paired reading have been implemented. Research addressing 

the effectiveness of these strategies implemented individually, however, shows mixed results. In contrast, programs 

incorporating the three previously mentioned strategies into one technique increase reading fluency and 

comprehension (Therrien, 2020). Additional factors that help improve reading skills include appropriate grouping 

practices, instructional strategy, extended practice opportunities with feedback, and breaking down tasks into 

smaller components (Calhoon, 2020). The findings show all factors are associated with substantial improvements in 

reading. 

 

The previous school year has completely changed education in many countries around the world (Reimer et al., 

2021). Students had face-to-face instruction interrupted during the 2019–2020 school year due to the pandemic 

(Kuhfeld et al., 2020). The majority of schools provided some virtual instruction during the last months of school in 

2019 (Lake, 2020), and the same scenario reoccurred at the beginning of 2021. Throughout this time, both educators 

and parents have been actively seeking the best way to continue formal education through remote or virtual learning 

(Daniel, 2020; Hodges, 2020; Reich, 2020). Nonetheless, it remains unclear how effective remote or virtual learning 

is (Viner et al., 2020). 

 

Longer-term economic and societal implications of remote or virtual learning seem likely to be severe. 

Consequently, it will also have a direct impact on both short- and long-term school experiences and trajectories. For 

example, in the short-term, school closures will generate substantial learning losses, particularly for the lowest-

achieving students (Bacher, 2020; Chetty, 2020; Kuhfeld et al., 2020) and this can have long-term implications, 

since impairments in reading and writing acquisition skills have the potential to seriously limit personal aspirations 

(Jamshidifarsani, 2019).  

 

Furthermore, research anticipates that virtual learning will emphasize social inequality in student learning due to 

differences in children’s opportunities to learn at home (Bol, 2020), as many working parents were struggling to 

work and take care of their children at the same time. Parents identify personal, technical, logistical, and financial 

barriers regarding the challenges of distance learning (Abuhammad, 2020). Parents generally had negative beliefs 
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about the benefits of online learning and preferred traditional learning in early childhood settings (Dong, 2020). 

Parents tended to resist online learning for four main reasons: the shortcomings of online learning, young children’s 

inadequate self-regulation, and lack of time and professional knowledge for supporting children’s online learning.  

 

Summing up, research reports a close association between parental level of education and the ability to support 

children’s remote learning (Azubuike et al., 2021). Children from disadvantaged families received much less 

academic support from their parents and were less likely to have access to necessary physical resources such as a 

computer or a tablet ( Andrew, et al., 2020; Bol, 2020).  

 

In Portugal, a report from the Court of Auditors (Machado & Arantes, 2021) states that four in every five students 

did not have access to technological equipment and had difficulties with internet access. The Portuguese Ministry of 

Education acquired 100 thousand pieces of equipment, in March 2020, to be delivered to schools and then 

distributed to needy students. However, authorization for the acquisition and distribution of technological equipment 

was late.  

 

In January 2021, only 27% of the 100 thousand pieces of equipment had been delivered to the students. The 

Portuguese government's answer did not come on time to strike the inequalities in digital literacy and access to 

technological equipment that the Pandemic imposed. Additional research based on the borrowing of children’s 

books from libraries shows that social inequality visibly increased during the lockdown (Jæger and Blaabæk, 2020; 

Reimer et al., 2021). Even though reading books to children does not substitute the critical role of formal education 

in teaching children how to read, the literature shows that children whose parents read to them daily during the 

pandemic had less loss compared to those whose parents did not read to them (Bao et al., 2020). Consequently, 

differences in children’s reading activities during the pandemic might accelerate pre-existing social differences in 

children’s cognitive skills. 

 

Research Questions 

Therefore, this study on the challenges in teaching remedial reading to grade five students will help elementary 

students to become more aggressive in reading outside the classroom. Finally, this study will seek to answer the 

following questions: 

1. What are the challenges encountered by elementary teachers in implementing remedial reading to elementary 

students inside and outside the classroom? 

2. How do they cope with those challenges encountered in the implementation of remedial reading to elementary 

students inside and outside the classroom? 

3. What are the educational insights, values, and beliefs of Elementary teachers to improve the implementation of 

remedial reading in their classrooms? 

 

METHODOLOGY 
Research Design  

In the next section, I provided specific details of the research procedures to ensure that future researchers can 

generalize the results of this study to other contexts. I will offer comprehensive descriptions of the time, place, 

context, and culture of the study to help establish transferability, which serves as the qualitative parallel to 

external validity in postpositivist research (Mertens, 2020). By thoroughly discussing these aspects, I aim to 

enable others to understand the conditions under which the study was conducted and assess whether the 

findings can be applied to different situations or populations.  

 

This section also addressed key elements of the research process: (a) the interview approach I used to collect 

data, (b) my role as the researcher throughout the study, and (c) the sampling method and ethical 

considerations I followed. I explained how I conducted the interviews, my efforts to maintain objectivity, and 

the ethical steps I took to ensure the privacy and well-being of the participants. These details provided clarity 

on the research design and methodology, allowing future researchers to replicate or build upon this study in 

similar contexts. 

  

Research Participants 

All of the participants were 18 years old and above and were teachers in selected public schools in Tacurong City, 

Sultan Kudarat. These participants were currently teaching in the school year 2023-2024, with more than two years 

of experience in teaching reading. A total of 10 participants were considered for this study, and they joined either in-

depth interviews (IDI) or a focused group discussion (FGD). Five participants participated in the in-depth 

interviews, while the remaining five took part in the focus group discussion. All data gathered during the IDI and 

FGD were recorded and transcribed to summarize the responses of the participants in an orderly manner. Below are 

the inclusion criteria for the participants. 

 

Participant 1 was a licensed teacher in a public school, teaching reading subjects to grade five learners for almost 

seven years. 

Participant 2 was an English teacher for 3 years. As a grade 5 teacher, she focused more on the reading and writing 

skills of her students. 

Participant 3 had been in the academe for 5 years. She passed the licensure examination for teachers in 2016 and 

taught English in the grade 5 class. 
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Participant 4 was an orator and an English teacher since 2017. His experience as an orator helped him feel more 

confident in teaching reading to elementary pupils in a public school in the Davao del Sur division. 

Participant 5 was an English teacher for 3 years. She served as the focal person in the language area of her school 

during the pandemic. 

Participant 6 had been a licensed professional teacher since 2015. She was in charge of the speech laboratory in one 

of the public schools in the Davao del Sur division. 

Participant 7 had been teaching for 31 years and was teaching all subjects in the elementary program at that time. 

Participant 8 had been teaching for 29 years. She was a Master Teacher I and the research & Filipino reading 

coordinator at her school. 

Participant 9 was a licensed English major teacher. She had been teaching grade 3 learners for almost 3 years and 

was the English reading coordinator at her school. 

Participant 10 had been teaching for 2 years in one of the public schools in the Davao del Sur division. He taught 

reading comprehension subjects to grade five elementary students. 

 

Research Instruments 

Patton (2020) proposed that researchers conduct interviews to learn things they cannot directly observe. Qualitative 

interviewing was not used to get answers to questions, but to understand the experiences of the participants and the 

meaning they made of those experiences (Seidman, 2018). Generally, qualitative studies used unstructured, open-

ended interviews because they allowed for the most flexibility and responsiveness to emerging issues for both the 

participants and the interviewer; however, the use of semi-structured interviews was not uncommon and was used 

when I sought to obtain specific, more focused information (Schwandt, 2021). 

