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ABSTRACT 

The purpose of this study was to investigate instructional reading strategies, 

professional development and training, and reading assessments used to improve student 

reading skills in secondary high schools. The study focused on urban high schools in 

Northeast Indiana with diverse populations. Classroom teachers at the secondary level 

described their experiences in teaching reading. These "lived through" classroom 

experiences were examined to gain a better understanding of how instructional reading 

strategies, professional development and training, and reading assessments could be used 

at the secondary level to improve student reading skills. 

This study expanded on the works ofBarry (1997), High School Reading 

Program Revisited; Barry (2002), Reading Strategies Teachers Say They Use; Said, 

Sisson, Worley, & Zipperer (2002), Literacy Education and Reading Programs in the 

Secondary Schools: Status, Problems, and Solutions; and Schneider and Spor (1999), 

Content Reading Strategies: What Teachers Know, Use, and Want to Learn. This 

research examined the responses and the information pertaining to 13 interview questions 

through teacher interviews, classroom observations, and a review of the curriculum. 

These sources presented emerging themes and patterns. 

The results of this investigation revealed that perhaps the biggest obstacle to 

improving student reading skills in the focus schools was the attitude of classroom 

teachers. Presently, secondary teachers do not accept the teaching of reading skills as 
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their responsibility. Once administrators convince secondary classroom teachers to accept 

their responsibility for teaching reading, administrators have a challenge of providing 

appropriate professional development and training in instructional reading strategies and 

reading assessments. 

The current study focused on an investigation of instructional reading strategies, 

professional development and training, and reading assessments used at the secondary 

level to improve student reading skills. Due to the complexity of the reading process, a 

more in-depth research study needs to be conducted on each of the components of this 

research study. Evidence of failure, clearly points out that learning to read the English 

language is not as easy as some may lead one to believe. Therefore, the following 

recommendations are suggested on topics of instructional reading strategies, professional 

development and training, and reading assessment used at the secondary level to improve 

student reading skills: (a) instructional reading strategies used at the secondary level to 

improve student reading skills, (b) professional development and training used at the 

secondary level to improve student reading skills, (c) reading assessment used at the 

secondary level to improve student reading skills, (d) and focus on the principal's role at 

the secondary level to improve student reading skills. 
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Chapter 1 

INTRODUCTION 

"You want me to teach reading? But I'm a content teacher. I don't have time to 

stop and teach reading. Besides, I wouldn't even know how to begin" (Jacobs, 1999, 

p. 1). Jacobs sees this as being the typical concern of secondary teachers when asked to 

take time to teach reading to struggling students. The purpose of this study was to 

investigate instructional reading strategies, professional development and training, and 

reading assessments used to improve student reading skills in urban high schools. The 

study focused on three urban high schools located in various cities in Northeast Indiana 

and investigates the perceptions of core (math, science, language arts, and social studies) 

teachers toward reading. 

This qualitative case study spotlights teachers in urban high schools situated in 

Fort Wayne, Marion, and Elkhart, Indiana. It examined classroom instructional reading 

strategies, professional development and training, and reading assessments used to 

improve student reading skills. 

1 

As President Bush and education policymakers turn their attention to improving 

America's underachieving high schools, more districts nationwide need to address the 

reading problem in American high schools (McGrath, 2005). When the country's 

governors convened with educators and business leaders in \Vashington, DC for a summit 
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on reforming high schools, improving reading skills was a key item on the agenda 

(McGrath). "This isn't just about bringing kids up to grade level," says Matthew Gandal, 

executive vice president of the policy research group and summit cohost. "If you don't 

have advanced literacy skills today, you don't have much of a chance to a good life" 

(McGrath, p. 2). The use of effective, instructional teaching practices can be instrumental 

in improving reading skills. Bean ( 1997) pointed out that poor readers use a range of 

strategies to guide their own reading more often than good readers. The problems exist in 

conjunction with their lack of direct reading instruction and discussion within high school 

level classrooms (Said, Sisson, Worley, & Zipperer, 2002). Despite the increasing 

pressure for content coverage in today's high stakes testing environment, a growing 

number of secondary teachers across the country are taking the time to teach reading 

strategies for their discipline. 

Apparently, many high school teachers assume, falsely, that students learned 

to read in elementary school and come to their classes with sufficient literacy skills to get 

the information they need from their textbooks and other readable materials (Said et al., 

2002). Because this is often not the case, it is essential that teachers provide direct, 

explicit instructional reading skills and strategies that students need in order to engage in 

the learning process. The National Reading Panel (2000) reports that reading programs 

should be based on scientific research. These programs should emphasize five major 

components of reading acquisition: phonemic awareness, phonics, fluency, vocabulary, 

and text comprehension (Salinger, 2003 ). 

Alfassi (2004) reported results of two quantitative studies that examined the 

efficacy of combined models of reading strategy instruction-reciprocal teaching and 
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direct explanation. Alfassi's studies focused on high school students in the Midwest. 

These studies were designed to determine the effect combined strategy instruction, 

incorporated into the school curricula, had on students' ability to perform reading 

comprehension tasks requiring high levels of knowledge construction (Alfassi). The first 

study involved 49 freshman students enrolled in two language arts classes. Each class 

3 

was randomly selected to an experimental and control group. The study consisted of three 

phases. Phase one was pre-testing using the Gates-MacGinite Reading Comprehension 

Test. Phase two included intervention. Phase three was a post-test. Alfassi examined 

whether combined strategy instruction was superior to traditional instruction. The second 

study included 277 sophomore students in mainstream heterogeneous classes. The 

methodology in this study was similar to the first study. Alfassi's findings support the 

hypothesis of these studies that students exposed to a combined strategy instruction show 

greater improvement on reading comprehension measures than students exposed to only 

literacy learning. 

The increasing emphasis in education on accountability and dependence on 

standardized testing by state boards and by the National Assessment Educational 

Progress (NAEP) is having a damaging effect on the teaching of reading (Pfordresher, 

1991 ). The time required to prepare students for standardized tests takes away from 

valuable instructional time. This pressure to require "high stakes" testing in all realms of 

education has now reached kindergarten classes (Said et al., 2002). Stiggins (2002) 

complains that standardized assessments are being used to blame, dole out punishments 

and rewards, and threaten students and teachers to increase effort. Other prominent critics 

have also condemned the current persuasiveness of standardized achievement testing in 
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u.S. schools (Kohn, 2000; Miller, 2001; Pearson, 2001; Popham, 2001). The National 

Council ofTeachers of English (2000) opposes the use of standardized single-format 

testing as the sole or predominant determinant in decisions about students, their 

placement, progress, or programs. Brozo and Hargis (2003) advocate a prudent, low

stakes use of reading achievement tests to help teachers adapt their instruction to meet 

students' reading needs. Stiggins indicates that using tests to determine students' reading 

ability levels and matching them with the most appropriate instructional and recreational 

reading materials is more likely to promote learning than using assessment to make 

placement and grouping decisions, establish a school or district performance rating, or 

index teacher merit pay to student achievement. 

Effective professional development is another approach to improving reading 

instruction to improve students' reading skills. Improving the quality of teachers in the 

classroom "does more to assist students who are educationally at-risk than any other 

controllable issue" (Denson, 2001, p. 34), such as smaller pupil-teacher ratios or adopted 

materials (Darling-Hammond, 1999). Teacher capacity-building has been found to be the 

most productive investment for schools and far exceeds the effect of teachers' experience 

or class size (Greenwald, Hedges, & Lane, 1996). Cooter (2003a) indicated that teacher 

capacity-building can help urban children succeed in reading. Cooter sees reading failure 

as an epidemic in many urban districts. Cooter's capacity-building model for teacher 

development includes multi-layered training plus coaching. 

Teachers, like professionals in business, medicine and the sciences, require high 

quality and ongoing professional development to remain on the cutting edge of 

effectiveness (Cooter, 2003b). Baskin (2003) indicates that schools win on talent. He 
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suggests that urban schools must invest in their talented teachers. Investment in teachers 

and not programs seems to be a common theme throughout the literature. Schools are 

also hiring literacy coaches to provide on-going professional development. 

5 

Recent research reports such as Beginning to Read (Adams, 1990), Preventing 

Reading Difficulties (Snow, Bums, & Griffin, 1998), its companion, Starting Out Right 

(Snow, Bums, & Griffin, 1999), and the report of the National Reading Panel (2000) 

highlight the vast body of information gleaned from carefully controlled, scientific 

studies of students' reading acquisition. As longitudinal studies funded by the National 

Institute for Child Health and Human Development are completed, the professional 

literature continues to deepen our understanding of what is necessary for children to learn 

to read (Poorman, Francis, Fletcher, Schatschneider, & Mehta, 1998). As Moats (1999) 

points out, because of the complexity of learning to read, teaching reading is clearly a job 

for an expert; in fact, she compares it to rocket science. As more questions are raised 

about reading and teaching reading, better teaching and improved student reading skills 

will hopefully result. 

Unfortunately, many teachers do not have the background or training they need to 

access information and implement research-based reading instruction in their classrooms 

(Lyon & Chhabra, 2004). The attention paid to reading needs to focus on improving 

reading levels of all students (Salinger, 2003). As more students learn to read, including 

those from disadvantaged backgrounds, the hope is that the tendency within education to 

embrace instructional fads will give way to more effective practices based on solid, 

scientific research (Lyon & Chhabra). There is reason to be optimistic about improving 

the use of instructional reading practices used at the secondary level. 



• 

--

6 

Role of the Researcher 

McMillan and Schumacher (2001) stated that qualitative researchers become 

immersed in the situation and phenomenon being studied. According to McMillan and 

Schumacher, qualitative researchers assume interactive social roles in which they record 

observations and interviews with participants in a range of contexts. Qualitative 

researchers frequently cite personal or professional experiences that enable them to 

empathize with the participants -that is, they recognize more readily the observed 

processes and subtle participant meanings than those lacking such experiences (McMillan 

& Schumacher). 

The researcher is a product of the segregated south, born in eastern North 

Carolina. The researcher attended a segregated school system until eighth grade and 

graduated from Tarboro Senior High School in North Carolina. As a child the researcher 

gained a healthy respect for education from the teachers and community. The community 

was not highly educated; however, the importance of education was stressed. The 

researcher is the second oldest often children and the first to attend college and earn a 

college degree. 

The researcher attended and graduated from Wake Forest University, Miami 

University, and Indiana University-Purdue University-Fort Wayne, earned degrees in 

education, and gained a wonderful college experience. The researcher's goal since 

childhood was to become a teacher and a coach. The segregated school system attended 

for seven years impacted the researcher more than any other influence in life. There were 

obvious differences between Black and \Vhite schools and the researcher learned at an 

early age the significa.11ce ofrace and class in America. The researcher's family's 
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economic situation and the treatment of Blacks by the larger society was a driving force 

to inspire the researcher over the years to be the best he can be! Those early childhood 

experiences are the motivating factor that drives the man- Neal Brown III. 

7 

The researcher's professional experience began at Paul Harding High School in 

the fall of 1981 as a physical education teacher and football coach. His dreams had finally 

come true. Since 1981, the researcher had the opportunity to become an assistant 

principal and finally principal at Paul Harding High School. Fall 2006 this researcher 

celebrated his 25th year in the Harding community. Those 25 years have been a joy along 

that path; many life lessons have been learned. 

This researcher never could escape race and class inequalities. In 1981 arriving at 

Harding as a 23 year old young man, the school was affluent and about 90% white. By 

2004 Paul Harding High School had gradually shifted to a less affluent community 

serving an 85% African American population. It was very interesting to see this 

transformation take place. In the last three to five years, the school has been able to meet 

the state graduation average. This is an excellent achievement for these particular 

demographics. However, each year it is becoming more and more difficult to maintain a 

high graduation rate. The transient population and the students' lack of skills are creating 

major hurdles. 

Due to personal and professional life experiences, the researcher developed a 

passion for Paul Harding High School and the community. His goal was to continue the 

fight to provide opportunities for those who may be at a disadvantage. The researcher felt 

the key to student's academic success is their ability to read. This is the skill that most of 

Paul Harding High School students are lacking. As an instructional leader at Paul 
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Harding High School, if this researcher could increase his expertise in the reading area, 

he could better provide appropriate training for the staff. This in tum could lead to 

increased student performance. This researcher selected this topic in order to identify 

reading strategies at the secondary level that could be used to improve secondary 

students' reading skills. This research would also add to the body ofknowledge to assist 

other educators in improving secondary students' reading skills. 

Statement ofthe Problem 

8 

Reading is considered to be a key component in the education process. According 

to many critical observers, the U. S. secondary schools have been failing in a number of 

areas, especially reading (Said et al., 2002). According to the NAEP reading report card 

(Donahue, Voelkl, Campbell, & Mazzeo, 1999), only 40% ofhigh school seniors in the 

United States were proficient or better in reading skills. Proficiency was defined as 

demonstrated competency over challenging subject matter. 

In most secondary schools, the principal as well as the teachers are poorly trained 

in reading instruction. According to Said et al. (2002), many of these reading programs 

are in trouble. The attitudes of secondary teachers toward reading can be instrumental in 

the reading skill level and achievement of secondary students. Lenski and Livingston 

(1998) conducted a study on the effectiveness of content-area literacy instruction for 

secondary pre-service teachers. Their study was to determine how receptive students 

were to learning literacy strategies. The Mikulecky Behavioral Reading Attitude Measure 

Survey and A Scale to Measure Attitudes Toward Teaching Reading in Content Area 

Classrooms formulated by Vaughn, was used to measure pre-service secondary teacher 

attitudes toward literacy. Due to loyalty to their specialized area, pre-service teachers 



showed little attention to the influence of reading on their discipline. The two surveys 

concluded that the pre-service teachers' attitudes were not a hindrance to teaching 

reading strategies; however, pre-service teachers felt they needed to acquire additional 

content reading strategies. 

Reading failure is more pervasive in urban school districts than in suburban and 

rural school districts. This can be credited to an over reliance on scripted reading 

programs as a singular solution and anemic effort at teacher development or capacity

building (Cooter, 2003b). The scripted reading programs are more prevalent in urban 

schools because there is a need to attack reading problems quickly and economically. 

Purpose of the Study 

9 

The purpose of this study was to investigate instructional reading strategies, 

professional development and training, and reading assessments used to improve student 

reading skills in secondary high schools. The study focused on urban high schools in 

Northeast Indiana with diverse populations. Classroom teachers at the secondary level 

described their experiences in teaching reading. These "lived through" classroom 

experiences were examined to gain a better understanding of how instructional reading 

strategies, professional development and training, and reading assessments could be used 

at the secondary level to improve student reading skills. 

Research Questions 

Three research questions guided this study: 

1. What are the most effective professional development and training for secondary 

classroom teachers in reading? 

2. What is the most effective teaching method or strategy to improve reading? 
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3. What reading assessment instruments are most effective in evaluating student 

reading skills? 

Thirteen open-ended interview questions were asked because open-ended 

questions best satisfy the requirement for a qualitative study (McMillan & Schumacher, 

2001). Open-ended questions allowed more insights to questions to emerge. These 

interview questions are categorized under the heading of instructional strategies, 

professional development, and reading assessment. 

1. Instructional Strategies 

a. What instructional reading strategies are used at the secondary level? 

b. How can secondary classroom teachers improve students' reading skills? 

c. What are the attitudes of secondary teachers toward teaching reading at the 

secondary level? 

d. What reading programs are used at the secondary level? 

e. How should secondary teachers address the problem of reading in the 

classroom? 

2. Professional Development and Training 

a. Describe secondary teacher professional development and training in the 

reading area. 

b. What professional development and training is most helpful to secondary 

teachers in reading? 

c. What is the source of most secondary teachers' information about reading? 

d. \Vhat kinds of support do teachers need to address reading in secondary 

school? 