 

Semi-structured interviews combined the flexibility of unstructured, open-ended interviews with directionality and 

an agenda to produce focused, qualitative, textual data (Schensul, et al, 2019). I collected data using semi-structured 

interviews to explore how elementary teachers improved the quality of teaching reading to indigenous learners and 

to describe their experiences, strategies, and outcomes when attending classes aimed at promoting reading 

comprehension skills. 

 

To ensure that the same information was collected from all participants, I used an interview guide. The interview 

guide included open-ended questions and topics to help structure the interview, but when needed, I also explored, 

probed, and asked additional questions to clarify and expand on a particular topic. The interview guide helped make 

interviewing several different participants more systematic and comprehensive by defining in advance the issues to 

be explored (Patton, 2020). The open-ended questions were framed in a way that allowed the participants to 

represent their views and perspectives in their own words and terms, in addition to taking the questions in any 

direction they chose. 

 

Since qualitative research studies subjects in their natural setting, all interviews were conducted through virtual 

meetings using Google Meet at times convenient for the participants. All interview sessions were tape-recorded for 

transcription purposes. When needed, I used follow-up interviews after transcription to clarify meaning or explore 

areas in more depth. 

 

Data Analysis 

The data analysis was conducted using a qualitative method. To answer the first and second research questions, I 

analyzed the interviews. I performed content analysis for each interview, identifying the themes that emerged. To 

answer the third research question, I created a rubric and a checklist to determine the progress of students and the 

increase in their willingness to engage in remedial reading activities. Finally, I used the questionnaire to explore the 

advantages and disadvantages of these interactive slides in response to the last research question. Qualitative data 

analysis begins with organizing, reducing, and describing the collected data (Schwandt, 2001).  

 

Unlike quantitative analysis, there are no prescribed formulas for qualitative analysis. Marshall and Rossman (2006) 

remind researchers that qualitative analysis does not proceed linearly and is not neat. However, good practices and 

procedures enhance the credibility of qualitative research. In this section, I will explain the data analysis procedures 

and describe the steps I took to ensure the results from this study were credible, transferable, dependable, and 

authentic. 

 

To guide my data analysis, I used the seven phases of data analysis described by Marshall and Rossman (2006) to 

reduce data, create manageable pieces, allow for interpretation, and find meaning in the words of the participants. 

The seven phases included: (a) organizing the data; (b) immersion in the data; (c) generating categories and themes; 

(d) coding the data; (e) offering nterpretations through analytic memos; and (f) searching for alternative 

understandings (Marshall & Rossman, 2006). 

 

Data analysis began with organizing the data. I kept the information provided by each participant separate and in 

sequence with the order of the interviews. This process allowed the data to remain manageable, easily accessible, 

and readily available. The digital audio files from the interviews were carefully transcribed into written form, and 

electronic folders were created to organize the data collected from each participant. 
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After the initial readings, I read the data thoroughly with one typology in mind. Patton (2020) defines typologies as 

classification systems made up of categories that divide some aspects of the world into parts. Typologies are 

generated from theory, common sense, or research objectives. For this study, I used the typologies or themes from 

the literature review as the constructs through which to view the data. 

 

After reading through the data with each typology in mind, I coded the data into five categories from the literature 

by taking excerpts from the data and assigning them to the relevant categories. Once all the data was coded, I read 

through the data again, writing analytic memos about my thoughts and insights. During this stage, I began 

interpreting the data to find significance and meaning in the teachers’ instructional experiences, identifying salient 

themes, recurring ideas, and patterns of belief that emerged across the interviews. 

 

The process of offering interpretations began once the themes emerged from the data. Marshall and Rossman (2020) 

believe this stage bring meaning to the themes and categories, allowing the researcher to develop links between the 

interviews. I interpreted the data to find significance and meaning in the teachers’ remedial reading experiences. I 

always consider alternate explanations within the data. Before moving forward, I stopped and evaluated the findings 

for other plausible explanations. 

 

RESULTS AND DISCUSSION 
This chapter highlighted the findings of the study. It also presented the implications based on the significant findings 

of the study. Furthermore, relevant future directions were offered that might help improve the conditions of 

elementary teachers in their remedial reading initiatives, as they revealed their values, beliefs, and insights on their 

online remedial reading learning experiences. 

 

The findings indicated that although the experiences of the teacher participants varied as they conducted online 

remedial reading, commonalities were evident in terms of the significance of the learning environment, design 

efforts, and objectives in reading, as well as the dedication of teachers in supporting the conceptual framework of 

the Department of Education in implementing remedial reading initiatives, particularly for elementary students. 

 

Additionally, the findings suggested that during remedial reading sessions, teachers needed to be more proactive in 

using the thematic results of this study to provide relevant learning connected to other experiences. Thus, teachers 

could highlight individual components at different times to ensure that learning in terms of remedial reading was 

effectively addressed. The dedication of teachers to teaching reading must remain a top priority, especially since 

teaching reading during the pandemic was crucial, as learners were at home while teachers were at school. 

 

Implications 

The findings added to the emerging body of literature related to remedial reading specifically the experiences of 

educators. The results align with literature reflecting the values, beliefs, and insights of teachers during the 

pandemic. This research provides insight into the lived experiences of educators who conducted remedial reading 

initiatives with little to nothing to draw from concerning their adaptive expertise and very little guidance or support 

from school leaders. The data contributes to a clearer understanding of teachers’ experiences on remedial reading 

activities.  

 

Based on the lens of behaviorist theory it was found out that the implications on teaching remedial reading to grade 

five students are profound, particularly in shaping instructional strategies. Behaviorism, which focuses on 

observable behaviors and the use of reinforcement to encourage learning, can be applied effectively in remedial 

reading through structured, repetitive practice. In a remedial setting, behaviorist principles can help reinforce 

fundamental reading skills by breaking down the reading process into smaller, manageable tasks.  

 

Teachers can provide students with clear objectives, such as mastering specific phonetic patterns or word 

recognition skills. Through repeated drills and practice, students can gradually improve their reading fluency, while 

positive reinforcement such as praise, rewards, or tokens can motivate continued effort and achievement. This 

structured approach is especially beneficial for students who may struggle with reading, as it builds confidence 

through consistent, measurable progress. 

 

Additionally, behaviorism emphasizes the importance of immediate feedback in reinforcing correct behaviors. In the 

context of remedial reading, this could involve teachers providing instant corrective feedback when students 

mispronounce words or struggle with comprehension. By focusing on the immediate correction of errors, teachers 

help students recognize their mistakes and make the necessary adjustments. This approach not only aids in skill 

acquisition but also helps students develop a sense of mastery over the material, which is crucial for maintaining 

motivation in remedial learning. Consistent feedback ensures that students are aware of their progress and areas for 

improvement, fostering a growth mindset and reducing frustration. 

 

Moreover, behaviorist theory can inform the design of interactive reading exercises that promote active engagement 

and continuous practice. Teachers can incorporate activities such as flashcards, timed reading exercises, and 

matching games, all of which encourage repetitive learning while also promoting active participation. These 

activities cater to different learning styles and can help reinforce reading comprehension and fluency.  
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Behaviorism also advocates for a controlled learning environment where external distractions are minimized, 

allowing students to focus on the task at hand. By creating a structured and predictable learning environment, 

students are more likely to experience success, which is essential for their progress in remedial reading. Thus, 

behaviorist strategies provide a framework for effectively addressing reading deficiencies by focusing on consistent, 

measurable, and repetitive learning practices. 

 

On the other hand, the implications of constructivist theory in teaching remedial reading to grade five students are 

centered around the idea that learners actively construct their understanding of the world through experiences and 

interactions. In the context of remedial reading, constructivism encourages teachers to create learning environments 

that are student-centered, where learners are not passive recipients of knowledge, but rather active participants in 

their own learning process.  

 

Constructivist teaching methods emphasize the importance of connecting new information to students’ prior 

knowledge and experiences. For grade five students struggling with reading, this means that teachers should assess 

each student's current reading abilities and scaffold their learning by building on what they already know. For 

instance, teachers might use familiar stories or content to introduce new vocabulary or reading strategies, which 

helps students make connections between new and existing knowledge. This approach fosters deeper understanding 

and retention of reading concepts, particularly for students needing remediation. 

 

Furthermore, constructivist theory stresses the value of collaborative learning in the reading process. In a remedial 

reading setting, teachers can implement group activities, such as partner reading, group discussions, and shared 

writing exercises, where students can interact with each other and engage in meaningful dialogue about texts. This 

not only allows for peer support, but it also encourages critical thinking as students discuss ideas, ask questions, and 

help each other understand what they read.  

 

Through these social interactions, students are able to view reading from different perspectives and receive feedback 

from their peers, which can enhance comprehension and fluency. The teacher's role in this context is more of a 

facilitator, guiding students as they work together to solve problems, reflect on their reading, and clarify 

misunderstandings. Constructivism, therefore, promotes a learning environment that is collaborative, interactive, and 

supportive, which is especially beneficial for students who are at risk of falling behind in their reading development. 

 

In addition, constructivist teaching emphasizes authentic learning experiences, which can be particularly valuable in 

remedial reading. Rather than relying solely on drills and repetitive tasks, constructivism encourages the use of real-

world texts, meaningful activities, and problem-solving scenarios that engage students’ interests and foster critical 

thinking. For example, teachers might incorporate age-appropriate literature or even current events that are relevant 

to students’ lives to spark curiosity and motivate them to read.  

 

When students can see the purpose and relevance of what they are learning, they are more likely to be engaged and 

invested in the reading process. In a remedial setting, this approach helps students see the value in reading beyond 

just mastering words and sentences, encouraging them to connect their reading with their personal experiences and 

the world around them. This sense of relevance and engagement is crucial for remedial readers, as it helps them 

build confidence and see their progress in a more meaningful way. 

 

Future Directions 

Future directions of the study titled Challenges in Teaching Remedial Reading to Grade Five Students: Teacher 

Input, Student Output Routine could include expanding the research to involve a larger and more diverse sample of 

teachers from different regions, school types, and cultural backgrounds. By increasing the sample size and diversity, 

future studies could provide a more comprehensive understanding of the challenges and strategies used in teaching 

remedial reading. It would also be beneficial to examine how varying socio-economic factors and community 

resources influence the teaching of remedial reading.  

 

For instance, the study could explore how teachers in urban versus rural settings address reading challenges, or how 

the availability of technological resources impacts both teaching methods and student outcomes. This would help in 

identifying best practices that are adaptable across different contexts. 

 

Another direction for future research could focus on a longitudinal study that tracks the progress of students who 

participate in remedial reading programs over time. This would provide valuable insights into the long-term effects 

of various teaching strategies and help determine which approaches have the most sustainable impact on student 

reading improvement.  

 

Such a study could also include follow-up interviews with teachers and students to gain deeper insights into the 

ongoing challenges and successes in the remedial reading process. Tracking students’ progress over a longer period 

could help identify specific factors that contribute to or hinder their continued growth in reading, allowing educators 

to refine their approaches and provide more targeted support. 

 

In addition to exploring the teacher and student perspectives, future research could investigate the role of parents 

and caregivers in supporting remedial reading initiatives. Given the importance of family involvement in student 
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learning, especially during the pandemic, it would be useful to understand how parental engagement can enhance or 

complicate the teacher-student dynamic in remedial reading.  

 

Studies could explore how parents can be better equipped to support their children's reading development at home, 

especially for students who may not have access to consistent in-person learning. Further research could look into 

the effectiveness of parent training programs or workshops designed to assist families in helping their children with 

remedial reading. 

 

Finally, future studies could explore the integration of technology in teaching remedial reading and its impact on 

student outcomes. The COVID-19 pandemic has accelerated the use of digital tools and online learning platforms, 

yet the efficacy of these tools in improving reading skills for grade five students remains an area that requires further 

examination.  

 

Future research could evaluate the use of interactive reading apps, digital storytelling tools, or virtual reading 

interventions, and assess their effectiveness in enhancing reading comprehension and fluency. Additionally, studies 

could focus on how teachers can be better trained to utilize these technological tools in the classroom, ensuring they 

are maximizing the potential of digital resources for remedial reading instruction. 

 

REFERENCES 
1. Abuhammad, K. (2020). Barriers to distance learning during the COVID-19 outbreak: A qualitative review from 
2. parents’ perspective. Retrieved from https://www.sciencedirect.com/science/article/pii/S2405844020323252 
3. Alayon, D.P. (2023). Utilizing the SQ3R method in enhancing the reading proficiency of junior high school learners 

(unpublished master's thesis). National Teacher's College, Manila, Philippines. 
4. Allington, R. L. (2023). What matters when working with struggling readers. The reading teacher, 66(7), 520-530.  
5. Alves, K. D., and Romig, J. E. (2021). Virtual reading Lessons for Upper Elementary Students with Learning 

Disabilities. Intervention Sch. Clinic 57 (2), 95–102. doi:10.1177/10534512211001865\\ 
6. Andrew A, Cattan S, Costa-Dias M, Farquharson C, Kraftman L, Krutikova S, Sevilla A (2020) Learning during the 

lockdown: Real-time data on children’s experiences during home learning. IFS briefing note BN288, London 
7. Anonat, M. (2021). Importance of Reading: Student News Journal Teachers Edition, Articled Retrieved from 

http://www.learn-to-read 
8. Attwell, W. (2020). The vocabulary conundrum. American Educator: The Professional Journal of the American 

Federation of Teachers, 16(4), 14-18, 44-47. 
9. Azubuike OB, Adegboye O, Quadri H (2021) Who gets to learn in a pandemic? Exploring the digital divide in remote 

learning during the COVID-19 pandemic in Nigeria. Int J Educ Res Open 2(100022):1–10. 
 https://doi.org/ 10.1016/j.ijedro.2020.100022 

10. Bacher, H. (2020). COVID‐19 and online teaching in higher education: A case study of Peking University. Human 
Behavior and Emerging Technologies. https://doi.org/10.1002/hbe2.191 

11. Balu, R., Zhu, P., Doolittle, F., Schiller, E., Jenkins, J., and Gersten, R. (2020). Evaluation of Response to Intervention 
Practices for Elementary School reading. NCEE 2016-4000. Washington, DC: National Center for Education 
Evaluation and Regional Assistance, Institute of Education Sciences, U.S. Department of Education. Available 
at: http://ies.ed.gov/ncee/pubs/20164000/pdf/20164000.pdf. 