10 
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3. Reading Assessment 

a. Are secondary students reading at grade level? 

b. What assessments are used to evaluate reading programs? 

c. What assessments are used to evaluate students' reading abilities? 

d. How important is reading at grade level to the overall educational process? 

Significance ofthe Study 

This study provided an extension of the understanding of instructional reading 

strategies used in secondary classrooms. It is significant because it may present 

administrators and teachers with a better understanding of how instructional reading 

strategies, professional development and training, and reading assessments impact 

secondary students reading skills. This study sheds light on how educators can improve 

reading professional development programs and how to improve students' standardize 

test scores. Teachers and administrators may also learn how to use reading assessments 

more effectively when making academic decisions about students. 

As indicated by Janney (2003), 38% of Indiana Public Schools have reading 

goals. These reading goals are an integral part oflndiana's Public Law 221 school 

improvement plans. According to the fall issue of Net Words ( 2004), currently 26% of 

Indiana students who enter the 9th grade do not graduate in four years, and a major 

contributor to this problem is poor reading skills. 

Definition of Terms 

For the purpose of this study, the following terms are operationally defined: 

Fluency. The ability to identify words and letters automatically . 

11 
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Instructional Reading Strategies. Explicit instruction that secondary teachers give 

students that will teach them to be more skillful and strategic readers. 

Phonemic Awareness. The ability to recognize spoken words as a sequence of sounds. 

Phonics. The study of speech sounds and their function in a language. 

Pre-service Teacher. An undergraduate student who is interested in becoming a 

secondary classroom teacher. 

Proficient Reader. A student who is reading at or above grade level. 

Reading. The process of constructing meaning through the dynamic interaction among 

the following: 1) the reader's existing knowledge; 2) the information suggested by the 

text being read; and 3) the context ofthe reading situation (Wixson, Peters, Weber, & 

Roeber, 1987). 

Reading Assessment. Instrument used for measuring student progress in reading. 

Reading Problem. The inability to read at or above grade level. 

12 

Scripted Reading Programs . Programs that tell teachers what to do, what to say, when to 

pick up a book, and when to put it down. Teachers get all the materials necessary to teach 

a lesson, as well as a script to follow. 

Secondary Level. Grades 9-12. 

Secondary Teacher. A licensed teacher in grades 9-12. 

Text Comprehension. The ability to get meaning from the text, remember what was read, 

and communicate with others about what was read. 

Urban. Schools within a metropolitan statistical area of a mid-size city or a large city as 

defined by the Census Bureau. 

Vocabulary. The words of which one has listening and speaking knowledge . 
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Assumptions ofthe Study 

This study contains the following assumptions: 

1. Secondary teachers use instructional strategies across the curriculum. 

2. Secondary teachers provide honest responses to the open-ended interview 

questions. 

3. Secondary teachers have been exposed to staff development activities in 

reading. 

4. Secondary teachers were exposed to instructional reading strategies in their 

undergraduate education program. 

Delimitations of the Study 

This research study confined itselfto interviewing and observing faculty members 

and classrooms in urban secondary public schools in Northeast Indiana. The participants 

in this study were core teachers in the areas of science, math, language arts, and social 

studies. Other urban secondary public schools may use the results of this study as a 

means of improving student reading skills at the secondary level. 

Limitations ofthe Study 

There are certain limitations which should be taken into account in this study. The 

purposeful sampling procedure limits the generalizability of the findings. The validity of 

the study depends on the degree of accuracy and objectivity of responses to the open-

ended interview questions. Classroom observations were used to validate the study. 

Organization of the Study 

This research study was completed consistent with the requirements of the Office 

of Graduate Studies and the Department ofEducational Leadership and Foundations at 

... 
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Indiana State University. Chapter 1 introduced the statement of the problem, the 

purpose of the study, the research and interview questions, the significance of the study, 

definition ofterms, assumptions, limitations, delimitations, and the organization of the 

study. Chapter 2 included a review of recent research and literature to provide a 

theoretical basis for the research study. The literature review focused on instructional 

reading practice, reading assessment, and professional development. Chapter 2 also 

evaluated the knowledge gap. Chapter 3 concentrated on the design and methodology 

used to conduct the research study. The analysis of the data and findings was presented in 

Chapter 4. Conclusions and recommendations for further research can be found in 

Chapter 5. 
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Chapter 2 

REVIEW OF THE LITERATURE 

This chapter explored the literature in the content area of reading. The primary 

focus was on the instructional reading strategies used at the secondary level to improve 

student reading skills. It was also significant to assess the impact of curriculum and 

standards, professional development and training, and reading assessment on improving 

student reading. This researcher's interest in instructional reading strategies was 

generated by the desire, as a high school principal, to improve the reading skills of 

secondary students in urban schools. Cooter (2003a) indicates that reading failure has 

reached epidemic proportions in many urban school districts. 

This chapter begins with a historical overview of reading issues in public 

education. The chapter continues with an examination of reading curriculum and 

standards, instructional strategies, professional development and training, and reading 

assessments analyzed in the literature. This literature review concentrates on issues 

related to low student reading achievement, the importance of student reading 

development, the importance of reading success at the secondary level and the critical 

role of the teacher. 
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Historical Perspective and Overview 

As mentioned by Irvin, Lunstrum, Lynch-Brown, and Shepard (1995), reading is 

a well-documented problem in American secondary schools. According to Goodlad 

(1984), secondary schools are performing poorer then they once were. Goodlad suggested 

that part of the problem might be the lack of time devoted to reading instruction. Goodlad 

indicated that reading occupies only about .2% of class time in school. Horkay (1999) 

pointed out that students who read daily scored higher on national reading tests than their 

peers who read less frequently. Fair and Tone (1998) indicated that students experience a 

declining interest in reading through the secondary years. The report of the most recent 

NAEP indicates that once again, fourth, eighth, and twelfth grade reading scores are 

abysmally low, particularly among disadvantaged students (National Center for 

Education Statistics, 2003). As noted in all of the NAEP reading results for the past 

quarter of a century, reading failure is most prevalent among children from disadvantaged 

environments (Lyon & Chhabra, 2004). According to Lyon and Chhabra, current 

instructional practices and polices are failing our most vulnerable students. 

Studies have indicated that 40% of 16 year-oldstudents attending high school 

have not acquired intermediate reading skills (Irvin et al., 1995). Reading ability is vital 

to students' learning. Reading is the key to their success in school and most importantly 

their success in life. If students cannot read well, they are at a serious disadvantage 

(Salinger, 2003). 

According to the U.S. Department of Education (1993), roughly 80% ofhigh 

school dropouts are poor readers, and students who are poor readers have trouble in all of 

their subjects in school. This constitutes a large proportion of students who become 



disciplinary problems. The U.S. Department of Education reported high school 

dropouts go on to populate the nation's prisons. It's quite evident that reading skills are 

essential to the overall achievement of high school students (Codding, 2001; Darwin & 

Fleischman, 2005; McGrath, 2005; Salinger, 2003). 
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Although 8th and 12th graders have steadily improved on U.S. national 

assessments that measure fundamental skills, such as reading for literary experiences, 

reading to gain information and reading to perform a task (National Center for Education 

Statistics [NCES], 1999), many secondary students continue to perform at unacceptable 

levels. The NAEP in their reading reports has documented no overall change in reading 

ability from 1992 to 2000. 

In a recent study by a panel of reading researchers, one panelist commented: 

This is more than a crisis for high school kids. We almost need a trauma center to 

take care of this problem; it's that serious for kids who can't read ... It's the 

number one factor standing in the way of their graduating. (Manzo, 2004, p. 10) 

Presently, 78,289 students enrolled in Indiana's 5th grades will enter high school 

in the fall of2008 (NetWords, 2005). According to the Manhattan Institute, 26% or 

20,355 of these students will not graduate in 2012 should the present crisis in reading 

continue to exist. If the class of 2012 is able to enhance their reading skills, they will 

increase their chances of graduating from high school (NCES, 1999). 

High school students who encounter difficulties in reading generally fall into one 

of three groups. Some students have severe deficits in reading that can be traced to weak 

decoding skills. Secondly, students may not know enough phonics to sound out words 

appropriately. Thirdly, students become so focused on decoding that they are unable to 



comprehend the meaning of the words and sentences (Schoenback, Greenleaf, Cziko, 

& Hurwitz, 1999). 
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Collins (1996) addressed issues of students' lack of reading skills. She found the 

major problem to be lack of reading comprehension among remedial readers at the 

secondary level because of poor motivation, lack of experience, and egocentricity. 

Collins concluded that students who are unsuccessful in the classroom lack experience 

with language in meaningful situations. 

Some researchers believe the nature of secondary school teacher training 

programs and the secondary schools themselves may exacerbate the problem (Alvermann 

& Moore, as cited in Barr, Kamil, Mosenthal, & Pearson, 1991; Vacca & Vacca, 2005). 

Secondary schools are departmentalized. Therefore, each department focuses on its core 

content rather than on more general skills such as reading. We often hear a math, social 

studies or other teachers say, "I don't have time to teach reading or writing. That's the job 

of English teachers" (Said et al., 2002, p. 6). In a survey of 46 principals from Savannah

Chatham County School District, half of the principals surveyed believed the teachers in 

their building were not prepared to address the reading problems or to plan instruction to 

foster reading development (Said et al.). Of the survey respondents, 85% represented 

urban schools. 

Darwin and Fleischman (2005) suggest that no one program or approach will 

meet the needs of all high school readers. They pointed out that secondary schools should 

consider making comprehensive instructional and infrastructional changes. Schools rely 

heavily on textbooks as the main printed source of curriculum delivery, even after the 

evidence is showing that the average student in secondary classrooms is reading below 
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the level of many content-area texts (Allington, 2002). Barry ( 1997) conducted a 

national survey on the status of high school reading programs and randomly sampled 

2,287 principals across the United States. She received responses from 737 principals, 

reading specialists, teachers, and curriculum directors in 48 states and the District of 

Columbia. The survey asked principals to identify programs and practices in place for 

high school students who have difficulty reading (i.e., those who are two or more grade 

levels below their peers in reading achievement) and to present comparisons between 

current practices and past practices. The questions focused on structures (i.e., Is a 

program in place? What is it called? What grade levels are served? How are students 

placed in programs?); evaluation (i.e. student progress); organization and staffing (i.e., 

Which teachers or/and departments are responsible for programs and what are their 

credentials); and instruction (i.e., most materials used). She discovered a significant 

reduction in reading services at the secondary level. The research showed a heavy 

reliance on standardized tests usage for student placement and evaluation. There also was 

a movement away from pullout programs. The survey respondents expected educators to 

teach students reading in their content classes. However, like other researchers, Barry 

found that many content teachers resist their role as reading teachers. Teachers cited a 

lack of time, skills, and support as reasons not to teach reading in their content area. 

"Research evidence is essential for identifying effective educational practice" 

(Reyna, 2004, p. 4 7). The scientific method is already realizing some of its potential to 

improve reading instruction (Lyon & Chhabra, 2004). The educational community is 

becoming more aware of the so-called "scripted" reading programs (Success for All, 

Open Court, and Reading Mastery). To attack reading problems quickly and 
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economically in a high stakes test environment, school districts are quick to acquire 

scripted reading programs. However, no scripted reading programs have been found to 

meet the needs of all, or even most, students (Cooter, 2003b ). Current research has shown 

that basing our instructional practices and policies on converging scientific evidence will 

result in significantly more students learning to read proficiently (Lyon & Chhabra). 

When the National Center on Education and the Economy (NCEE) began to 

examine the body of knowledge about older students who struggled with literacy, 

surprisingly it found only a small amount of research on which to base its efforts 

(Codding, 2001). To gain a better understanding of reading at the secondary level, 

policymakers and advocates of high school reform are taking seriously the problem of 

reading and are turning their attention to supporting research-based efforts to improve 

reading (Lenz, Ehren, & Deshler, 2005). The federal government has committed its 

energies and an unprecedented amount of money to improve reading skills of students 

(Salinger, 2003). An education bill which is moving through Congress would set aside 

about $1.2 billion in 2006 for reading intervention. 

Curriculum and Standards 

Marsh and Willis (1995) define curriculum as an interrelated set of plans and 

activities that are intended to result in identifiable outcomes that almost always pertain to 

student learning. Cuban (1992) informs that there are over 1,100 curriculum books 

written in the 20th century and each gave its own definition variation of curriculum. 

Traditionally in public schools, curriculum is defined as the courses taught. This may also 

include textbooks or other materials used to teach the course. 
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Reading is the single most heavily researched area of the whole curriculum; 

however, it remains a field in which a good deal of fundamental work has yet to be 

approached, one in which a great many teachers would claim to be wholly ignorant 

(Harrison & Gardner, 1977). Many secondary teachers see themselves as specialists in 

their disciplines and assume that teaching reading is the responsibility of the English 

teacher (Said et al., 2002). Dean (2000) reminds us that in the secondary school the 

responsibility for reading is usually, but not always, situated within the work of the 

subject known as English. Umphrey (2001) explains that although middle and high 

school teachers rightfully view subject-area content to be their primary responsibility, 

researchers increasingly recognize that all teachers must be part of the effort to make sure 

no child is left behind because of reading problems. 

Beane (1993) encourages integration of reading throughout the school curriculum. 

Beane believes reading becomes more meaningful to students when it is seen as a critical 

part of all courses rather than as an isolated skill. Beane asserts that reading can be taught 

concurrently with other courses. Stevenson and Carr (1993) consider teaching across the 

curriculum a means for teachers to help students learn how to acquire knowledge 

effectively rather than just to accumulate bits and pieces of information. Stevenson and 

Carr conclude that reading can be used more effectively across the curriculum. Therefore, 

high school teachers should teach reading. They do not have to be reading teachers to 

help students improve their reading skills. There are reading strategies that teachers can 

use on a daily basis and collaborate in a school-wide effort to improve all students' 

reading skills (Umphrey, 2001 ). 



The committee on the Prevention ofReading Difficulties in Young Children, a 

group organized by the National Research Council, estimates that "the educational 

careers of25-40% of American children are imperiled because they don't read well 

enough, quickly enough, or easily enough, to ensure comprehension in their content 

courses in middle and secondary school" (Snow et al., 1998, p. 98). 
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Allen (2001) discovered patterns in high school curriculum and instruction that 

consistently gets in the way of reading competence for students. Allen gathered this 

information through interviews and surveys with over 4,000 high school students. Allen 

identified those patterns as lack of interest and motivation, insufficient and inappropriate 

resources, insufficient background knowledge, insufficient reading experiences, inability 

to break text codes, inadequate support of inappropriate interventions, and lack of 

independent reading strategies. 

There are several educational movements in this country that impact the reading 

curriculum as part ofthis literature review. Four of these educational movements will 

briefly be discussed. These educational movements affect the implementation of reading 

curriculum in thepublic schools. This literature review looks at the following educational 

movements: whole language, critical literacy (writing and reading across the curriculum), 

integrated learning programs and phonics. 

Whole Language 

Whole language can be described as a philosophy of teaching literacy that 

includes the use of trade books, with concurrent instruction in reading, writing, and oral 

language, and focuses on meaningful, functional, and cooperative learning (Neuman, 

Copple, & Bredekamp, 2000). The term whole language can be traced back through 
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literature-based reading all the way to Deweyian progressive education in the 1920's 

and 1930's (Zemelman, Daniels & Hyde, 1998). Zemelman et al. see whole language as a 

grassroots movement of mostly elementary teachers. Teachers interested in whole 

language can study books by Goodman (1988), Routman (1988), and Atwell (1998). 

There is a substantial amount of research on whole language and related 

literature-based reading programs that show standardized achievement gains for students. 