12. Bao X, Qu H, Zhang R, Hogan T (2020) Modeling reading ability gain in kindergarten children during COVID-19 
school closures. Int J Environ Res Public Health 17(6371):1–12. https://doi.org/10.3390/ijerph17176371 

13. Barbour, M. K., and Reeves, T. C. (2019). The Reality of Virtual Schools: A Review Of The Literature. Computers & 
Education 52 (2), 402–416. 

14. Barclay, K. D., & Thistlewaite, L. (2022). Reading specialists of the '90s: What do they want? Reading, Research and 
Instruction (32), 87-96.  

15. Barry, A. (2023). The staffing of high school remedial reading programs in the United States since 1920. Journal of 
Reading (38), 14-22.  

16. Barry, A. (2018). High school reading programs revisited. Journal of Adolescent & Adult Literacy (40), 524-531.  
17. Batan, A.D. (2018). Examining the problems encountered by elementary remedial reading teachers in Batangas 

(unpublished master's thesis). University of Batangas, Philippines.  
18. Beach, K. D., and Traga Philippakos, Z. A. (2021). Effects of a Summer reading Intervention on the Reading 

Performance of Elementary Grade Students from Low-Income Families. Reading Writing Q. 37 (2), 169–189. 
doi:10.1080/10573569.2020.1760154 

19. Beach, K. D., Washburn, E. K., Gesel, S. A., and Williams, P. (2021). Pivoting an Elementary Summer reading 
Intervention to a Virtual Context in Response to COVID-19: An Examination of Program Transformation and 
Outcomes. J. Educ. Students Placed Risk 26 (2), 112–134. doi:10.1080/10824669.2021.1906250 

20. Bean, R. M. (2019). Role of the reading specialist: A multifaceted dilemma. Reading Teacher (32), 409-413.  
21. Begeny, J. C., and Martens, B. K. (2019). Assisting Low-Performing Readers with a Group-Based reading Fluency 

Intervention. Sch. Psychol. Rev. 35 (1), 91–107. doi:10.1080/02796015.2006.1208800 
22. Birch, S. H., & Ladd, G. W. (2018). The teacher-child relationship and children’s early school adjustment. Journal of 

School Psychology, 35, 61-80. 
23. Bol, F. (2020). An Old Man Reading, 1642. Retrieved from https://www.nga.gov/collection/art-object-page.75745.html 
24. Borrow, C. (2019). An interview with Dr. Michael Pressley. Intervention in school & clinic (36), 105-108. 
25. Brown, L. (2023). Remedial Reading in Improving Comprehension Skills of High School Student 
26. Brownell, M. T., & Walther-Thomas, C. (2020). An interview with Dr. Michael Pressley. Intervention in school & 

clinic (36), 105-108.  
 

https://doi.org/10.36713/epra0414
http://ies.ed.gov/ncee/pubs/20164000/%20pdf/20164000.pdf


      EPRA International Journal of Environmental Economics, Commerce and Educational Management 

       Journal DOI: 10.36713/epra0414 |ISI I.F Value: 0.815|SJIF Impact Factor (2024): 8.481        ISSN: 2348 – 814X 

Volume: 11 | Issue:12 |December 2024 

 

---- 2024 EPRA ECEM     |     https://eprajournals.com/   |    Journal DOI URL: https://doi.org/10.36713/epra0414 -------48 

27. Bursuck, C. (2023). Universal design: Accessibility for all learners. Educational Leadership, 61(2), 55–60. Provides an 
excellent overview of applications for universal design to all aspects of the classroom. 

28. Calet, N., Gutiérrez-Palma, N., and Defior, S. (2018). Effects of Fluency Training on reading Competence in Primary 
School Children: The Role of Prosody. Learn. Instruction 52, 59–68. doi:10.1016/j.learninstruc.2017.04.006 

29. Calhoon, R. I. (2020). Learning to teach (6th ed.). New York: McGraw-Hill. An invaluable resource for teachers that 
provides models and strategies for teaching all subject areas at all levels 

30. Carvalho, A. (2020). Teste de avaliação da fluência e precisão de leitura. O Rei. Vila Nova de Gaia: Edipsico. 
31. Carvalho, M., Azevedo, H., Cruz, J., and Fonseca, H. (2020). “Inclusive Education on Pandemic Times: From 

Challenges to Changes According to Teachers’ Perceptions,” in Proceedings: 13th annual International Conference of 
Education, Research and Innovation-ICERI 2020. Seville, 6113–6117. doi:10.21125/iceri.2020.1316 

32. Charon, J. M. (2019). Symbolic Interactionism. Englewood Cliffs, New Jersey: Prentice-Hall. Crain, A. B. (2003). Role 
of the reading specialist: Perspectives of content area teachers and reading specialists. Atlanta: Georgia State 
University 

33. Chetty, L., et. al., (2020). A Review of the Literature on Teacher Effectiveness and Student Outcomes. Retrieved from 
https://link.springer.com/chapter/10.1007/978-3-030-16151-4_2 

34. Connell, J. P. (2019). Relationships Matter: Linking Teacher Support to Student Engagement and Achievement. 
Journal of School Health, 74, 262-273. http://dx.doi.org/10.1111/j.1746-1561.2004.tb08283.x 

35. Crain, A. B. (2023). Role of the reading specialist: Perspectives of content area teachers and reading specialists. 
Atlanta: Georgia State University 

36. Creswell, J. (2021). Research design: Qualitative, quantitative, and mixed-method approaches (4th ed.). SAGE. Cross, 
N., Howard, K., & Pearson, C. (2013). Culture: The missing link to learning. Leadership, 42(4), 36–37. 
https://doi.org/10.1016/j.socscimed.2016.07.015  

37. Curby, T. W., & Abry, T. (2019). To what extent do teacher-student interaction quality and student gender contribute 
to fifth graders’ engagement in mathematics learning? Journal of Educational Psychology, 107(1), 170–185. 
https://doi.org/10.1037/a0037252 

38. Dalton, B., Proctor, C. P. (2020). Reading as thinking: Integrating strategy instruction in a universally designed 
digital literacy environment. In McNamara, D. S. (Ed.), Reading comprehension strategies: Theories, interventions, 
and technologies (pp. 423-442). Mahwah, NJ: Lawrence Erlbaum. 

39. Daniel, L. (2020). The Current Controversy About Teaching Reading: Comments for Those Left With Questions After 
Reading the New York Times Article.  

40. Daniels, D. & Perry, K. E. (2023). “Learner-centered” according to children. Theory into Practice, 42(2), 102-108. 
41. Darwin, M. J. (2022). Delving into the role of the high school reading specialist. Fairfax, Virginia: George Mason 

University.  
42. David, R., & Handler, M. (2021). The many faces of school-university collaboration. Englewood, CO: Teacher Ideas.  
43. Denzin, N. K., & Lincoln, Y. S. (Eds.). (2018). The landscape of qualitative research (3rd ed.). Sage Publications, Inc. 
44. Department of Education Order No. 173 (2019). Hamon: Bawat Bata Bumabasa (DepEd 3Bs Initiative). Retrieved 

from https://www.teacherph.com/bawat-bata-bumabasa-deped-3bs-initiative/ 
45. Deussen, T., Coskie, T., Robinson, L., & Autio, E. (2020). Coach” can mean many things: five categories of literacy 

coaches in reading first (Issues & Answers Report, REL 2007-No. 005). Washington, DC: US Department of 
Education, Institute of Education Sciences. National Center for Education Evaluation and Regional Assistance, 
Regional Educational Laboratory Northwest. Retrieved from http://ies. ed. gov/scene/slabs.  