Tunnell and Jacobs (1989) conducted several studies which concluded that whole 

language programs showed standardized achievement gains for students. Cohen's (1968) 

study of students in low socioeconomic areas of New York compared a literature 

component to the use of basal research and showed statistically significant higher test 

scores for students in the literature-focused group. Cullinan, Jaggar, and Strickland 

(1974) replicated the study with similar results. There are other quantitative and 

qualitative studies supporting the whole language approach (Berger 1992; Bunt, 1993, 

1994; Carlburg & Eller, 1992; Richards, 1996). Zemelman et al. (1998) describe the 

whole language classrooms as being child-centered, sociable, cognitive places where 

students are instructed through choice-rich reading and writing workshops, conferences 

with peers and adults, and thematic group investigations, and as being places where 

essential skills in writing, reading, math, science, are effectively taught within these 

activities. Whole language is the largest, strongest, and most coherent manifestations of 

the neo-programs in American schools. Zemelman et al. believe the whole language 

approach can be effectively implemented in secondary schools. Zemelman et al.'s book, 

Best Practice New Standards for Teaching and Learning in America's School is a 

resource for implementation of the whole language approach at the secondary level. 
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Critical Literacy 

Critical literacy, usually called writing and reading across the curriculum, is a 

movement that brings reading and writing strategies to the content areas. Critical literacy 

is an instructional strategy implemented in secondary schools. Meltzer and Okashige 

(2001) say that effective support of content area literacy depends on teacher 

understanding of the idea, that the literacy demands of each content area vary, and that 

reading and writing are valuable ways to develop content area understanding. The 

content-area teachers must fully understand the reading and writing demands their 

discipline require. Teachers then must skillfully weave the best practices into content

area teaching and learning. 

Zemelman et al. (1998) explain the critical literacy process as presenting content 

teachers with some of the key experimental, cognitive, and collaborative strategies in 

literacy education and adopting them to the new subject matter. Teachers should be 

involved in staff development activities to harness their mastery of these strategies. 

Critical literacy can strengthen the effectiveness of the classroom teacher. Meltzer and 

Okashige (2001 ), project managers for the adolescent literacy project at Brown 

University, give suggestions for the implementation of reading and writing across the 

curriculum. 

Meltzer and Okashige's (2001) suggestions for implementation of reading and 

writing across the curriculum include the following: 

1) Teachers should make frequent connections between texts and students' life 

experiences, texts and films, and texts; 2) Students should interact with text to 

gain meaning, explore content with one another, and to develop common 
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understanding; 3) Teachers should identify and make explicit discourse features 

(i.e. research, discussion, graphics, argument, problem-solving, and conclusions) 

that are critical to understanding their content area; 4) Staff development should 

be relevant and focused; 5) and the initiative should have a clear process for 

program review and evaluation (p. 17). 

Integrated Learning 

An integrated learning program has two dimensions. First, integration implies 

wholeness and unity rather than separation and fragmentation. Second, real curriculum 

integration occurs when young people confront personally meaningful questions and 

engage in experiences related to those questions (Beane, 1991 ). There is a modest 

national trend toward interdisciplinary, thematic programs, in which groups of teachers 

and students identify large chunks of subject matter within or beyond the traditional 

curriculum in secondary classrooms (Zemelman et al., 1998). However, Beane makes a 

point that boundary breeching thematic or disciplinary units are not automatically 

integrative, especially if teachers constrict and conduct them without generally sharing 

responsibility with students. 

Beane ( 1991) stresses the fullest, most meaningful interdisciplinary programs do 

not offer links between separate courses or feature teachers highly structured designs, but 

rather put the students' choice and authority at the core. Today, many secondary 

educators are working to enhance truly progressive principals in interdisciplinary 

programs (Zemelman et al., 1998). 

Phonics 
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Phonics on the other hand is an educational movement geared toward the early 

grades. Phonics is the relation between letters and sounds in written words or an 

instructional method that teaches children these connections (Neuman et al., 2000). 

Harrison and Coles (1992) emphasize that phonics has been the battleground of different 

political interpretations of teaching reading for many decades. Zemelman et al. (1998) 

point out that phonics has nothing whatsoever to do with reading instruction much above 

second-grade level, except for students with specific learning disabilities or other special 

needs. Beane (1991) reminds us that phonics is not a way of teaching reading, but a 

resource supporting the process. Zemelman et al. compares teaching phonics to a 5th 

grader like teaching the alphabet to a high-school student. They also see phonics as being 

only a part of an effective reading program. They point out that most reading experts 

agree that phonics, as one of four or five necessary daily activities, should take up no 

more than 20 or 25% of total reading time. 

Standards 

Standards are general statements of what students should know or be able to do as 

a result of public school education (Nolet & McLaughlin, 2000). Nolet and McLaughlin 

explain that standards are important in determining what teachers are expected to teach at 

each grade level. Standards are seen as a guide for curriculum. Most content standards 

have been developed in the traditional academic content areas of reading language arts, 

math, science, and social science (Gandal, 1996; McDonnell, McLaughlin, & Morison, 

1997). 

During the past two decades, there have been shifts to global competition and the 

need to ensure that all students receive the same challenging content to prepare them for 



jobs in an information society (McDonnell et al., 1997). These academically focused 

standards are often linked to assessments that are tied to high school diplomas, which 

justify more of a shift from vocational or technical curriculum to a pre-collegiate 

curriculum (McDonnell et al.; Rush, 1992). 
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There are several organizations that have developed standards in reading: The 

National Institute of Education, published Becoming a Nation of Readers (Anderson, 

Elfrieda, Scott, & Wilkerson, 1985); The New Policy Guidelines for Reading was issued 

by the National Council ofTeachers of English (Harste, 1989); and in 1992, the U.S. 

Department of Education selected the NCTE and International Reading Association 

(IRA) to develop a set ofunified National reading standards. However, in 1994 a dispute 

arose between NCTE and IRA and the federal finding was withdrawn (Zemelman et al., 

1998). 

Zemelman et al. (1998) indicated that in 1996, IRA and NCTE issued their long

awaited standards for English Language Arts. This document became a national 

description of good teaching and learning literacy. The material of IRA and NCTE 

standards filled more than a dozen volumes. The standards were simple and direct. 

Zemelman et al. elaborate that there is a basic, professional consensus about state-of-the

art reading instruction. Experts have a better understanding regarding the process of 

reading and somewhat agree on best practices in the teaching of reading. 

Zemelman et al. (1998) authors of Best Practice: New Standards for Teaching 

and Learning in America's Schools have greatly influenced the reading curriculum and 

standards in public schools. According to Zemelman et al., early reform efforts were 

mostly devoted to issues of governance, power, turf, logistics, authority, and money. 
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Zemelman et al. wanted the reform efforts to reach the classroom. Their publication of 

Best Practice ... was a way of turning the dialogue from governance to curriculum. Other 

organizations such as the National Council ofTeachers of English (NCTE) and the 

International Reading Association (IRA) joined forces and also developed standards. 

Meltzer and Okashige (2001) indicate that we now know a lot about how to teach 

reading. 

Instructional Reading Strategies 

While the curriculum and standards serve as guides toward what to teach, 

research-based instructional strategies direct teachers on how most effectively to teach 

the curriculum and standards. Meltzer and Okashige (200 1) write that much is known 

about how to teach reading to struggling adolescent readers and teachers need to know a 

variety of strategies. Recent research describes reading as a process rather than as a set of 

skills to be mastered (National Research Council, 1998). Codding (2001) says that 

readers must interact with the text by applying strategies quickly. 

In their book Strategies That Work, Harvey and Goudvis (2000) asserts that in 

order for teachers to help their students to improve their reading comprehension, teachers 

must know what reading strategies to use and how to use them in their instruction. 

Dickerson and Tabors (as cited by Stewart, 2004) mentioned that teachers must be 

knowledgeable and able to implement instruction that is scientifically based, rigorous and 

tailored to the specific needs of their students. Dickerson and Tabors encouragement of 

the use of research-based practices in reading instruction is in agreement with the No 

Child Left Behind (NCLB) Act of2001. NCLB requires educators to use research-based 

practices in their reading instruction. 
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There are many factors that impact reading achievement (Winograd, Flores

Denas, & Arrington, as cited in Morrow, Gambrell, & Pressley, 2003). These factors may 

include home environment, economics, motivation, parent and peer influences, and 

others. Schneider and Spor ( 1999) write that teachers cannot change or disregard some of 

the factors that impact reading achievement, but they can develop knowledge and utilize 

strategies to increase reading ability. Bruner (1986) indicates that effective strategies such 

as scaffolding bridge the gap between a student's prior knowledge and experiences and 

the content to be learned, requiring him or her to become engaged with the content. 

In "Reading Today" (International Reading Association, 1999), a photograph 

captured a girl with a back pack, walking along a path. The caption underneath the 

photograph read, "The future of today' s adolescents may depend on how educators 

address their special literacy needs," (p. 22). Meltzer and Okashige (2001) explain that 

there are differences in metacognitive skills- methods for learning, studying, or solving 

problems and awareness of one's own thinking processes- between better and poorer 

readers. They think that poorer readers can be taught the strategies that better readers use. 

Based on research, to use such cognitive and metacognitive strategies successfully, 

however, students must learn the literacy strategies, be given time to practice them and 

apply them to a variety of context, and use them to learn in the content areas. The key is 

that all of the best practices occur regularly as a part of every student's high school 

program. 

What can secondary teachers do to teach reading? Meltzer and Okashige (2001) 

suggest secondary teachers skillfully weave best practices into content-area teaching and 

learning. McKenna and Robinson (1990) define content literacy as the ability to use 
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reading and writing to learn subject matter in a particular discipline. Schneider and 

Spor (1999) state that the ability to use reading and writing to learn content is not innate; 

therefore explicit instruction is needed to develop facility with learning from expository 

text. All teachers must develop and use a repertoire of strategies in order to meet the 

situational demands oftextbook learning. Jacobs (1999) indicates that the typical 

concerns of secondary teachers when asked to take more responsibility for their students' 

reading as follows, "You want me to teach reading? But I'm a content teacher; I don't 

have time to stop and teach reading and besides I wouldn't even know how to begin" 

(p. 1 ). Most reading professionals believe that learning is a process that requires students 

to be actively engaged with the text, and current research supports the theory that reading 

is multifaceted (Schneider & Spor). This has caused some changes to occur in 

instructional methodology such as more emphasis on the integration of reading, writing, 

listening, and speaking; the use of authentic literature instead of vocabulary controlled 

selections to teach and practice reading; more opportunities to read and write and 

exposure to a wider a variety of reading materials (Campbell, Reese, O'Sullivan, & 

Dossey, 1996; Clay, 1991; Cullinan, 1992; Giddings, 1990; Goodman, 1976). Schneider 

and Spor comment that a common educational process is to move emergent readers from 

narrative literature to expository text as they begin to read content textbooks in math, 

science, social studies, and other subjects. 

Schneider and Spor (1999) see reading as a prerequisite for all text learning. 

Jacobs (2002) writes that a central purpose of instruction is for teachers to help students 

understand something significant about their content area. Bryant, U gel, Thompson, and 

Hamff (1999) inform us that content-area reading means students interact with text to 
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interpret and construct meanings before, during, and after reading by using their prior 

knowledge and the skills and strategies developed during early reading instruction. 

Content-area reading in science, history, social studies implies that students can read and 

comprehend expository (i.e. explanatory/factual) text, which includes multi-syllabic 

technical words, various expository text structures (e.g. cause/effect, compare/contrast), 

and concepts and facts, and can demonstrate their knowledge of subject matter content 

through various assessment activities. 

The standards for English Language Arts include the section on processes and 

strategies. "In addition to knowledge of texts and text features, students need to learn an 

array of processes and strategies for comprehending and producing text" (IRA & NCTE, 

1996, p. 16). Strategies are defined as, "practiced but flexible ways of responding to 

recognizable contexts, situations, or demands" (IRA & NCTE, p. 16). Instructional 

practices such as ReQuest, DRTA (directed reading thinking activity), mapping, story 

structure, summaries, and other related techniques have greatly expanded the 

instructional repertoires of many teachers (Shanahan & Neuman, 1997). In order for 

secondary content-area teachers to implement principles and practices of reading, they 

must first recognize reading as a meaningful process that can support their instructional 

goals, especially those related to understanding content (Jacobs, 2002). The central 

purpose of most teachers' instruction helps students understand something significant 

about their content area. Perkins and Blythe (1994) see teaching for understanding as 

choosing topics which students can find their own points of entry, directly telling students 

the goals for their understanding, and developing assessments that allow students to 



demonstrate their understanding. The process through which students come to 

understand something from a text is comprehension (Jacobs). 
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Snider (1989) defines reading comprehension as the act ofthinking and 

constructing meaning before, during, and after reading by integrating information from 

the author with the reader's background knowledge. The development and use of 

effective strategies before, during, and after the reading process to foster reading 

comprehension is one of the most significant goals of educators (Mastropiere & Scruggs, 

1997; Pressley, Brown, El-Dinary, & Afflerbach, 1995). Jacobs (1999) says the three 

stages of reading comprehension before, during, and after reading are derived from a 

model oflearning called "schema theory." Jacobs describes the first stage, pre-reading, is 

to acknowledge the contexts, experiences, biases, and background knowledge of students 

that will influence how they read and learn from a text. During pre-reading, Jacobs 

understands that the teacher's role is to help students activate and organize the 

background knowledge and experiences they will use to solve the mystery of the text. 

When teachers are knowledgeable about students' backgrounds, they can purposefully 

choose the appropriate strategies that serve as effective scaffolds between students' prior 

experiences and the content to be presented. A teacher can then clarify unfamiliar 

vocabulary and concepts and help students anticipate the text and make personal 

connections with it, thus promoting students' interest, engagement, and motivation 

(Jacobs). 

Stages of Reading 

Pre-reading activities may include brainstorms and graphic organizers of students' 

background knowledge by using concept maps, clusters, or webs. Teachers can 



33 

encourage students to ask and answer questions before reading. These questions can be 

student generated or teacher generated questions. For example, the teacher may ask a 

student, "What do you think this story is about, given the headings, graphs, or pictures?" 

Jacobs (1999) calls the second stage ofthe reading process guided reading. 

During guided reading, teachers provide students with the structured means to integrate 

the background knowledge that they bring to the text with the new knowledge of the text. 

Students may search for a deeper understanding of the text. Students may revise their 

preliminary questions or predictions, search for tentative answers, gather, organize, 

analyze, and synthesize evidence, and begin to make generalizations or assertions about 

their new understanding that they want to investigate further (Jacobs). Guided reading 

activities include direct writing reflection and collaborative problem-solving activities 

that engage students in searching beyond the text's literal meaning (Jacobs, 2002). Jacobs 

(2000) indicated that teachers might take the factual questions that are sometimes 

provided at the end of a chapter and transform them into questions that ask how or why 

the facts are important or how information that students have to locate in the text informs 

the problem that the students are trying to address (Jacobs, 2000). Pre-reading and guided 

reading activities can enhance not only comprehension skills, but also vocabulary and 

study skills. 

The final stage of the reading process is called post-reading. According to Jacobs 

(1999), during the post-reading stage, teachers give students ways to articulate their 

understanding of what they have read and then to test its validity. Students might apply it 

to a novel situation or argue it against an opposing assertion. For example, students might 

be asked how situations or conditions are similar or different. 
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Beers (2000) shares additional strategies that can be used before, during, and 

after the reading process. Some of the before-reading strategies described by Beers are 

the Open-House which gives students an opportunity to talk to each other about segments 

of a short story, chapter, or poem and predict what will happen next; Probable Passage 1, 

which gives students the practice in predicting what a passage will be about; Probable 

Passage 2, which enabled students to stop and make predictions prior to reading as well 

as encourages students to reflect on what they have read; and Story Impressions where 

students form an impression of the chapters from a list of words, but are not able to create 

entire episodes that they will encounter in reading. 