46. Dietrich, D. M. (2019). Standards and qualifications for reading specialists. Reading Teacher (20), 483-489.  
47. Dong, L. et. al., (2020). Child and maternal contributions to shared reading: Effects on language and literacy 

development. Journal of Applied Developmental Psychology, 27(1), 31 - 41.  
https://doi.org/10.1016/j.appdev.2005.12.001 

48. Dowhower, S. L. (2021). Speaking of Prosody: Fluency's Unattended Bedfellow. Theor. Into Pract. 30 (3), 165–175. 
doi:10.1080/00405849109543497 

49. Draper, R. J., Smith, L. K., Hall, K., & Siebert, D. (2022). What’s more important – literacy or content? Confronting 
the literacy-content dualism. Teacher in Action Education (27), 12-21.  

50. Ehri, L. C. (2018). “Grapheme-phoneme Knowledge Is Essential for Learning to Read Words in English,” in Word 
Recognition in Beginning Literacy. Editors J. L. Metsala, and L. C. Ehri (Mahwah, NJ: Erlbaum), 3–40. 

51. Ewing, A. (2019) Early peer play interactions of resilient children living in disadvantaged communities. International 
Journal of Play 1(3): 311–323. 

52. Fairchild, A. J., Horst, S. J., Finney, S. J., & Barron, K. E. (2022). Evaluating existing and new validity evidence for 
the Academic Motivation Scale. Contemporary Educational Psychology, 30(3), 331–358.  
https://doi.org/10.1016/j.cedpsych.2004.11.001 

53. Ferris, C. (2019). Measuring teaching practice during reading/language arts instruction and its relation to student 
achievement. In Vaughn, S., Briggs, K. L. (Eds.), Systems for observing teaching and learning (pp. 1-30). Baltimore, 
MD: Brooks 

54. Field, A. (2020). Discovering Statistics Using IBM SPSS Statistics. New York: Sage. 
55. Francis, D. J., Shaywitz, S. E., Stuebing, K. K., Shaywitz, B. A., and Fletcher, J. M. (2020). Developmental Lag versus 

Deficit Models of reading Disability: A Longitudinal, Individual Growth Curves Analysis. J. Educ. Psychol. 88 (1), 3–
17. doi:10.1037/0022-0663.88.1.3 

56. Frost, L. L. (2019). A multiple-case study of secondary reading specialists. Utah: Bringham Young University.  
57. Fuchs, D., and Fuchs, L. S. (2020). Introduction to Response to Intervention: What, Why, and How Valid Is it? Read. 

Res. Q. 41 (1), 93–99. doi:10.1598/rrq.41.1.4 
58. Gates, V. V. (2019). Competencies that count among reading specialists. Journal of Reading (17), 608-613.  
59. Gener, L.S. (2018). Exploring the implementation of remedial reading programs in the Philippines (unpublished 

doctoral dissertation). The University of Sto. Tomas, Manila, Philippines.  
 

https://doi.org/10.36713/epra0414
https://link.springer.com/chapter/10.1007/978-3-030-16151-4_2
https://doi.org/10.1016/j.socscimed.2016.07.015


      EPRA International Journal of Environmental Economics, Commerce and Educational Management 

       Journal DOI: 10.36713/epra0414 |ISI I.F Value: 0.815|SJIF Impact Factor (2024): 8.481        ISSN: 2348 – 814X 

Volume: 11 | Issue:12 |December 2024 

 

---- 2024 EPRA ECEM     |     https://eprajournals.com/   |    Journal DOI URL: https://doi.org/10.36713/epra0414 -------49 

60. Gersten, R., Haymond, K., Newman-Gonchar, R., Dimino, J., and Jayanthi, M. (2020). Meta-analysis of the Impact of 
Reading Interventions for Students in the Primary Grades. J. Res. Educ. Eff. 13 (2), 401–427.  

               doi:10.1080/19345747.2019.1689591 
61. Godde, E., Bosse, M.-L., and Bailly, G. (2020). A Review of reading Prosody Acquisition and Development. Read. 

Writ. 33 (2), 399–426. doi:10.1007/s11145-019-09968-1 
62. Grabe, J. (2020). Marine Gründungsbauwerke. Read. Foreign Lang. 22 (1), 71–135. doi:10.1002/9783433600443.ch9 
63. Graves, M. F. (2020). A Vocabulary Program to Complement and Bolster a Middle-Grade Comprehension Program. In 

B. M. Taylor, M. F. Graves, & P. Van Den Broek (Eds.), Reading for Meaning: Fostering Comprehension in the 
Middle Grades (pp. 116-135). New York: Teachers College Press. 

64. Granery, C. (2020). Instructional classroom management: A proactive approach to behavior management. White 
Plains, NY: Longmont. Describes a wealth of practical strategies for preventing behavioral problems through carefully 
planned instruction 

65. Guth, J.K, & Pettegil, R. (2020). Teacher Training and Classroom Discipline. In K. Wheldall, Discipline in Schools: 
Psychological Perspectives on the Elton Report. London: Taylor and Francis.  

66. Haab, M. (2021). The emergent nature of the role of a reading specialist: A study of the sociopolitical forces that shape 
the role of a reading specialist. Philadelphia: University of Pennsylvania.  

67. Habagat, J.P & Rizon, E.R. (2022). Narrating the experiences of remedial reading teachers in Cebu city. Philippine 
Quarterly of Culture and Society, 40: 12-2 

68. Hall M, Burns M (2018) Meta-analysis of targeted small-group reading interventions. J School Psychol 66(1):54–66. 
https://doi.org/10.1016/j.jsp.2017.11.002 

69. Hamilton J. O. (2021). Preventing reading failure: A review of five effective programs. The Reading Teacher (92), 30-
39.  

70. Hamre, B. K., & Pianta, R. C. (2021). Early teacher-child relationships and the trajectory of children's school outcomes 
through eighth grade. Child Development, 72(2), 625–638. https://doi.org/10.1111/1467-8624.00301 

71. Hatch, J. A. (2022). Doing qualitative research in education settings. Albany, NY: State University of New York 
Press. 

72. Helf, S., & Cooke, N. L. (2021). Reading specialist: Key to a systematic school-wide reading model. Preventing School 
Failure, 55(3), 140-147.  

73. Henwood, G. F. (2020). A new role for the reading specialist: Contributing toward a high school collaborative 
educational culture. Journal of Adolescent & Adult Literacy (43), 316-325. Journal of English Teaching, Volume 5 (2), 
June 2019 103  

74. Hill, (2021). Remedial Reading in Improving Comprehension Skills of High School Students. Retrieved from 
https://www.grin.com/document/490350 

75. Hodges, K.L. (2020). The Difference Between Emergency Remote Teaching and Online Learning. Retrieved from 
https://er.educause.edu/articles/2020/3/the-difference-between-emergency-remote-teaching-and-online-learning 

76. Hudson, A., Koh, P. W., Moore, K. A., and Binks-Cantrell, E. (2020). Fluency Interventions for Elementary Students 
with Reading Difficulties: A Synthesis of Research from 2000-2019. Educ. Sci. 103, 52–28.  
doi:10.3390/educsci10030052 

77. Hughes, T. (2020). Hypertext support for remedial students and students with learning disabilities. Journal of 
Learning Disabilities, 29(4), 402-412. 

78. Hung, Y. C., & Shiue, Y. M. (2020). The effect of self-directed learning readiness on achievement comparing face-to-
face and two-way distance learning instruction. International Journal of Instructional Media, 32(2), 143–156. 

79. Hutson, B. A., McDonnel, & Fortune, J. C. (2022). A multifaceted view of the roles of the reading specialist. National 
Reading Conference. Clearwater, Florida. International Literacy Association. (2004). The role and qualifications of the 
reading coach in the United States: A position statement of the International Reading Association. Newark, Delaware: 
Author.  

80. International Literacy Association. (2020). Teaching all children to read: The roles of the reading specialist. A position 
statement of the International Reading Association. Newark, Delaware: Author.  

81. Isenberg, J. P. (2020). Teachers' thinking and beliefs and classroom practice. Childhood Education (66), 322-327.  
82. Ivey, G., & Fisher, D. (2020). Learning from what doesn't work. Educational Leadership (63), 8-14.  
83. Jæger MM, Blaabæk EH (2020) Inequality in learning opportunities during Covid19: Evidence from library takeout. 

Res Soc Strat Mobil 68:100524. https:// doi.org/10.1016/j.rssm.2020.100524 
84. Jaeger, E. L. (2018). The reading specialist is a collaborative consultant. The Reading Teacher (49), 622-629.  
85. Jamshidifarsani, et. al., (2019). Technology-based reading intervention programs for elementary grades: An analytical 

review.  
https://www.researchgate.net/publication/328124445_Technology-
based_reading_intervention_programs_for_elementary_grades_An_analytical_revie 

86. Jenkins, J. R., Schiller, E., Blackorby, J., Thayer, S. K., and Tilly, W. D. (2018). Responsiveness to Intervention in 
Reading. Learn. Disabil. Q. 36 (1), 36–46. doi:10.1177/0731948712464963 

87. Kauffman, K., Bucker, T. (2019). Online teaching and technological affordances: An experimental investigation into 
the impact of modality and clarity on perceived and actual learning. 

88. Kim, D., An, Y., Shin, H. G., Lee, J., and Park, S. (2020). A Meta-Analysis of Single-Subject reading Intervention 
Studies for Struggling Readers: Using Improvement Rate Difference (IRD). Heliyon 6 (11), e05024.  
doi:10.1016/j.heliyon.2020.e05024 

89. King-Sears, M. E., Walker, J. D., and Barry, C. (2018). Measuring Teachers' Intervention Fidelity. Intervention Sch. 
Clinic 54 (2), 89–96. doi:10.1177/1053451218765229 

90. Kuhfeld, M., Soland, J., Tarasawa, B., Johnson, A., Ruzek, E., and Liu, J. (2020). Projecting the Potential Impact of 
COVID-19 School Closures on Academic Achievement. Educ. Res. 49 (8), 549–565. doi:10.3102/0013189X20965918 

91. Kuhn, M. R. (2020). A Comparative Study of Small Group Fluency Instruction. Reading Psychol. 26 (2), 127–146. 
doi:10.1080/02702710590930492 

 

https://doi.org/10.36713/epra0414


      EPRA International Journal of Environmental Economics, Commerce and Educational Management 

       Journal DOI: 10.36713/epra0414 |ISI I.F Value: 0.815|SJIF Impact Factor (2024): 8.481        ISSN: 2348 – 814X 

Volume: 11 | Issue:12 |December 2024 

 

---- 2024 EPRA ECEM     |     https://eprajournals.com/   |    Journal DOI URL: https://doi.org/10.36713/epra0414 -------50 

92. Kuhn, M. R., Schwanenflugel, P. J., Meisinger, E. B., Levy, B. A., and Rasinski, T. V. (2020). Aligning Theory and 
Assessment of Reading Fluency: Automaticity, Prosody, and Definitions of Fluency. Read. Res. Q. 45 (2), 230–251. 
doi:10.1598/RRQ.45.2.4 

93. Kulesza, D. (2021). The role of reading specialists: A descriptive study. Las Vegas: University of Nevada.  
94. LaBerge, D., and Samuels, S. J. (2022). Toward a Theory of Automatic Information Processing in reading. Cogn. 

Psychol. 6 (2), 293–323. doi:10.1016/0010-028510.1016/0010-0285(74)90015-2 
95. Lake, R. J. A. (2020). A Test of Missing Completely at Random for Multivariate Data with Missing Values. J. Am. 

Stat. Assoc. 83 (404), 1198–1202. doi:10.1080/01621459.1988.10478722 
96. L'Allier, S., Elish‐Piper, L., & Bean, R. M. (2019). What matters for elementary literacy coaching? Guiding principles 

for instructional improvement and student achievement. The Reading Teacher, 63(7), 544-554.  
97. Lalunio, G.M (2023). Factors that affect teacher attrition in the National Capital Region (unpublished doctoral 

dissertation). Pamantasan ng Lungsod ng Maynila, Philippines. 
98. Lipp, D., Fisher, D., Flood, J., & Frey, N. (2023). Dual role of the urban reading specialist. Journal of Staff 

Development (24), 33-36.  
99. Lembke, E. S. (2023). Examining the Effects of Three reading Tasks on Elementary Students’ reading Performance. 

Doctoral Thesis. Minnesota (MN): University of Minnesota. 
100. Linnakyla, M. (2023). Demand for adult education and determinants of participation. InA. TUIJNMAN 

&Z.HELLSTRO¨M(Eds.), Curious minds. Nordic adult education compared, Nord 2001:9. Copenhagen, Denmark: 
Nordic Council of Ministers 

101. Locke, L. F., Spirduso, W. W., & Silverman, S. J. (2020). Proposals that work: A guide for planning dissertations and 
grant proposals (4th ed.). Thousand Oaks, CA: Sage Publications, Inc. 

102. Lompscher, J. (Eds.). (2019). Learning activity and development. Aarhus University Press. 
103. Lyytinen H, Erskine J (2019) Early identification and prevention of reading problems. Encyclopedia on Early 

Childhood Development, 1–5. Retrieved from http://www.childencyclopedia.com/documents/Lyytinen-
ErskineANGxp.pdf 

104. Machado F, Alves C, Arantes A (2021) Ensinoa distância e digitalização nas escolas durante a pandemia: Uma 
resposta rápidae adaptada à pandemia, mas limitada pela insuficiência de competências e meiosdigitais a requerer 
investimentos. [Online learning and digitalization inschools during the Pandemic: A quick and adapted response to the 
pandemic, butlimited by the insufficiency of digital skills and means requiring investments.Tribunal de contas [Audit 
Office] 9(2):1–66. https://www.tcontas.pt/pt-pt/ProdutosTC/Relatorios/RelatoriosAuditoria/ Documents/2021/rel009-
2021-2s.pd 

105. Marshall & Rossman (2019). Designing Qualitative Research. Thousand Oaks: Sage Publication, 262 pages (4th 
edition), ISBN 9781412924894, USD 47.95 (paperback), ISBN 9781412924887, USD 90.95 (hardback) 

106. Martens, B. K., Young, N. D., Mullane, M. P., Baxter, E. L., Sallade, S. J., Kellen, D., et al. (2019). Effects of Word 
Overlap on Generalized Gains from a Repeated Readings Intervention. J. Sch. Psychol. 74, 1–9.  
doi:10.1016/j.jsp.2019.05.002 