Some during-reading strategies described by Beers (2000) include: "Retellings," 

where students retell specific events from the novel or retell the plot in its entirely, in 

writing or orally; "Literature Circles" where students engage in critical thinking and 

reflection as they read, discuss, and respond to a book; "Save the Last Word for Me" 

which requires the students to find a passage in the text that illustrates an example of 

something; "Think Aloud" which helps students make predictions about the text, 

compare and contrast events, ideas, and characters, visualize the information that is 

described in the text and make connections to prior knowledge; "Elements of Fiction 

Chart" which assist the reader in comprehending the action of the story by helping him or 

her create a mental picture; "Positive Profile" which asks the student to gather 

information about the character, evaluate and synthesize the information, and create a 

positive written impression of him/her; "Predicting the Outcomes" where students are 

encouraged to stop where they are, close the book momentarily and roll all of the 

information they have into a prediction of what will happen in the coming chapters; and 



"Logo graphic Clues" where symbols or pictures that act as a visual reminder of an 

important literary element in a text provide a support for students as they read. Beers 

describes two after-reading strategies: "Sketch to Stretch" which helps effectively 

identify the main ideas or themes of a literary work; and "Somebody Wanted" which 

facilitates student identification of plot elements, such as conflicts and resolutions. 

Three Components of Content Reading 
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In their work, Bryant, U gel, Thompson, and Hamff ( 1999) decided to focus on the 

following three components of content-area reading instruction: word identification, 

vocabulary, and comprehension. They provided research findings on each component 

including a description of skills involved and instructional strategies for teaching the 

three components of content-area reading according to the three phases of reading

before, during, and after. 

Word identification is defined as the ability to identify or decode unknown words 

rapidly and accurately and is an important prerequisite for reading fluency and 

comprehension (Adams, Treimen, & Pressley, 1998; Moats, 1998). In secondary schools, 

reading content-area text requires an ability to identify unfamiliar, multi-syllabic words 

(Lenz & Hughes, 1990). Good readers are able to develop skills and strategies (e.g. 

syllabication, identification of affixes to help break words into parts) that are needed to 

identify multi-syllabic words (Bryant et al., 1999). Lenz and Hughes explain that 

secondary students with reading disabilities who have mastered basic word identification 

skills taught as a part of beginning reading still may be unable to generalize the use of 

strategies to decode multi-syllabic words; these students can benefit from systematic 

problem-solving strategies for identifying difficult words. According to Lenz and 
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Hughes, word identification strategies include contextual, phonetic, and structural 

analysis skills. Contextual analysis is the ability to determine the meaning and 

pronunciation of unfamiliar words based on how the words are used in the sentences. 

Contextual clues are graphic illustrations such as charts and diagrams and syntactic and 

semantic clues (Johnson & Baumann, 1984): Phonetic analysis refers to students applying 

their knowledge of the orthographic code of the language and phoneme-grapheme 

correspondences to decipher words (Adams, 1990; Stahl, 1998). According to Stahl, 

"effective decoders see words not in terms of phonic rules, but in terms of patterns of 

letters that are used to aid in identification" (p. 212). Lenz and Hughes define structural 

analysis as focusing on students recognizing word units or affixes (e.g. prefixes, suffixes, 

inflections) and applying this knowledge by breaking words apart to facilitate the 

systematic decoding of multi-syllabic words. 

Vocabulary knowledge is the key to comprehending text (Nagy, 1998). Meltzer 

and Okashige (2001) write that in each content area, purposeful vocabulary instruction 

should increase reading comprehension, develop knowledge of new concepts, improve 

range and specifically in writing, help students communicate more effectively, and 

develop deeper understanding of words and concepts of which they were only partially 

aware. Stahl (1986) talks about three levels of processing vocabulary knowledge. The 

first level association processing is when the students link their understanding of the new 

word to a synonym or specific context. The second level comprehension processing 

occurs when a student applies associative knowledge ofthe word, for example, filling in 

a blank to complete a sentence or grouping the word with other words according to 

specific criteria. Stahl calls the third level of processing vocabulary knowledge 



generation processing. Generation processing involves students using their knowledge 

of the word by "creating a novel synthesis of the new word and known information" 

(Stahl, p. 665). An example of generation processing is when the student can define the 

word in his or her own words or recognize the semantic features of the word. 

The goal of vocabulary instruction is to help students develop and apply 

vocabulary knowledge across a variety of contexts and to increase their repertoire of 

strategies for figuring out when new vocabulary independently. Nagy (1998) indicates 

not all vocabulary strategies increase students' reading comprehension. According to 

Boucher ( 1986), students with poor vocabularies do not acquire the meaning of new 

words as quickly as students with richer vocabularies. 
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Reading comprehension is the third component of content-area reading. Reading 

comprehension is defined as the act of thinking and constructing meaning before, during, 

and after reading by integrating information from the author with the reader's background 

knowledge (Snider, 1989). Critical skills of effective comprehension development are the 

ability to activate one's prior knowledge about a topic, to self question, to identify main 

ideas and supporting details, to paraphrase and to summarize (Bryant et al., 1999). 

Therefore, the most significant goals of teachers should be the development and use of 

effective strategies before, during and after the reading process to improve reading 

comprehension skills (Mastropieri & Scruggs, 1997; Pressley, Brown et al., 1995). 

Strategies for the Three Components of Content Area Reading 

There are a variety of effective, instructional strategies for teaching the three 

components of content-area reading. In this section, the instructional strategies focus will 

be on word identification, vocabulary, and comprehension according to the three phases 
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of reading, before, during and after. Effective strategy instruction is defined as when 

teachers who provide explicit instruction to promote the acquisition and mastery of 

reading strategies, provide advance organizers in outline form so students can examine 

the structure of the lesson's content, model how to comprehend text and figure out the 

meaning of new words, prompt students to use reading strategies, provide daily and 

sustained instruction, help students learn when, where, and how to apply reading 

strategies to content-area text, have students practice strategies with a variety of materials 

(e.g., trade books, specialized content area supplements, textbooks), and recognize that 

strategy instruction is part of the total school curriculum and is applicable across content

area classes (Ciborowski, 1992; Deshler, Ellis, & Lenz, 1996; Pressley et al., 1995). 

Word identification instruction involves teaching students strategies to read text 

that contain difficult, multi-syllabic words found in secondary textbooks (Lenz & 

Hughes, 1990). There are several basic instructional tips that teacher can use to help 

students with reading disabilities to decode unfamiliar words. First, teachers can help 

students use decoding strategies to break words apart for easier pronunciation. Secondly, 

teachers can look at a prefix and suffix, or divide words into syllables. Thirdly, teachers 

can focus on words that will be in the text (Lenz, Schumaker, Deshler, & Beals, 1984). 

Cunningham and Cunningham (1992) describe the activity Making Words as an 

activity where students combine individual letters to make two words. The "word for the 

day," which can be a content-specific word, is the final "big" word that students strive to 

figure out. In this activity, students apply their knowledge of sound-letter 

correspondences, orthographic patterns, structural analysis, and content-specific 

vocabulary to form words. According to Cunningham and Cunningham, the steps for 
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Making Words for secondary instruction include preparing the students to learn the 

words and teaching them the words. Lenz et al. (1984) identify instructional procedures 

for teaching a word identification strategy. Instructional procedures for teaching the 

strategy include a) pre-testing and obtaining a commitment from students to learn the 

strategy, b) describing and modeling the strategy, c) having students rehearse the steps to 

mastery, d) having students practice using the strategy with various materials, and e) 

focusing student generalization of the strategy. Teaching the strategy takes about a week, 

and focusing on student on the application of the strategy to content material is an 

ongoing process until students generalize the use of the strategy across situations (e.g., 

reading text, taking a test, doing homework). Prerequisite skills for using this strategy 

include knowledge of prefixes and suffixes and basic phonic rules (e.g., digraphs, 

blends). 

Vocabulary instruction has the most effect on comprehension if students are 

involved in different activities such as defining words and using the words in context 

(Stahl, 1986). Vocabulary instruction should include teaching words independently in 

context (Bauman & Kameenui, 1991 ). 

Suggestions for instructional tips for teaching words and concepts may include 

teaching specific vocabulary before teaching the lesson (Bryant et al., 1999), presenting 

vocabulary in semantically groups (e.g. semantic maps, semantic feature analysis) (Nagy, 

1998), providing exposure to words across contexts (Stahl, 1986), providing instruction 

on new words in each lesson and their relationship to the content-area text (Bryant et al.), 

having students process new vocabulary in relationship to their background knowledge 

by indicting what they know about the topic (Beck & McKeown, 1991 ), having students 



create new sentences using the new vocabulary (Stahl), having students create word 

lists, and providing activities that will give students an opportunity to use semantic and 

syntactic features to determine the context meaning of new vocabulary (Vaughn & 

Kingner, 1999). 
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Semantic mapping is defined as a procedure that will help students understand the 

relationship between new vocabulary and prior knowledge and see the relationships 

among conceptual ideas (Nagy, 1998; Scanlon, Duran, Reyes, & Gallego, 1992). Nagy 

describes semantic feature analysis as a procedure that helps students develop 

understanding of relationships among word meaning. The example Nagy gives is that 

new vocabulary is presented in a column and semantic feature such as words or phases 

are compared to aspects of the meaning that are shared by the words or that discriminate 

one word from another word are presented in a row. 

Bryant et al. (1999) believe comprehension instruction should focus on providing 

students with a variety of strategies that students can use before, duririg, and after reading 

to activate prior knowledge, engage self-monitoring abilities, interpret text structures, and 

review and reflect on text. Before-reading strategies to improve student comprehension, 

students can activate prior knowledge by verbalizing what students know and what they 

want to know about the topic (Ogle, 1986). Snider (1989) shares with us that teachers can 

provide pre-reading experiences such as field trips or videos to develop prerequisite 

knowledge about a topic. Teachers can also require students to examine the physical 

features of text to make predictions about the topic (Englert & Mariage, 1990). Teachers 

can help students develop self-monitoring skills by providing students with questions to 

complete while they read (Bryant et al.). 
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There are strategies teachers can use to engage students to enhance 

comprehension during the reading phase. Schmidt ( 1989) explains that through self

questioning activities, students can reflect on and monitor their understanding of the text 

as they read. For example, students can do activities that focus on summarizing portions 

of the text that was read by identifying the main ideas and paraphrasing key information 

(Lenz et al., 1984; Vaughn & Kingner, 1999). Other strategies students may use during 

the reading phase may included using word identification strategies to decode words and 

to recognize and use text structures to gain understanding from the reading (Bryant et al., 

1999). 

Students can implement a variety of strategies to improve comprehension after 

completing their reading assignment. Ogle (1986) encouraged students to reflect on what 

they have learned by completing questions based on the text. Students can share their 

reading experiences through presentations, visual representations, media, and book 

reviews (Bryant et al., 1999). Students can also summarize their reading. 

Pikulski (1998) argued that sound pedagogy in reading comprehension instruction 

should focus on four or five strategies. Therefore, the following four reading 

comprehension strategies will be presented: Collaborative Strategies Reading (CSR); 

Preview, Click and Clunk; Get the Gist; and Wrap-up. These reading comprehension 

strategies are effective in enhancing students' understanding of text, as well as improving 

reading skills, (Klingner & Vaughn, 1996; Palincsar & Brown, 1984; Wong, 1979; Wong 

& Jones, 1982). These strategies have also been effective with elementary, middle, and 

high school students (Alfassi, 1998; Rosenshine & Meister, 1994). 



Vaughn and Kingner (1999) explain that CSR is to be taught to the whole class 

by the classroom teacher. The teacher's role is to describe the strategy, model its use, 

role-play the implementation of the strategy with the class, and select students to 

implement the strategy. CSR is applied several times a week until students feel 

comfortable with the strategy. 
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According to Vaughn and Kingner (1999), the strategies for CSR include a 

Preview, Click and Clunk, Get the Gist, and Wrap-up. The purpose of the Preview is to 

motivate the students' interest in what they are reading, to activate background 

knowledge, and read. Students are taught to scan the material quickly, looking for clues 

about the story, the context, the setting, the main characters, and the critical features of 

what they are going to read. Students are provided with about two or three minutes to 

preview the text while searching for information to assist them in formulating predictions 

and connecting their prior knowledge on the subject with their anticipations of reading 

content. Students are then provided with about six minutes to discuss what they have 

learned to develop predictions and to share connections they have made between what 

they already know and what they are about to read. The goals of Preview are for students 

to generate interest and enthusiasm for what they are about to read, stimulate their 

background knowledge, previous experiences, and vocabulary related to what they are 

about to read, provide an opportunity for them to develop hypotheses about what they 

will read and predictions about what they will learn. 

The purpose of Click and Clunk is to teach students to monitor what they are 

reading and to think about information in the text that they know more about and 

information that is causing them difficulties. Many students with learning disabilities 
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display inactive learning styles (Torgesen, 1981) in which they appear more passive as 

learners and less engaged with the learning task. This inactive learning style is often a 

barrier for students in acquiring information from the text and knowing when to use fix

up strategies to repair what they don't know. For example, Bos and Filip (1984) revealed 

that students with learning disabilities are less able than their non-disabled peers to 

monitor their comprehension while they read so that they recognize that what they are 

reading doesn't make sense or that there is a word they don't know. As CSR is designed 

to be used with expository text, learning to monitor what they read and stopping and 

reflecting on what they don't understand is an important strategy for students with 

learning disabilities to acquire. The goals of the Click and Clunk strategy are to activate 

students' self-monitoring so that they are able to recognize when they are following the 

information in the text and when they are not, to teach students to identify when they 

know more about something they are reading, to provide students with practice in 

identifying key words and principles that they do now understand, and to teach students 

to grapple with the text and to consider it an opportunity to understand what the author is 

communicating, what they know and can contribute, and what else they need to know. 

The purpose of Get the Gist is to teach students how to find the main idea of a 

passage. Students are taught to identify the most important points and to rephrase them in 

their own words. Fuchs, Fuchs, Mathes, and Simmons (1997) suggest the number of 

words for summary statements be limited to 10 words or less. The purpose is to exclude 

unnecessary details. 

Wrap-up is like Preview in that it occurs only once during the process, but 

different because it is at the end of reading the text rather than at the beginning. The 
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purpose of Wrap-up is to give students an opportunity to review what they have read in 

order to assist with understanding and remembering what they have learned. Also, when 

students are reading expository text, wrap-up can serve as a study strategy. 

Reciprocal Reading is a reading program developed for poor high school readers. 

The Reciprocal Reading approach is used to improve reading comprehension. Reciprocal 

Reading uses questions to help students read for facts, draw inferences about information, 

and help students process new material based on what they already know (Weedman & 

Weedman, 2001). Most secondary students do not have a problem decoding words. High 

school students have problems making meaning out of sentences (Weedman & 

Weedman). According to Weedman and Weedman, Reciprocal Reading uses three types 

of questions to help students think as they read; text explicit (questions about facts), text 

implicit (questions requesting information inferred by the text), and script implicit 

(questions that require students to process information based on prior knowledge of the 

subject). Standardized tests such as the ACT, SAT, and state tests consist mostly of text

implicit and script-implicit questions. These tests very seldom use fact-based questions. 

Secondary teachers may be guilty of using too many fact-based tests. 

Weedman and Weedman (2001) explained the six main components ofReciprocal 

Reading to include a pre-test, an instructional phase, guided practice, group sharing, post

test and maintenance. The pre-test is given at the beginning to assert the students' 

comprehension levels. The pre-test consists of four reading passages of no less than 200 

words. There are a total of 40 questions (1 0 comprehension questions for each 

paragraph). There should be four text-explicit, four text-implicit, and two script-implicit 

questions. 
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During the instructional phase, the teacher should model for the student how to 

generate factual questions from the material, summarize the information, clarify the 

meaning and the intent (text-implicit), and predict (script-implicit). This phase should 

include 23 minutes on daily reading for 8 days. Two days should be spent on generating 

factual questions, summarizing, clarifying meaning and intent, and predicting. The 

teacher should provide ten sample questions each day to help students understand. As 

teachers move into guided practice they should move slowly from modeling and 

instructing to coaching as students gradually take over teaching. The teacher's role will 

be to .lead and guide students through the process. The goal during guided practice is for 

the student eventually to work independently through the instructional phase. Group 

Sharing gives students an opportunity to practice the reading programs in groups with 

coaching from the teacher. Students will also get an opportunity to learn from each other. 

The post-test is the same as the pre-test. The purpose of the post-test is to compare 

comprehension levels after training. Maintenance is to keep students focused on 

sequential steps of the program during reading. Maintenance consists of two reading 

passages followed by ten questions per passage. Questions should be structured similar to 

the pre-test. Maintenance should be 3 days out of 20. 

Allen (200 1) sees reading strategies as a way for teachers to demonstrate how 

content reading works. Allen believes that by listening to what students want to read and 

modeling effective strategies, teachers can teach students to love reading. Meltzer and 

Okashige (200i) comment that students cannot learn history, English, Civics, or Math 

without first knowmg how to read at a level where the content can be understood. 

Content teachers can greatly contribute to literacy efforts and the enhancement of their 



students reading skills. We know a lot about how to teach reading to struggling 

students, and we know a variety of strategies that can be used to improve student's 

reading skills (Meltzer & Okashige). 

Research-Based Practices 
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What does research say about reading? Recently, evidence indicates that 

policymakers and advocates of high school reform are taking the reading problem 

seriously and are turning attention to research-based efforts to solve the problem (Lenz et 

al. , 2005). Reyna (2004) indicated, "Research evidence is essential for identifying 

effective educational practice" (p. 47). This section will share some of the research-based 

studies. 

Zemelman et al. (1998) wrote a book titled Best Practice: New Standards for 

Teaching and Learning in America's Schools. The authors were frustrated with the 

Chicago Public School's reform process. They suggested that, "No one was paying 

enough attention to actual, day-to-day teaching and learning. Most ofthe early energy of 

reform was devoted to issues of governance, power, turf, logistics, authority, and money" 

(p. 11 ). The authors wanted to change the dialogue from governance to curriculum. 

Therefore, the authors created a publication that focused primarily on teaching and 

learning. 

The term "best practices" was borrowed from the medicine and law professions. 

"Best practice" is an everyday phase used to describe solid, reputable, state-of-the-art 

work in a field (Zemelman et al., 1998). Zemelman et al. felt strongly if a teacher is 

following best practices, the teacher would be aware of recent research and would offer 

students the full benefits of the latest knowledge, technology, and procedures. Zemelman 
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et al. used mainstream sources such as professional associates and research centers for 

their book. They illustrated these recommendations with stories from Chicago public 

school teachers who were practicing state-of-the-art instruction in their classroom 

everyday. Zemelman et al. were surprised at the high level of agreement among those in 

the field about best practice. The book Best Practice: New Standards for Teaching and 

Learning in America's Schools by Zemelman et al. established "best educational 

practice" in reading, writing, math, science, and social studies. 

Peer-tutoring has been gaining popularity over the years. There is research to 

support its use to improve reading skills (Fuchs, Fuchs, & Kazdan, 1999; Maheady, 

Sacca, & Harper, 1988). There are studies at the secondary level supporting peer tutoring 

as a means of teaching reading comprehension strategies (Mastropieri, Scruggs, Graetz et 

al., 2002). 

Fuchs et al. (1999) researched the effects of peer-assisted learning strategies 

(PALS) on reading fluency, reading comprehension, and attitudes toward reading. Ten 

high schools, 18 special education and remedial reading teachers were assigned to PALS 

or contrast treatments. PALS occurred 5 times every 2 weeks for 16 weeks. Strategies 

used were Partner Reading, Paragraph Shrinking (paraphrasing), and Prediction Relay 

(predicting what's on the next page). Teachers used conventional procedures. There was 

no special training. After 16 weeks, Fuchs et al. findings indicated that students not using 

PALS showed significantly greater growth (1.5 greater) in reading comprehension than 

students not using PALS. However, there were no significant differences observed 

between conditions on reading fluency and attitudes. 
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Armani, Mastropieri, and Scruggs (2001) replicated a study (Mastropieri, 

Scruggs, Mohler et al., 2001) using peer tutoring in reading comprehension strategies. 

Ninth grade students with reading difficulties were randomly assigned to comprehension 

strategy-based peer tutoring and traditional-led instruction during Language Arts classes. 

Students were assigned to read Animal Farm. The class was co-taught by general 

education teachers and special education teachers. Students involved in peer tutoring 

were trained on how to use three-step summarization strategy (partner reading, paragraph 

shrinking, and prediction relay). Students were assigned groups based on their reading 

levels. Each group contained low and high level readers. Teachers introduced peer 

tutoring students to the rules and procedures. Peer tutoring or traditional reading 

instruction occurred during the regular scheduled Language Arts classes. Students in 

traditional instruction classes used the same type of instruction given all year. The 

teacher-led instruction included round-robin oral reading, silent reading, accompanying 

worksheets, and teacher-led questioning for comprehension. The traditional class used the 

same materials as the peer tutoring group. The duration of the study was the length of 

time necessary to cover the novel. Unlike the previous study, this time, there were 

significant differences between the treatment group and the condition group. However, 

the findings did reveal some addition insight. The special education teacher reported to 

have enjoyed the tutoring. On the other hand, the general education teacher was reluctant 

to give up instructional time to implement the tutoring procedure. This raises concern 

about secondary teachers' willingness to implement evidence-based practices in their 

classrooms (Scruggs & Mastropieri, 1996). 
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Scruggs, Mastropieri, and Graetz (2002) implemented peer tutoring studies in 

high school chemistry classes. Fifty-five students participated in co-taught classrooms. 

Reciprocal tutoring was implemented. Sessions were 15 to 20 minutes out of a 90 minute 

chemistry class period. The basic tutoring procedures were similar to those in previous 

studies. Tutoring rules, roles, and procedures were modified slightly to address the needs 

of 1Oth grade inclusive chemistry classes. Groups were assigned with one disability 

student in each group. Also, the purpose of tutoring was designed to supplement teacher 

instruction and provide extra assistance on critical content. Students were pre and post

tested. The findings indicated the following: 1) students learned significantly more 

chemistry content when tutoring materials were used; 2) students gained 16% over 

traditional instruction; and 3) students with disabilities gained about 43%. 

Weedman and Weedman's (2001) study looked at a Reciprocal Reading program 

implemented at Oldham County High School in Kentucky. Weedman and Weedman 

conducted a quasi-experimental design study to determine the affect of Reciprocal 

Reading on students' ability to improve their reading comprehension skills as measured 

on standardized tests. Teachers were trained how to implement Reciprocal Reading 

during the summer professional development workshop. Students received Reciprocal 

Reading instruction in every classroom for the first 22 days of school. The 22 days 

included pre and post-testing. Students received instruction in comprehensive reading 4 

times a day for 20 days. Students were taught the same materials 4 times each day. 

During the second year of the study, Weedman and Weedman made adjustments. Instead 

of students receiving instruction in every classroom for the first 22 days of schools, 

English classes started instruction the first 20 days, social studies started the 21st day, 
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science on the 42nd day, and math and electives on the 63rd day of the school year. 

Teachers were given more flexibility. Teachers used a variety of activities, and students 

were not expected to do the same thing in every class period. Weedman and Weedman 

admit that the research project was not totally scientific because teachers used their own 

reading material and devised their own questions. However, the informal research did 

answer the following questions: Did students improve their reading comprehension and 

ability to answer inferred and prior knowledge questions? The data showed that more 

than 60% of the students improved their scores on factual questions and more than 75% 

of the students improved their scores on inferred and prior knowledge questions. This 

research project was designed as a control group and experimental group. Reading 

material and questions were checked for reliability and validity. Pre-tests and post-tests 

were given to both groups. Statistically and characteristically the groups were equal. The 

experimental group used the Reciprocal Reading program for 20 days in one class. The 

control group received normal instruction. The findings indicated that the control group's 

performance was the same, but every student in the experimental group showed 

improvement on their ability to answer questions concerning the reading materials. 

Weedman and Weedman stated they have seen an increase in student reading scores on 

the ACT, state and other standardized tests. 

Schneider and Spor (1999) conducted a descriptive study examining K-12 

classroom teachers' knowledge of use and desire to learn content reading strategies. 

Schools were randomly selected in three states. The schools represented rural, urban, and 

suburban areas. During faculty meetings, the surveys were given to 435 teachers. There 

were 27 multiple choice questions used to elicit quantitative data about classroom 
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teachers and their practices related to content reading strategies. Schneider and Spor 

provided the following data from their descriptive study. The percentage of teachers who 

were "familiar with, use, and would be interested in learning how to use in the 

classroom" (p. 4). Strategies and the percentage of teachers who are familiar with each 

were as follows: webbing/mapping, 50%; journals/logs, 67%; study guides, 66%; 

outlining, 63%; DRTA (Directed Reading Thinking Activity) 44%; SQ3R, 44%; KWL 

(What I Know, Want to Know, Have Learned) 42%; Guided Writing Procedure, 40%; 

LEA (Language Experience Approach) 37%; and ReQuest, 10%. 

Strategies and the percentage of teachers who use them are as follows: 

journals/logs, 41 %; study guides, 41 %; webbing/mapping, 39%; DRTA, 37%; KWL, 

32%; outlining, 30%; LEA, 28%; Guided Writing Procedure, 21 %; SQ3R, 17%; and 

ReQuest, 8%. 

Strategies and the percentage of teachers who would be interested in learning how 

to use them in their classrooms were as follows: KWL, 25%; DRTA, 29%; LEA, 23%; 

webbing/mapping, 22%; ReQuest, 45%; journals/logs, 12%; SQ3R, 31 %; Guided 

Writing Procedure, 30%; outlining, 18%; and study guides, 21%. 

According to Schneider and Spor (1999), the results of their research suggest that 

teachers are confident about their knowledge of content, learn content reading strategies 

mostly from courses taken at a college or university, identify content textbook as teaching 

materials they use most often, are most concerned about developing activities which 

involve and interest students, are receptive to learning content reading strategies, fall into 

three-groups-those who are familiar with strategies but do not use them, those who are 

unfamiliar with the strategies, and those who know some of the strategies and use them. 
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Schneider and Spor also indicated it is reasonable to conclude that teachers are open to 

learn new teaching strategies to improve student learning. Schneider and Spor stated that 

for both new and experienced teachers, introducing and modeling strategies that will 

promote comprehension of content reading materials is necessary. 

Alfassi (2004) reported two sequential and integrated studies conducted in a high 

school in the Midwest. The purposes of the studies were to examine the efficacy of 

combined models of reading strategy instruction -reciprocal teaching and direct 

explanation. Reciprocal Teaching (Palincsar & Brown, 1984) is an instructional 

technique in which reading comprehension is used as a problem-solving activity to 

promote thinking during the research process (Glaser, 1990). During Reciprocal Reading, 

students read a passage of text, paragraph by paragraph. While reading, students acquire 

and practice reading comprehension strategies such as the following: 1) generate 

questions, 2) summarize, 3) clarify word meaning, 4) and predict what might occur in the 

next paragraph. Initially, the teacher models the process, and gradually students lead the 

process. The teacher becomes a mediator, provoking guidance and feedback. A direct 

explanation model focuses primarily on the teacher. Direct explanation with reciprocal 

teaching is delivered through teacher-led instruction. 

In the first study, Alfassi (2004) examined whether incorporating combined 

strategy instruction in a language arts classes was superior to the traditional instruction. 

The participants were 49 high school freshmen. Students were randomly selected. 

Students were mostly from middle-class families. There were 29 students in the 

experimental group and 20 students in the control group. Students were of similar reading 

ability based on the standardized reading test. The session lasted 20 days. 
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The teachers of both groups had similar training and years of experience. The 

study consisted of two phases: 1) pre-testing and 2) intervention. The pre-test included 

the use of the Gates-MacGinitie Reading Comprehension test. The control group and the 

experimental group were similar in content, reading load, and assignments. Students in 

the control groups were taught the reading comprehension strategies, but did not practice 

application. However, the experimental group was allowed to practice applying the 

reading comprehension strategies. The experimental group increased their performance 

on the standardized measure and reading assessment from the pre-test to the post-test, 

while the control did not perform as well. Alfassi (2004) findings suggest that students 

exposed to combined strategy instruction in language arts class will have greater success 

in reading comprehension measures than students exposed to literacy learning only. 

In the second study, Alfassi (2004) examined the differential effects of the 

combined strategy instruction on the ability of students to answer explicit questions (facts 

related to the text) and implicit questions (information integrated and inferred from the 

text). The participants in this quantitative study were 277 sophomores enrolled in science, 

related arts; social studies, and math classes. All 4 .class sessions used content instruction 

in which the combined strategy intervention was used. Students were given reading 

comprehension assessment that included reading passages (250-400 words). Each student 

was to answer 10 comprehension questions by using Pearson and Johnson (1978) 

classification of questions. All teachers received a 6-hour strategy-instruction and 

training session. The training focused on reading comprehension theory, reciprocal 

teaching and direct explanation. The procedures were similar to the first study. Alfassi 

used an ANCOVA for this study. Alfassi's main hypothesis stated that combined strategy 
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instruction implementation within a school curricula would have a differential effect 

on students' ability to answer questions that require low and high levels of knowledge 

construction assumed that students would improve their performance from before to after 

intervention on questions that required high levels of knowledge construction more than 

on questions that required low levels ofknowledge construction. The results supported 

Alfassi 's hypothesis. 

According to Weller and Weller (1999), there are only a few national programs 

that address the reading issue at the secondary level. One of the few exceptions is 

POWER (Providing Opportunities with Everyday Reading); a program of reading in the 

content areas for grades 9- 12. The purpose of POWER is to increase students' 

standardized test scores in reading, improve their attitude toward reading, and increase 

the teacher's use of reading strategies in the classroom (Weller & Weller). 

In 1993, Winder and Barrow High School, a rural high school of 1,650 students in 

Barrow County, GA implemented the POWER Program. The faculty of Winder-Barrow 

High School was concerned about low standardized tests scores and students' inability to 

read their textbooks. All teachers were trained in a 30-hour or 24-hour course. The course 

provided teachers an opportunity to learn 20 different reading strategies. The reading 

strategies teachers learned gave them an opportunity to engage students successfully in 

reading. The reading strategies were for preparation, assistance, and reflection of reading. 

Teachers prepared statements of reading selection, prepared questions (explicit, implicit), 

and students use graphic organizers. The continuous improvement principle of total 

quality management was used as a guideline. The POWER program included sustained 

silent reading (SSR). Students participated in SSR twice a week. Qualitative and 
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quantitative data were used to assess the POWER program at Winder-Barrow High 

School. During the four years, Winder-Barrow High School Test of Achievement and 

Proficiency (TAP) increased from the 34th to the 57th percentile. Teachers, students and 

administrators were interviewed and administered a Likert Scale and open-ended 

questionnaires. Weller and Weller (1999) research findings indicated 88% felt the 

professional development training was adequate, 71% of the teachers increased 

assignments in reading and library research, 50% of teachers felt students improved their 

reading as a result of the POWER Program, 64% of the teachers believed that SSR 

increased students interest in reading. A majority of the teachers used the reading 

strategies in the classroom at least three times a week. In addition, 25% of the students 

interviewed said reading was beneficial. 

In 1997, POWER was recognized by the Georgia Department of Education (GDOE 

as an exemplary program. The GDOE consultant concluded the following: Although all 

qualitative data indicate that this project has not improved grades, reading skills, and 

attitudes of all students, there is consistent data showing that the project had a positive 

impact on a third or more of the students. Because of a systematic change in instruction 

and reading focus in the school, the POWER program positively impacted 34% of the 

students and positively impacted almost all of the teachers was a real success (Weller & 

Weller, 1999). 