107. Mason, G. E., & Palmatier, R. A. (2023). A preparation for professionals in reading. Journal of Reading (16), 637-640.  
108. McCardle, P., Scarborough, H. S., & Catts, H. W. (2021). Predicting, explaining, and preventing children's reading 

difficulties. Learning Disabilities Research & Practice, 16(4), 230–239. https://doi.org/10.1111/0938-8982.0002 
109. Meeks, B. T., Martinez, J., and Pienta, R. S. (2023). Effect of Edmark Program on Reading Fluency in Third-Grade 

Students with Disabilities. Int. J. Instr. 7 (2), 103–118. 
110. Mertens, D. M. (2020). Research and Evaluation in Education and Psychology: Integrating Diversity with 

Quantitative, Qualitative, and Mixed Methods (pp.2 & 88-189). Thousand Oaks, London, Sage Press. 
111. Miguel, S. (2020). Needs analysis of elementary teachers in the school division of Quezon city. (unpublished master's 

thesis). Centro Escolar University, Philippines.  
112. Moburg, L. G. (2021). A new consultant gets started. Reading Teacher (20), 520-524.  
113. Montalban, A.V. (2020). Reading difficulties of grade 6 pupils of public schools in Manila. (Unpublished master's 

thesis). University of the East, Philippines.  
114. Mosby, E. M. (2022). An analysis of job descriptions for reading specialists in selected school districts in the United 

States. Texas: Texas A & M University. 
115. National Governors Association Center for Best Practices and Council of Chief State School Officers (2020). Common 

Core State Standards Initiative. Available at: http://www.corestandards.org/the-standards/english-language-arts-
standards. Accessed August 15, 2021 

116. National Institute of Child Health and Human Development (2020). Report of the National Reading Panel. Teaching 
Children to Read: An Evidence-Based Assessment of the Scientific Research Literature on Reading and its Implications 
for Reading Instruction (NIH Publication No. 00- 4769). Rockville: U.S. Government Printing Office. 

117. Nederveld, M. (2021). The Effective Remedial Reading Program. Reading Horizons: A Journal of Literacy and 
Language Arts, 7 (2). Retrieved from https://scholarworks.wmich.edu/reading_horizons/vol7/iss2/7 

118. Neuman, W.L. (2020) Social research methods qualitative and quantitative approaches. 4th Edition, Allyn & Bacon, 
Needham Heights. 

119. Newton, R. & Rudestam K. (2021) Surviving your Dissertation: A Comprehensive Guide to Content and Process, 
Newbury Park, CA: Sage 

120. O'Brien, D. G., Stewart, R. A., & Moje, E. B. (2021). Why content literacy is difficult to infuse into the secondary 
school: Complexities of curriculum, pedagogy, and school culture. Reading Research Quarterly (30), 442-463.  

121. O’Connor, J. (2023). The British Journal of Social Work, Volume 44, Issue 7, October 2014, Pages 1805–1822, 
https://doi.org/10.1093/bjsw/bct05 

122. Patton, M. Q. (2021). Qualitative research and evaluation and methods (3rd ed.). SAGE. Physiopedia. (2019, March). 
Biopsychosocial model. https://physiopedia.com/Biopsychosocial_Model 

123. Pfost, M., Hattie, J., Dörfler, T., and Artelt, C. (2022). Individual Differences in Reading Development. Rev. Educ. 
Res. 84 (2), 203–244. doi:10.3102/0034654313509492 

 

https://doi.org/10.36713/epra0414
http://www.corestandards.org/the-standards/english-language-arts-standards
http://www.corestandards.org/the-standards/english-language-arts-standards


      EPRA International Journal of Environmental Economics, Commerce and Educational Management 

       Journal DOI: 10.36713/epra0414 |ISI I.F Value: 0.815|SJIF Impact Factor (2024): 8.481        ISSN: 2348 – 814X 

Volume: 11 | Issue:12 |December 2024 

 

---- 2024 EPRA ECEM     |     https://eprajournals.com/   |    Journal DOI URL: https://doi.org/10.36713/epra0414 -------51 

124. Quatroche, D. J., Bean, R. M., & Hamilton, R. L. (2021). The role of the reading specialist: A review of research. The 
Reading Teacher (55), 282-294.  

125. Rasinski, T. V., and Padak, N. D. (2022). 3-Minute Reading Assessments: Word Recognition, Fluency, and 
Comprehension. New York: Scholastic Incorporated. 

126. Rasinski, T. V., Reutzel, R. D., Chard, D., and Linan-Thompson, S. (2021). “Reading Fluency,” in Handbook of 
Reading Research. Editors M. L. Kamil, P. D. Pearson, B. Moje, and P. Afflerbach (New York: Routledge), 286–319. 

127. Readence, J. E., Baldwin, R. S., & Dishner, E. K. (2018). Establishing content reading programs in secondary schools. 
Reading Teacher, 523-527. 

128. Readence, J. E., Baldwin, R. S., & Dishner, E. K. (2018). Establishing content reading programs in secondary schools. 
Reading Teacher, 523-527.  

129. Reich, J. (2020). Reading comprehension and its component skills in a resource-limited and linguistically complex 
setting: Learning to read in Zambia. 

130. Reimer, D., Smith, E., Andersen, I. G., and Sortkær, B. (2021). What Happens when Schools Shut Down? 
Investigating Inequality in Students’ reading Behavior during Covid-19 in Denmark. Res. Soc. Stratify. Mobility 71, 
100568. doi:10.1016/j.rssm.2020.100568 

131. Rio, A.H. (2020), The roles of remedial reading teachers in the province of Samar: a narrative inquiry. Philippine 
Quarterly of Culture and Society, 33, 27-42.  

132. Rio, A.H. (2023), Levels of awareness of remedial reading teachers on their roles. Philippine Quarterly of Culture and 
Society, 61, 1-14.  

133. Robinson, H. (2018). The secondary school reading specialist. Reading Teacher(12), Journal of English Teaching, 
Volume 5 (2), June 2019 104 103-106.  

134. Robinson, H. (2021). The reading consultant of the past, present, and possible future. Reading Teacher (20), 475-482.  
135. Robinson, R. D., & Petit, N. T. (2019). The role of the reading teacher: Where do you fit in? Reading Teacher (31), 

923-927.  
136. Roper, A. R. (2020). How students develop online learning skills. Educause Quarterly, 30(1), 62–64. 
137. Ruddell, M. (2023). Teaching content reading and writing. Needham Heights, Massachusetts: Allyn & Bacon.  
138. Rupley, W. H., Mason, G., & Logan, J. W. (2020). Past, present, and future job responsibilities of public school reading 

specialists. Reading World, 48-60.  
139. Sarno-Tedeschi, J. M. (2021). The roles of the reading specialists in the culture of high school: A tapestry of 

perceptions, politics, possibilities. New York: Columbia University.  
140. Seidman, I. E. (2021). Interviewing as qualitative research: A guide for researchers in education and the social sciences 

(2nd ed.) New York: Teachers College Press. 
141. Sellnow, J., Kauffman, T. (2023). The development and validation of the online learning climate scale (OLCS)July 

2016Communication Education 65(3):1-15DOI:10.1080/03634523.2015.1101778 
142. Serafini, F. S. (2023). The evolving role of the reading (literacy) specialist. National Reading Conference. San Antonio, 