According to Meltzer and Okashige (2001), we do know how to teach reading to 

struggling adolescent readers, and we also know a variety of strategies that improve 

students' reading skills at the secondary level. The research on reading instruction should 

be put to good use in secondary classrooms. Best practices in reading should be a routine 



part of all content- area instruction. Umphrey (2001) implied that by weaving 

instructional strategies designed to help struggling readers into everyday instruction, 

content-area teachers can support student learning in a meaningful way; many of the 

strategies are simply good teaching. 

Professional Development 
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This section will examine the importance of the impact of professional development 

on instructional reading strategies used at the secondary level to improve student reading 

skills. Researchers have found teacher capacity-building or teacher development to be the 

most productive investment for schools and far exceeding the effect of teacher experience 

or class size (Greenwald et al., 1996). Umphrey (2001) states that school leaders who 

wish to raise student reading skills must commit to developing a support system for 

teachers as they learn and adapt new ways of teaching. Umphrey concludes that high

quality staff development is a mandatory first step. Schoenbach et al. ( 1999) indicate that 

when teachers become aware that their students cannot read the textbooks, they may 

respond by providing students with all key ideas and concepts through lecture, thus 

avoiding the problem, rather than addressing the problem. This practice may have a 

negative impact on improving students' reading skills. 

According to Umphrey (200 1 ), three philosophies of staff development are 

prevalent in high schools today. O'Neil (1994) and Fitzpatrick, (as cited in Beane, 1995) 

describe staff development as being results-driven. In results-driven education, the 

desired results for students and the kinds of staff development are congruent with the 

expected results. This type of staff development program is measured by the number of 

workshops or courses teachers attend opposed to a change in their teaching behavior. 
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Systematic staff development programs recognize that professional development 

programs and projects are not isolated events. Professional development programs are 

systematic. Therefore, they must systematically articulate, align, and connect to all parts 

of school. In the view ofSenge (1990), nonsystematic ways of thinking are damaging to 

the organization. According to Fritz (1989) and Senge, this interconnectedness has a 

positive influence on human behavior. In the constructivist model of staff development, 

teachers are encouraged to create their knowledge structure. Teachers must be provided 

with an environment in which they can reflect on their educational practices and engage 

in activities such as peer observations, journal keeping, reflections, and action research. 

Professional development experiences with general education teachers with the 

intent of enhanced outcomes for at-risk students or those with disabilities have indicated 

several lessons about how best to design such programs (Englert & Tanant, 1995; 

Gersten, Morvant, & Brengelman, 1996; Harris, 1995~ Jenkins & Leicester, 1992; 

Mathes, Fuchs, Fuchs, Henley & Sanders, 1994; Richardson & Anders, 1998; Schumm & 

Vaughn, 1991; Vaughn, Hughes, Schumm, & Kingner, 1998). Based on these studies, the 

following components yield the more effective professional development: 

(a) specific, usable instructional practice rather than a list of approaches; 

(b) collaborative decision making between researchers and teachers about how 

best to address issues; (c) peer coaching to support implementation of 

instructional practice; (d) collaboration about classroom-based issues and 

dilemmas; and (e) intensive, ongoing professional collaboration. (Bryant, Vaughn, 

Linan-Thompson, Ugel, Hamff, & Hougen, 2000, p. 239) 
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Cooter (2003b), in Teacher "Capacity-Building" Helps Urban Children 

Succeed in Reading, shares with us his views on professional development in its relation 

to improving student achievement. Cooter implies that "capacity-building" or 

professional development helps urban children succeed in reading. Based on sound 

research, Cooter focuses on the benefits of teacher capacity-building, a capacity-building 

model for teacher development that can used in teacher colleges and school districts. 

Cooter's capacity-building model for teacher development includes deep training plus 

coaching. Cooter sees capacity-building as an approach to improve instruction in the 

classroom and describes capacity-building as ongoing professional development. He 

believes urban school districts must invest in their talented teachers. According to Cooter 

training teachers is an investment. Improving their intellect in their subject area is 

invaluable. 

Joyce and Showers (1988) understand that a systematic and comprehensive staff 

development system 1) increases student learning, 2) positively supports the workplace 

environment, 3) allow teachers to transfer immediate knowledge into classroom 

activities, and 4) reinforces the ethics of the education profession. There have been times 

when staff development has been characterized by unrelated or unfocused workshops 

without the opportunity for teachers to practice new skills (Joyce & Showers). Sparks and 

Hirsch (1997) commented that effective staff development must not only "affect the 

knowledge, attitudes, and practices of individual teachers, school leaders, and other 

school employees .. .it also must alter the cultures and structures of the organizations in 

which those individuals work," (Umphrey, 2001, p. 59). Darling-Hammond and 

McLaughlin (1995) view education as an integrated process that extends over a period of 



time; therefore, professional development learning models must support a learner

centered view of teaching and a career-long conception ofteacher learning. 

Research has consistently shown that professional development is the most 

suitable method of "teaching teachers" (Riggs & Serafin, 1998). Riggs and Serafin 

explain that the primary goal of any professional development program is to improve 

student learning. Professional development is seen as the foundation for a successful 

instructional program. 
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The North Central Regional Educational Laboratory (NCREL) used professional 

development as a vehicle to implement the Strategic Teaching and Reading Project 

(STRP) and instructional strategies that can be used in content areas in secondary schools 

(Riggs & Serafin, 1998). In 1998, NCREL used STRP in four Chicago High Schools who 

were on academic probation. The goals were to improve state and standardized 

assessments and promote lifelong literacy skills. The high schools focused on reading and 

mathematics with an emphasis on reading skills and strategies. The STRP was developed 

in 1987 by the Wisconsin Educational Communications Board and seventeen rural 

Wisconsin schools as a three-year staff development project (Riggs & Serafin). 

According to Riggs and Serafin, STRP was certified in 1992 by the U.S. Department of 

Education as a research-based, data-proven project that was effective. 

STRP is a professional development program that uses five strategies as a 

foundation to enhance teaching and learning (Riggs & Serafin, 1998). STRP's two major 

goals are to use sustained professional development to improve reading instruction and to 

improve reading abilities of all students, at all levels, therefore, increasing reading skills 

across the content areas and promoting life-long literacy. Implementation of STRP also 



includes a support system, a professional development component that supports 

reflection and group inquiry. 
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According to Riggs and Serafin (1998), the professional development component 

of STRP includes building a knowledge base, observing models and examples, reflecting 

on current practices, changing practice and gaining and sharing expertise. The strategies 

learned include meta-cognition, prior knowledge, inference, vocabulary, and text 

structure. Teamwork and collaboration are important elements ofSTRP. Riggs and 

Serafin believe this professional development concept can easily be implemented in 

secondary schools. 

Phillips (2003) suggests in implementing fully a literacy program, secondary 

schools should have several key elements in place: supportive and actively involved 

school leaders, formal and informal assessments to guide students' and teachers' 

learning, a research-based, professional development program, and highly skilled 

teachers in all content areas who model and deliver explicit instruction. 

Ledbetter, a high school principal, describes Buckhorn High School as being an 

average high school 10 years ago. He said two factors changed his school from average to 

an award-winning school: Buckhorn's conversion to block scheduling and participation 

in the Alabama Reading Initiative (ARI). ARI is a systematic and comprehensive reading 

system provided by the Alabama Department of Education. The ARI is a statewide 

initiative supported by sound reading research with its mission to achieve grade-level 

reading for all students. ARI is accomplishing its goal through intensive professional 

development (Phillips, 2003). 



61 

Conducted by the Alabama Department of Education in 2001 ARI includes an 

intensive ten day instruction session for teams ofteachers from individual schools. The 

sessions included effective techniques for teaching reading and ongoing professional 

development for coaches and teachers. ARI developed in 1998-1999, one ofthe largest, 

long-term, state-level literacy initiatives servicing secondary schools. ARI schools have 

made cumulative gains twice the size of non-ARI schools. Buckhorn High School 

significantly reduced its drop-out rate and increased its passage rate on the Alabama High 

School Graduation Exam (Phillips, 2003). 

The coaching role of the reading specialist is receiving increased attention in 

professional development literature (Dole, 2004). The coach's major responsibility is to 

provide professional development and support to teachers to help improve classroom 

instruction. This involves mostly school-wide professional development and structured 

in-class training, which may include demonstration, modeling, and support for teachers 

practicing new ideas, and coaching feedback (Blachowicz, Obrochta, & Fogelberg, 

2005). 

Tatum (200 1) explains that effective professional development is sustained, 

ongoing, and designed to provide teachers with support and corrective feedback. Tatum 

supports professional communities within schools that support teachers' growth. Tatum's 

practical guidelines for building a professional community include encouraging teachers 

to conduct sessions about their teaching and allowing for peer observation and coaching. 

Research indicates that coaches can facilitate ongoing professional development 

with content area teachers and promote improved teaching and learning (Bean & Knaub, 

2000; Henwood, 2000; Quatroche, 2000). Moats (2002) and Lenz (2002) suggest that 



ongoing professional development for secondary teachers can greatly reduce student 

failure. 
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Snow et al. (1998) explain that there is little research on how to set up and 

maintain the literacy process, especially in urban schools. Due to the high rate of student 

and teacher mobility, inconsistent professional development, lack of a shared vocabulary, 

and the large size of these districts, urban schools provide a challenging situation for 

literacy coaches. 

Blachowicz et al. (2005) share six coaching strategies that will effectively support 

the change process in transient schools. 1) Connect to Current Practice: For example, if a 

school has already identified the need for improved reading skills, the coach can build on 

this interest by forming study groups to study the issues; 

2) Choose Generative Practices: For example, the coaches' goals should focus on basic 

practices that raise important pertinent questions (Ogle, 2002). In a Chicago area school 

using this model, teachers met monthly with a literacy coach to study and discuss best 

practices in fluency instruction; 3) Establish Your Credentials: For example, in urban 

schools it is critical that teachers see coaches as capable, hardworking, generous, and able 

to work with "our kids"; 4) Make Student Learning the Focus: Urban teachers are 

familiar with professional development being used as a tool to "fix" their teaching. The 

goal of the coach is to convince teachers that the coach is there to work together with 

them to improve student reading achievement (Dom, French, & Jones, 1999); 5) Use a 

Repertoire of Coaching Strategies: The District 65 coaching model used several coaching 

options (Obrochta, 1995). The coaching options used were: strategy coach models- the 

coach discusses the strategy, and helps the teacher reflect; guide on the side-the coach 
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facilitates the teacher's trial of a new strategy by assisting students; observation aide-

the teacher observes the coach teaching, the teacher jots notes down and identifies 

strategies he or she would like to try as an area of improvement, the teacher observes the 

student and takes notes about the student classroom involvement; and group coaching can 

help the teacher with grouping and classroom organization. Grade-level literacy 

benchmarks raised from the 55% level to the 80% level; and 6) Video, Video, Video

Videotaping teachers can assist in identifying best practices and issues for discussion. 

Professional development is essential to the acquisition of reading strategies for 

teachers to improve student reading skills. Schneider and Spor (1999) discovered in their 

survey research that 33% of teachers were familiar with specific reading strategies due to 

in-service provided by the school district; 12.5% due to a workshop attended required by 

the school district; 13% from a workshop attended on own; 41.5% from a university 

course in reading/language arts; and 23% from reading about strategies in professional 

journals and magazines related to teaching. Easley (2000) and MacDonald (1999) found 

in their research that the attrition rate of teachers dropped to near zero based on their 

participation in a capacity-building model for teacher development. Most importantly, 

according to Denson (2003), student performance also improved significantly. 

Assessments 

Assessments play a major role in determining which strategies will be used in the 

classroom to improve student reading skills. Assessments are instruments for measuring a 

student's progress. Due primarily to NCLB legislation, assessments are used for 

accountability and to improve instruction. 
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According to Dean (2000), all contemporary research concerning assessment 

informs teachers that the most effective teaching has to be based on knowing what pupils 

can do, and from that knowledge, extrapolating what they need to know and be able to 

perform in the near future. Black and William (1998) describe assessment as referring to 

all those activities undertaken by teacher and their students in assessing themselves, 

which provide valuable information to be used as feedback to modify teaching and 

learning activities for students. Pemberton and Davidson (1999) define assessment as the 

process of collecting data in order to better understand the knowledge, skills, and 

strategies that students have acquired through their learning. Assessment is pertinent to 

the teaching and learning of reading because it forms the basis from which teachers make 

judgments about student learning; provide information about student progress; and make 

decisions about instructional programmers (Pemberton & Davidson). 

The pervasiveness of standardized achievement testing in U.S. schools has 

received a great deal of criticism (Kohn, 2000; Miller, 2001; Pearson, 2001; Popham, 

2001). Organizations such as International Reading Association (IRA), the National 

Council of Teachers of English (NCTE), and the American Educational Research 

Association (AERA) have commented about the abuse ofhigh-stake assessments (Brozo 

& Hargis, 2003). 

Plecki (2000) commented that tests should not be used as the only measure of 

student outcomes, saying they are "an insufficient measure of the content, number, and 

types of performances expected by the ambitious learning standards that the education 

reform efforts ofthis decade have promoted" (p. 11). Stiggins (2002) argues that 

standardized assessments are being used to place blame, give out punishments and 
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rewards, and to threaten students and teachers to increase efforts. In contrast, he writes, 

assessment for learning should be designed to help teachers develop more responsive 

curriculums to enhance students' growth. Stiggins believe tests can be used more 

appropriately when determining students' reading ability levels. This information can be 

used to match students with the most appropriate instructional and recreational reading 

materials which are more likely to promote learning than using assessment to make 

placement and grouping decisions, or to establish a school district's performance rating, 

or to index teacher merit pay to student achievement. NCTE (2000) also strongly opposes 

the use of standardized tests being used as the only determinant in decisions about student 

placement, progress, or program. AERA's (1999) position on the high-stakes 

achievement testing is as follows: 

Protection against High-Stakes Decisions Based on Single Test 

Decisions that affect individual students' life chances or educational 

opportunities should not be made on the basis of test scores alone. 

Other relevant information should be taken into account to enhance the 

overall validity of such decisions. As a minimum assurance of fairness, 

when tests are used as a part of making high-stakes decisions for 

individual students such as promotion to the next grade or high school 

graduation, students must be afforded multiple opportunities to pass 

the test. More importantly, when there is credible evidence that a test 

score may not adequately reflect a student's true proficiency, 

alternative acceptable means should be provided by which to 

demonstrate attainment of the tested standards. (p. 1) 
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The misuse oftests continues to be a problem although there is a large amount 

of research indicating traditional forms of assessments are based on an out-dated system; 

narrow the curriculum in destructive ways; give results that are very divided and may 

reflect socioeconomic status, home expenses, and testing conditions (Darling-Hammond, 

Ancess, & Falk, 1995; Winograd, Paris, & Bridge, 1991). However, many school districts 

and states continue to use assessments in ways that do not take in to account existing 

problems and inequalities (Winograd, Flores-Drenas, & Arrington, cited in Morrow et al., 

2003). 

Schneider and Spor (1999) suggested that there are many factors impacting 

reading achievement. Those factors include home environment, economics, motivation, 

parent and peer influences, diversity, and others. According to the NAEP reading data 

over twenty years, Black and Hispanic students in spite of making substantial gains, still 

score well below their white counterparts (Schneider & Spor). Winograd et al. (as cited in 

Morrow et al., 2003) stated that we need to understand that assessments are a very limited 

tool in dealing effectively and fairly with students and the world in which students live. 

They also remind us that when teachers teach reading teachers face other issues that are 

not just educational in nature. Those issues are social, political, and educational. Madaus 

(1994) cautions us not to become too fascinated with assessments and overlook the need 

to attend to students' health, nutrition, and living conditions; teacher training; and other 

critical aspects of the educational system. 