Texas.  
143. Schwandt, T. A. (2021). Dictionary of qualitative inquiry (2nd ed.). Thousand Oaks, CA: Sage. 
144. Schensul, S., Schensul, J., & LeCompte, M. D. (2023). Wicke essential ethnographic methods. London: Altamira Press. 
145. Scott, L. (2020). Reading 2010 English Language Development by Scott Foresman. 
146. Shaw, M. L. (2018). Preparing Reading Specialists to Be Literacy Coaches: Principles, Practices, Possibilities. Journal 

of Language and Literacy Education, 3(1), 6-17.  
147. Stanovich, K. E. (2021). Matthew Effects in reading: Some Consequences of Individual Differences in the Acquisition 

of Literacy. Selections 21 (4), 360–407. doi:10.1598/RRQ.21.4.1 
148. Stahl, S. A. (2020). Four problems with teaching word meanings (and what to do to make vocabulary an integral part 

of instruction). In E. H. Hiebert and M. L. Kamil (Eds.), Teaching and learning vocabulary: Bringing research to 
practice (pp. 95-114). Mahwah, NJ: Lawrence Erlbaum. 

149. Stryker, S. (2020). Symbolic interactionism: A social structural version. Menlo Park, California: Benjamin/Cummings 
Publishing.  

150. Suggate, S. P. (2020). Why what We Teach Depends on when: Grade and reading Intervention Modality Moderate 
Effect Size. Dev. Psychol. 46 (6), 1556–1579. doi:10.1037/a0020612 

151. Suggate, S. P. (2020). A Meta-Analysis of the Long-Term Effects of Phonemic Awareness, Phonics, Fluency, and 
Reading Comprehension Interventions. J. Learn. Disabil. 49 (1), 77–96. doi:10.1177/0022219414528540 

152. Szadokierski, I., Burns, M. K., McComas, J. J., and Eckert, T. (2019). Predicting Intervention Effectiveness from 
reading Accuracy and Rate Measures through the Instructional Hierarchy: Evidence for a Skill-By-Treatment 
Interaction. Sch. Psychol. Rev. 46 (2), 190–200. doi:10.17105/SPR-2017-0013.V46-2 

153. Tabachnick, B. G., and Fidel, L. S. (2020). Using Multivariate Statistics. London: Pearson Education. 
154. Tatum, A. W. (2022). A road map for reading specialists entering schools without exemplary reading programs: Seven 

quick lessons. Reading Teacher (58), 28-39.  
155. Therrien, W.J. (2023). Fluency and Comprehension Gains as a Result of Repeated Reading: A Meta-Analysis. 

Retrieved fromhttps://journals.sagepub.com/doi/10.1177/07419325040250040801  
156. Thomas, E. L. (2019). A reading consultant at the secondary level. Reading Teacher, 509-514.  
157. Thompson, M. E. (2019). Remedial college freshmen English students: Description and characteristics. Reading 

Horizons: A Journal of Literacy and Language Arts, 19(3), 15. 
158. Umali, M. (2019). The Reading Difficulties of Grade III Pupils in District IV in the Schools Division of Manila. 

Manila: Philippine College of Health Sciences, Inc. 
159. Vacca, J. L., & Padak, N. D. (2020). Reading consultants as classroom collaborators: An emerging role. Journal of 

educational and psychological consultation (1), 99- 107.  
160. Valentine, D. T. (2019). Stuttering Intervention in Three Service Delivery Models (Direct, Hybrid, and Telepractice): 

Two Case Studies. Int. J. Telerehabil. 6 (2), 51–63. doi:10.5195/ijt.2014.6154 
 

https://doi.org/10.36713/epra0414


      EPRA International Journal of Environmental Economics, Commerce and Educational Management 

       Journal DOI: 10.36713/epra0414 |ISI I.F Value: 0.815|SJIF Impact Factor (2024): 8.481        ISSN: 2348 – 814X 

Volume: 11 | Issue:12 |December 2024 

 

---- 2024 EPRA ECEM     |     https://eprajournals.com/   |    Journal DOI URL: https://doi.org/10.36713/epra0414 -------52 

161. van Duijnen, T. (2021). The Efficacy Of A Synchronous Online reading Fluency Intervention With Struggling 
Readers. Master's Thesis. Victoria, BC: University of Victoria 

162. van Keer, L. (2020). Strategies for promoting autonomous reading motivation: A multiple case study research in 
primary education 

163. van Norman, E. R., Nelson, P. M., and Klingbeil, D. A. (2020). Profiles of reading Performance after Exiting Tier 2 
Intervention. Psychol. Schs. 57 (5), 757–767. doi:10.1002/pits.22354 

164. Vasquez, E., Forbush, D. E., Mason, L. L., Lockwood, A. R., and Gleed, L. (2021). Delivery and Evaluation of 
Synchronous Online reading Tutoring to Students At Risk of reading Failure. Rural Spec. Educ. Q. 30 (3), 16–26. 
doi:10.1177/87568705110300030 

165. Viana, F. L., Ribeiro, I., Vale, A. P., Chaves-Sousa, S., Santos, S., and Cadime, I. (2019). Teste de Leitura de Palavras 
[Word Reading Test]. Rockville: CEGOC. 

166. Viner, R. M., Russell, S. J., Croker, H., Packer, J., Ward, J., Stansfield, C., … Booy, R. (2020). School closure and 
management practices during coronavirus outbreaks including COVID-19: A rapid systematic review. The Lancet 
Child & Adolescent Health, 4(5), 397- 404. https://doi.org/10.1016/S2352-4642(20)30095-X 

167. Vogt, G. L., & Shearer, D. A. (2020). Rockets: teacher's guide with activities in science, mathematics, and technology. 
Final Report, Teaching From Space Program NASA Johnson Space Center, Houston, TX.  

168. Wallace, M. C. (2020). The literacy coach's handbook: A guide to research-based reform. New York, NY: Guilford 
169. Walpole, S., & McKenna, M. C. (2020). The literacy coach's handbook: A guide to research-based reform. New York, 

NY: Guilford 
170. Wanzek, J., Vaughn, S., Scammacca, N., Gatlin, B., Walker, M. A., and Capin, P. (2019). Meta-analyses of the Effects 

of Tier 2 Type reading Interventions in Grades K-3. Educ. Psychol. Rev. 28 (3), 551–576. doi:10.1007/s10648-015-
9321- 

171. Wennerstrom, A. (2021). The Music of Everyday Speech: Prosody and Discourse Analysis. New York: Oxford 
University Press 

172. Wolcott, J. (2018). Influential qualitative research. Sage Publication. https://qualpage.com/2017/06/06/influential-
qualitative-researchers-harry-f-wolcott/  

173. Zimmerman, B. S., Rasinski, T. V., Was, C. A., Rawson, K. A., Dunlosky, J., Kruse, S. D., et al. (2019). Enhancing 
Outcomes for Struggling Readers: Empirical Analysis of the Fluency Development Lesson. Reading Psychol. 40 (1), 
70–94. doi:10.1080/02702711.2018.1555365 

174. Zimmermann, L. M., Reed, D. K., and Aloe, A. M. (2021). A Meta-Analysis of Non-repetitive reading Fluency 
Interventions for Students with Reading Difficulties. Remedial Spec. Educ. 42 (2), 78–93.  
doi:10.1177/0741932519855058 

 

https://doi.org/10.36713/epra0414