The National Commission on Testing and Public Policy (1990) warned the 

policymakers and the public that Americans cannot test, examine, or assess their way out 

of educational problems. The National Council on Educational Standards and Testing 
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(NCEST) expressed some concern about fairness in the use of assessment: 

"Particularly for children, who have historically experienced less success in schools, such 

as the poor, ethnic minorities and students with disabilities, schools should ensure the 

opportunity to learn as a critical condition for valid and fair assessment results" (1992, p. 

6). It is interesting that issues of fairness in assessment for students whose first language 

is other than English have not been addressed (King, 1993; Winograd, Benjamin, & Noll, 

2001). 

Brozo and Hargis (2003) view the criticism of standardized reading to be 

legitimate and necessary. Brozo and Hargis have written about the overuse and abuse of 

standardized reading assessments (Brozo & Brozo, 1994; Brozo & Simpson, 2003; 

Hargis, 1999). Brozo and Hargis argue that many have come to the conclusion that 

achievement testing in all forms is unwanted and unnecessary, discrediting any sensible 

attempts to use achievement testing for teaching and learning. 

Zemelman et al. (1998) suggest reading assessment should be aligned with 

classroom practice. They believe the best possible assessment occurs when teachers have 

opportunities to observe and interact with students as students read authentic texts' 

genuine purpose and keep anecdotal records of student work. According to Tatum (2001) 

effective teachers can assess students' abilities to gather accurately and fully the 

necessary information to meet their individual needs. Effective teachers can get to know 

students individually by watching them, listening to them, and interacting with them in 

literacy activities (Tatum). Tatum explains that assessment should be an ongoing process, 

should use of formal and informal techniques, and should include all areas of reading. 

Students should be included in the assessment process. 



68 

The most effective practice in reading assessment may occur when teachers and 

students work collaboratively in a trusting relationship that includes growth, nurturance 

and self-evaluation (Winograd et al., as cited in Moore et al., 2003). Whittier and Blokker 

(2001) discuss a 3-pronged approach to excellence in reading and student achievement at 

the high school level. The first step is to disaggregate data and step goals. Schools should 

analyze three to five years of assessment data and average student achievement data to set 

baseline information. Second, once the baseline is established, teachers can get specific 

student achievement goals to be achieved in three years. Third, based on the results of 

norm-referenced or criterion-referenced reading comprehension assessments, students 

should be placed in the following categories: those reading and comprehending at grade 

level; those reading and comprehending no more than two grades below grade level; and 

those reading and comprehending two grades above grade level. 

Whittier and Blokker (2001) give action plans and goals for each group. Students 

who comprehend at grade level are expected to carry on meta-cognitive discussions in 

groups of 2 or 3; develop skills in the area of comprehension skills, strategic and meta

cognitive processes; and improve vocabulary by practicing sustained silent reading 

(SSR); receive direct vocabulary instruction. Students reading no more than two grades 

below grade level focus on the same skills as students reading at grade level. Based on 

the degree of Reading Power Assessment, below grade-level students' goal demonstrates 

at least 1.5 to 2 years of growth in reading comprehension in a year. While students at 

grade level are reinforcing skills and expanding content knowledge, students below grade 

level focus more on reading strategies and comprehension skill development. Students 

complete formative assessments to determine their strengths and deficits in vocabulary, 
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comprehensive skills, strategic reading tools, and meta-cognitive processes. After 

completing assessments, students are assigned to groups based on the skill they are to 

learn. The student learns a particular skill, he or she moves on to another group to learn a 

new skill. The students who read more than two grades below grade level are at risk of 

dropping out of school. The goal for these students is to demonstrate 2 to 2.5 years of 

growth in reading comprehension in a year. This group of students will focus on phonics 

and advanced decoding skills. Assessments used are Degrees of Reading Power 

Assessment, the San Diego Quick Assessment List, and the Literacy First Process 

Phonics Assessment. Students receive intensive systematic and explicit instruction of all 

competencies and skills in small groups. The reading curriculum is similar to other 

groups, with the exception ofbasic decoding skills. Whittier and Blokker stated that 

excellence in reading and student achievement is possible at the high school level with 

appropriate use of assessment tools, resources, curriculum, instruction, and intervention 

strategies. 

Individual teachers can use a variety of research-based, classroom reading 

assessments to learn about their students and their own teaching, including surveys, 

portfolios, observations, and conferences (Winograd et al., as cited in Moore et al., 2003). 

Winograd, et al. (as cited in Moore et al.) best summarize this section on assessments by 

indicating that it is important for classroom teachers to understand that the best practices 

in reading assessment mean being an informed and effective advocate for a reasonable, 

limited, and fair use of assessments in the classroom. 
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Summary 

This chapter provided the opportunity to explore the literature in the content area 

of reading at the secondary level. The historical perspective and overview pointed out the 

pervasiveness of the reading problem in American secondary schools. Historically, the 

reading problem has been exacerbated by secondary school teacher training programs and 

teachers themselves. 

This literature review examined four educational movements that impact the 

implementation of reading curriculum in the public schools. Whole language and Phonics 

are found at the elementary level. Critical literacy and integrated learning programs are 

implemented at the secondary level. This chapter also focused on research-based 

instructional strategies used to direct teachers on how most effectively to teach the 

curriculum and standards. Meltzer and Okashige (2001) suggested secondary teachers 

skillfully weave best practices and content-area teaching and learning. The literature 

indicated that professional development is pertinent to the acquisition of reading 

strategies for teachers to improve student reading skills. Schneider and Spor (1999) 

discovered in their research that teachers were most familiar with specific reading 

strategies due to in-service provided by the school district. Assessments also play a major 

role in determining which strategies will be used in the classroom to improve student 

reading skills. Winograd et al. (as cited in Moore et al., 2003) suggested teachers use a 

variety of research-based, classroom reading assessments to learn about their students and 

their own teaching. In the examination of the curriculum and standards, instructional 

strategies, professional development and training, and reading assessments, there is some 



compelling research-based evidence on how to improve reading success at the 

secondary level. 
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Chapter 3 

METHODOLOGY 

Rationale Qualitative Research Design 

In educational research, Creswell (2003) discusses three approaches to research 

design. Those approaches are 1) the qualitative approach: participatory knowledge 

claims, narrative design, and open-ended interviewing; or constructivist knowledge 

claims, ethnographic design, and observation ofbehavior; 2) the quantitative approach: 

post positivist knowledge claims, experimental strategy of inquiry, and pre-test and post

test measures of attitudes; and 3) the mixed methods approach: pragmatic knowledge 

claims, and collection of both quantitative and qualitative data sequentially. The criteria 

for selecting an approach are the research problem, the personal experiences of the 

researcher, and the audience(s). 

Due to experience in secondary school administration, I relied on professional 

experience to develop meaningful questions. The purpose of this study was to investigate 

instructional reading strategies, professional development and training, and reading 

assessments used to improve student reading skills in urban high schools. Chapter 3 

discusses the qualitative research design, including case studies, research questions, 

participant selection, demographics, data collections and procedures, interview process, 

data analysis, and methods of verification used in this study. 
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Qualitative research attempts to understand and make sense of phenomenon 

from the participant's perspective (Merriam, 2002). According to Merriam, the researcher 

can approach the phenomenon from an interpretive, critical, or postmodern stance. 

Creswell (2003) refers to qualitative research as being fundamentally interpretive. This 

includes developing a description of an individual or setting, analyzing data for themes or 

categories, and finally making an interpretation or drawing a conclusion about its 

meaning personally and theoretically stating the lessons learned and offering further 

questions to be asked (Wolcott, 1994). The researcher also filters the data through a 

personal lens that is situated in a specific sociopolitical and historical moment (Creswell). 

Creswell also believes that one cannot escape the personal interpretation brought to 

qualitative data analysis. 

Qualitative research covers many modes of inquiry, such as the 28 approaches 

identified by Tesch (1990), the 19 types in Wolcott's (2001) tree, and the 5 traditions of 

inquiry by Creswell (1998). Due to their frequent use, Creswell (2003) suggests 

researchers choose five possibilities. Narrative is a form of inquiry in which the 

researcher studies the levels of individuals and asks one or more individuals to provide 

stories about their lives. In phenomenological research, the researcher identifies the 

"essence" of human experiences concerning a phenomenon, as described by participants 

in a study. Grounded theory is when the researcher attempts to derive a general, abstract 

theory of a process, action, or interaction grounded in the views of participants in a study. 

Ethnographic researchers study an intact cultural group in a natural setting over a 

prolonged period oftime by collecting, primarily, observational data (Creswell, 1998). 



Case studies are when the researcher explores in-depth a program, an event, an 

activity, a process, of one or more individuals. 

Merriam (2002) indicated that all qualitative research is characterized by the 

search for meaning and understanding, the researcher as the primary instrument of data 

collection and analysis, an inductive investigative strategy, and a rich descriptive end 

product. Qualitative research has its roots in cultural anthropology and American 

sociology (Kirk & Miller, 1986). It has only recently been adopted by educational 

researchers (Borg, Gall, & Gall, 1996) .. 
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The key to understanding qualitative research lies with the idea that meaning is 

socially constructed by individuals in interaction with their world (Merriam, 2002). In 

quantitative research reality is fixed, single, agreed upon, or a measurable phenomenon 

that is assumed to be a positivist (Merriam). Creswell (2003) points out that qualitative 

research is based on assumptions that are very different from quantitative designs. Theory 

or hypothesis is not an established a priority. The focus of qualitative research is on 

participants' perceptions and experiences and the way they make sense of their lives 

(Creswell). Therefore, the attempt is to understand not one but multiple realities (Lincoln 

& Guba, 1985). Qualitative research occurs in natural settings, where human behavior 

and events occur (Creswell, 2002). 

Case Studies 

Stake (1995) and Merriam (1998) define case study as an intensive description 

and analysis of a phenomenon or social unit such as an individual, group, institution, or 

community. Borg et al. (1996) describe case study research as an in-depth study of 

instances of a phenomenon in its natural context and from the perspective of participants 
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involved in the phenomenon. Stake sees case studies as a valuable tool for 

understanding human behavior in-depth. The objective of a case study may appear to be 

unclear. Some classify "the case" as an objective of the study (Stake); others consider it a 

methodology (Yin, 1994 ). A case study is a "bounded system" or a case over time in 

detail, employing multiple sources of data found in the setting (Merriam, 2002). 

According to Borg et al. (1996) researchers generally do case studies for one of 

three purposes: to produce detailed descriptions of a phenomenon, to develop possible 

explanations of it, or to evaluate the phenomena. The authors refer to these explanations 

as patterns, meaning that one type of variation observed in a case is systematically related 

to another observed variation. Another reason one might want to use case study research 

is evaluation. Borg et al. identify several qualitative approaches to evaluation, including 

responsive evaluation, fourth-generation evaluation, quasi-legal models of evaluation, 

and expert-based evaluations. In these approaches, the researcher conducts a case study 

and makes a judgment. According to Borg et al. case studies with the purpose of 

evaluation is increasing because educational programs receiving government funding are 

required to have formal evaluations. 

Merriam (2002) indicates that the process of conducting a case study begins with 

the selection of the "case." The selection is done purposefully, not randomly; that is, a 

particular person, site, program, process, community, or other bounded system is selected 

because it exhibits characteristics of interest to the researcher (Merriam). The rationale 

for the selection is based on what the researcher wants to learn and how the knowledge 

might extend theory or improve practice. This case study is descriptive and seeks to 

investigate instructional reading strategies, professional development and training, and 



reading assessments used to improve student reading skills in urban high schools. The 

primary source of data collection was person to person interviews. Additional 

information was gathered through classroom observations and the collection of 

documents. 
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Qualitative research uses a case study design meaning that the data analysis 

focuses on one phenomenon, which the researcher selects to understand in-depth 

regardless of the number of sites or participants for the study (McMillan & Schumacher, 

2001). McMillan and Schumacher also more clearly define case study designs as 

qualitative investigations of one person, group, event or setting over a single time period. 

This study of instructional reading strategies, professional development and 

training, and reading assessments used at the secondary level to improve student reading 

skills in urban high schools is designed as a descriptive case study. Data was gathered 

from documents, in depth interviews, and classroom observation of core secondary 

teachers. The high school principals were asked to identify the high school teachers to be 

interviewed. The case study participants came from Fort Wayne Community Schools, 

Marion Community Schools, and Elkhart Community Schools. · 

Research Questions 

Creswell (2003) suggests that research questions take two forms: a central 

question and associated sub-questions. Miles and Huberman (1994) recommend that 

researchers write no more than a dozen questions in all. The research questions should 

begin with the words "what" or "how" to convey an open and emerging design 

(Creswell). The central or research questions for this study were as follows: 



1. What are the most effective professional development and training for 

secondary classroom teachers in reading? 

2. What is the most effective teaching method or strategy to improve reading? 
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3. What reading assessment instruments are most effective in evaluating student 

reading skills? 

The sub-questions or interview questions are as follows: 

1. Instructional Strategies 

a. What instructional reading strategies are used at the secondary level? 

b. How can secondary classroom teachers improve students' reading skills? 

c. What are the attitudes of secondary teachers towards teaching reading at 

the secondary level? 

d. What reading programs are used at the secondary level? 

e. How should secondary teachers address the problem of reading in the 

classroom? 

2. Professional Development and Training 

a. Describe professional development and training in the reading area for 

secondary teachers. 

b. What professional development and training is most helpful to secondary 

teachers in reading? 

c. What is the source of most secondary teachers' information about reading? 

d. What kinds of support do teachers need to address reading in the 

secondary school? 
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3. Reading Assessment 

a. Are secondary students reading at grade level? 

b. What assessments are used to evaluate reading programs? 

c. What assessments are used to evaluate students' reading abilities? 

d. How important is reading at grade level to the overall educational process? 

Participant Selection 

The idea behind qualitative research is to purposefully select the participants, 

sites, or documents that will best help the researcher understand the problem and answer 

the research questions (Creswell, 2003). Purposeful sampling is "selecting information

rich cases in-depth" (Patton, 1990, p. 169) when one wants to understand something 

about those cases without needing or desiring to generalize to all such cases. The samples 

are chosen because they are likely to be knowledgeable and informative about the 

phenomenon the researcher is investigating (McMillan & Schumacher, 2001). Types of 

purposeful sampling include site selection, comprehensive sampling, maximum variation 

sampling, network sampling, and case-type sampling (McMillan & Schumacher). Miles 

and Huberman (1994) mentioned that participants and site might include four aspects 

such as the setting (e.g. where the research will take place), the actors (e.g. who will be 

observed or interviewed), the events (e.g. what the actors will be observed or interviewed 

doing), and the process (e.g. the evolving nature of events undertaken by the actors 

within the setting). 

Purposeful sampling was used to identify the participants and to select sites. 

Principals were contacted to assist in teacher selection. Teachers were selected from each 

ofthese core subject areas: math (algebra), language arts (academic 10), social studies 
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(U.S. History), and science (biology). These courses are requirements for graduation in 

the state of Indiana and provide a more diversified student population. Students of all 

ability levels are enrolled in these classes. Four teachers were selected from each urban 

high school. The number of years teaching experience and age of the teacher may play a 

significant role in the investigation of instructional reading strategies, professional 

development and training, and reading assessment used to improve student reading skills 

at the secondary level. Each principal selected one teacher from each core subject area 

representing the following range of experience: 1-5 years, 6-10 years, 11-20 years, and 21 

and over years. The total numbers of participants were 12. 

Secondary urban high schools were selected for this study. Secondary urban high 

schools provide the most diversity and according to Cooter (2003a) experience the most 

reading failure. For the purpose of this study, urban high schools are defined by the 

Census Bureau as schools within a Metropolitan statistical area of a mid-size city or a 

large city. Therefore, secondary schools in the following Indiana cities were selected; 

Marion, Fort Wayne, and Elkhart. Enrollment in these schools is between 1,000-1,500 

students. Using the Miles and Huberman (1994) model, participants and sites in the study 

include 4 aspects such as setting (e.g. secondary urban high schools and classrooms in the 

three cities in northeast Indiana), actors (e.g. secondary teachers), events (e.g. reading 

strategies program), and process (e.g. teaching instructional strategies). 

Demographics 

This study took place in northeastern Indiana. The participating high schools were 

located in Grant, Allen, and Elkhart counties. Each of the three high schools is located in 

the vicinity of a mid-size city or a large town. Demographic information includes 



schools, teachers, and students. The demographic information in this section comes 

from the Indiana Department of Education website. 
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The demographic information in Table 4.1 gives a holistic view of the schools 

involved in this study. The school profile presented in Table 4.1 provides a description of 

the grade level, total student enrollment, type oflocale, reading classes, number of 

students per teacher, graduation rates, A YP (adequate yearly progress) history, average 

years of teacher experience, and school improvement focus. The secondary schools 

participating were grade levels 9- 12. The average student enrollment was 1,614. The 

locale was mid-size city (central city of a consolidated metropolitan statistical area 

(CSMA) or metropolitan statistical area (MSA) less than 250,000) or a large town (town 

not within a CMSA or MSA with a population greater than or equal to 25,000). The range 

of the number of reading courses offered per school was 0 to 2. The average number of 

students per teacher was 19.8 to 1. The three high schools in this study did not make A YP 

in 2002, 2003, and 2004. Data gathered from the Indiana Department of Education 

indicated that out of 1,973 schools, 739 (or 38%); have reading goals (January, 2003). 

The three northeastern Indiana high schools presented in this study did not include 

reading as a goal in their school improvement plan. 
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Table 4.1 

Northeastern Indiana High School Profiles- Grades 9- 12 

H.S. Enrolled Locale Reading Students Grad. Avg. Yrs. AYP School 
Courses per Rate Tchg. History Improvement 

Teacher Exp. Focus 

1,840 mid- 1 18.8 83.5% 13.3 2005X Writing 
stze 2004X Skills, 
city 2003X CriticaV 

2002X Creative 
thinking 
skills, 
Character 
development/ 
citizenship 
skills 

2 1,528 mid- 2 22.0 74.0% 14.7 2005X Language 
stze 2004X Arts, Math, 
city 2003X instruction-

2002X classroom 
strategies, 
and 
remediation 

3 1,476 large 0 18.6 77.5% 21.7 2005X Writing Skills, 
city 2004X creative prob-

2003X lem solving, 
2002X character 

development/ 
citizenship 

Avg 1,614 19.8 78.3 16.6 

N = 3, X= Did not make A YP (Adequate Yearly ,Progress) 

As indicated in Table 4.2, there were 12 teacher participants in this study. The 

average years of teacher experience was 17 .16. The teachers represented the following 

range of experience: 1 - 5 years, 3 teachers; 6- 10 years, 2 teachers; 11 - 20 years, 1 

teacher; and 6 teachers were represented in the over 21 years range. Approximately 58% 

of the participants had a master's degree or higher. 
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Table 4.2 

Northeastern Indiana High School Teacher Profiles- Grades 9- 12 

School Average Years of Frequency Distribution Master's Degree N 
Teacher Experience Teacher Experience Years or Higher 

1 16.25 1,6,28,29 2 4 

2 15.75 3,6,23,31 2 4 

3 19.50 1, 17, 27,33 3 4 

Average 17.16 

Table 4.3 shown below highlights the socio-economics, ethnicity, and the 

academics of the students attending the secondary high schools. The free and reduced 

lunch percentage is usually disaggregated, but for the purpose of this study, the 

percentage of free lunch students and reduced lunch students is combined. All three 

schools in this study exceed the state average (36%) for free and reduced lunch. The 

minority percentage includes Hispanic, Asian, Native Americans, and multiracial. The 

state average percentage for schools with minority students is 22% compared to the 45% 

minority in the student profile. The percentage passing both Graduation Qualifying Exam 

(GQE) standards is the percentage of students in the school who passed both English! 

language arts and math parts of Indiana Statewide Testing of Educational Progress Plus 

(ISTEP+ ). The schools in this study are below the state average in the percent of students 

passing both English I language arts and math. 
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Table 4.3 

Northeastern Indiana High School Student Profiles- Grades 9- 12 

School Free I Reduced Minority Grade 10 !STEP Percent 
Lunch Percentage Percentage Passing Both GQE Standards 

1 40% 38% 41% 

2 61% 64% 35% 

3 49% 33% 41% 

Average 50% 45% 39% 

State 36% 22% 57% 
Average 

Data Collection and Procedures 

Case study research might begin with one method of data collection and gradually 

shift to /or add other methods (Borg et al., 1996). Borg et al. indicate that the use of 

multiple methods to collect data about a phenomenon can enhance the validity of case 

study findings through a process called triangulation. Merriam (2002) discussed three 

major sources of data for qualitative research in-depth interviews, observations, and 

documents. Interviews can range from highly structured questions to unstructured 

questions. Secondly, data can be collected through observation. Through observation the 

researcher gets a firsthand encounter of the phenomenon rather than secondhand 

information from the interviewer. Thirdly, data can be collected with the use of 

documents. The documents can be written, oral, visual, cultural artifacts. Merriam 

explains that the data collection strategy used is determined by the question of the study 



and by determining which source(s) of data will yield the best information with which 

to answer the question. 
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In this case study, the data collection process incorporated the three distinct 

phases. The researcher used purposeful sampling to identify the participants and to select 

sites. For the purpose of this study, 12 secondary teachers from three urban high schools 

in northeastern Indiana were selected. The principals were instructed to select one teacher 

from each core area (math, science, language arts, and social studies) that represented a 

wide range of experience (years teaching). The researcher conducted interviews lasting 

45 - 60 minutes with teachers in their offices at individual schools. Due to teacher 

absence, two interviews were conducted by a telephone conference. The interviews were 

audio taped and transcribed for analysis. When the interview session concluded, the 

secondary teacher and researcher scheduled one class period for the classroom 

observation (45- 60 minutes). There was a post-observation conference to validate the 

field notes. A contact summary sheet (Appendix G) was used to summarize the data 

which emerged from each interview and classroom observation (Appendix F). Each of 

the 12 secondary teachers' curricula was also reviewed to provide information to 

understand the instructional reading strategies, professional development and training, 

and reading assessment used at the secondary level to improve student reading skills. 

The study was explained to each participating school district and high school. The 

researcher respected and maintained the confidentiality of each high school, each school 

district, and each participant. Codes, categories, and pseudonyms were used to protect the 

identity and privacy of all participants. 
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Superintendents received letters requesting their permission to conduct the 

study in their districts. In each district, there was a contact person who was instrumental 

in gaining the approval of the superintendent. The high school principals received an 

introductory letter, which explained the importance ofthis research and its relationship to 

Indiana's Public Law 221 School Improvement Plans. The principals were very 

cooperative throughout this entire process. Based on the research study design, the 

principals selected the teachers and coordinated the interview and observation times and 

dates. The teachers received an introductory letter similar to the principals' introductory 

letter. The teacher introductory letter stressed confidentiality and the rationale for the 

study. The teachers were candid during the interview process. During the classroom 

observation, teachers were cooperative. The teachers were comfortable with the 

questions. If they were not knowledgeable about the question, they simply replied, "I 

don't know." Overall, all individuals involved in this process were extremely cooperative 

and supportive. 

Interview Process 

Kirk and Miller (1986) describe qualitative research as an approach to social 

science research that involves observing and interacting with people in their environment. 

McMillan and Schumacher (2001) say that qualitative interviews may take several forms; 

the informal conversational interview, the interview guide approach, and the standardized 

open-ended interview. This descriptive case study used an open-ended interview form 

(Appendix E). According to McMillan and Schumacher, in standardized open-ended 

interviews, the exact wording and sequence of questions are predetermined and questions 

are completely open-ended. 
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In this case study, a classroom observation form (Appendix F) was also used to 

collect data. Borg et al. ( 1996) point out that observation in qualitative research differs 

from observation in quantitative research. There are three ways in which they differ. The 

observers remain neutral or objective about the phenomenon being observed. The second 

difference between quantitative and qualitative observation is that qualitative observers 

are free to shift their attention to a new phenomena as new research questions emerge. 

The third difference is that the focus of observation is much wider. Creswell (2003) 

suggests the use of observational protocol for recording observational data. This 

observational protocol may be a single page with a dividing line down the middle to 

separate descriptive notes (portraits of participants, a reconstruction of dialogue, a 

description of the physical setting, accounts of particular events, or activities) from 

reflective notes (the researcher's personal thoughts) (Bogdon & Biklen, 1992). 

In this case study, interviews were used as the primary data collection method. In 

this case study, a post-observation telephone interview was used for accuracy and 

completeness. McMillan and Schumacher (2001) explain that in seeking to corroborate 

data, researchers frequently discover discrepancies between what people say and what 

people do in their observed actions. Kirk and Miller (1996) inform us that typically, but 

not always, case studies involve field work in which the researcher interacts with study 

participants in their own natural settings. The goal is to learn about phenomenon from the 

perspective of those in the field. 

Data Analysis 

Creswell (2003) mentioned that the discussion for analyzing the data might have 

several components. The data analysis process includes making sense out oftext and 



87 

image data. Other components may include preparing the data for analysis, conducting 

different analyses, moving deep and deeper into understanding the data, representing the 

data, and making an interpretation of the larger meaning of the data. Case study research 

involves a detailed description of the setting or individual, followed by analysis of the 

data themes or issues (Stake, 1995; Wolcott, 1994). 

Miller and Huberman (1994) recommend that case study researchers use standard 

forms to summarize data collection events. Borg et al. describe one such form as a 

contact summary sheet. The contact summary sheet (Appendix G) allows the researcher 

to summarize what was learned from each field observation or interview. This form can 

help the researcher decide what to focus attention on during the next interview or 

observation. The contact summary sheet does not replace the researcher's field notes. 

Creswell (2003) encourages qualitative researchers to analyze their data for methods that 

can yield codes that address topics that readers would expect to find in the research. 

Coding is defined as a process of organizing the material into "chunks" before bringing 

meaning to those "chunks" (Rossman & Rallis, 1998). Rossman and Rallis indicate that 

coding involves taking text data or pictures, segmenting sentences or images into 

categories, and labeling those categories with a term, often a term based in the actual 

language ofthe participant. In this case study, data analysis was conducted through a 

process of data collection, interpretation, and narrative reporting. 

The teacher interviews were instrumental in gathering information about the three 

central research questions. The interviews were audio-taped and later transcribed. These 

transcriptions were analyzed to gather the collected voices of the participants. Contact 

summary forms were used to meet this particular goal. A contact summary form for each 
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individual was used to gather information about significant themes and key points from 

each participant. Once this was accomplished, a final contact summary form was used to 

assemble collectively significant themes and key points from the group of secondary 

teachers interviewed for this study. 

Teacher observations were conducted to determine which instructional reading 

strategies were being used in the classroom. An observation form was used to collect data 

about instructional reading strategies used by the classroom teacher. These instructional 

reading strategies were categorized as before, during, or after reading, or teacher

centered, or student-centered. 

The textbook for each class was also reviewed for instructional reading strategies. 

These instructional reading strategies were also categorized as before, during, or after 

reading, or teacher-centered, or student-centered. 

Methods ofVerification 

Merriam (2002) implies that the goal of all researchers is to produce valid and 

reliable knowledge in an ethical manner. The producers and consumers of research want 

to be assured that the findings of an investigation are to be believed and trusted 

(Merriam). Qualitative researchers can use reliability to check for consistent patterns of 

their development among several investigators on a team (Creswell, 2003). According to 

Yin (1989), they can also generalize some facets of multiple case analyses to other cases. 

Creswell (2003) sees reliability and generalizability playing a minor role in qualitative 

research. Validity is looked upon as the strength of qualitative research, but it is also used 

to determine whether the findings are accurate from the standpoint of the researcher, the 

participant or the reader of an account (Creswell & Miller, 2000). 
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There are a number of strategies that qualitative researchers can use to check 

accuracy of finds. Creswell (2003) shares eight strategies. Merriam (2002) indicates that 

the most well-known strategy is triangulation. Denzin (1989) defines triangulation as the 

cross-validation among data sources, data collection strategies, time periods, and 

theoretical schemes. Merriam clearly points out that triangulating multiple theories is 

rare, but the use of multiple data collection methods is commonly found in qualitative 

studies. A researcher can collect data through interviews, observations, and document 

analysis and use the triangulation process. The information someone tells one in an 

interview can be checked against what the researcher observed in a field visit or what the 

researcher reads or see in documents or artifacts relevant to the investigation (Merriam). 

The triangulation of data in this study included classroom observations, teacher 

interviews, and a review of the textbooks. This information was used to check for 

consistent patterns from the three data sources. The information gives an opportunity to 

compare what was said (interview), what was seen (observation), and what was read 

(documents-textbooks and curriculum). 
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Chapter 4 

DATA ANALYSIS AND FINDINGS 

Introduction 

The purpose of this chapter is to report results from sources used in this 

qualitative study to investigate instructional reading strategies, professional development 

and training, and reading assessment used at the secondary level to improve student 

reading skills. All participants were from high schools in northeastern Indiana. The data 

was gathered over a three month period from February 2006 through April2006. Three 

high schools and 12 secondary teachers participated in this study. The findings reported 

in this chapter came from information gathered through interviews, observations, and 

document analysis. 

This chapter has been divided into five sections. The first section, Introduction, 

includes the purpose ofthe chapter and a brief description of the school setting. Section 

two explores the themes that were derived from the interview responses. Section three, 

Teacher Classroom Observations, reports about reading strategies used by classroom 

teachers during instructional observations. The fourth section, Document Analysis, 

describes course and program description, Indiana's Academic Standards for 

English/Language Arts, and textbooks used for instruction. The fifth section concludes 

with a summary of the results. 



The three schools in this study: Carver High School, Fike High School, and 

Parkland High School are located in the vicinity of a mid-size or large town. These 

schools are classified as urban high schools. Urban high schools are characterized by a 

transient student population, declining enrollment; below average performance on 

standardized tests and graduation rates, and a higher percentage of students eligible for 

free and reduced lunch. The enrollment for minority students is above the state average. 
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The urban schools in this study met the urban profile. The community was 

ethnically diverse and composed of a nice mixture of business professionals and working 

class people. African Americans made up the largest minority group in these schools. 

There were few minority teachers. Only one minority teacher participated in this study. 

The schools were located in or near low income neighborhoods. Fike and Carver high 

schools opened in the early 1960's, while Parkland High School opened its doors in 1922. 

Upon arrival on campus, the presence of police officers for security was visible. 

The lack of sufficient parking space was also noted. Once inside the schools, I noticed the 

wide hallways and the attention given to architectural detail. These were structures from a 

by-gone era. Students were clustered in the hallway in groups aligning along racial and 

ethnic lines. The school environment appeared to be peaceful. There was no noticeable 

unrest. A voice comes over the P .A. Students in the hallway are motionless. Everyone 

recited the pledge of allegiance and gave a moment of silence. It was 8:00 AM and time 

for class. The classrooms were alive and education was being conducted. The honor or 

upper-level courses were mostly Caucasians while the non-honor or upper-level courses 

were comprised of mostly minority students. This was a typical scene in an urban school. 
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Teacher Interview Responses 

This section attempts to capture the voices of secondary teachers in relationship to 

this investigation of instructional reading strategies, professional development and 

training, and reading assessment used at the secondary level to improve student reading 

skills. Teacher interviews were conducted to gain insight into the "lived through" 

classroom experiences of secondary teachers. Pseudonyms were used to protect the 

identity of the schools and the teachers. Three themes emerged from the teacher 

interviews: (1) secondary teachers as reading experts; (2) student reading ability at the 

secondary level; and (3) support for reading at the secondary level. 

Secondary Teachers as Reading Experts 

There were many instances during the secondary teachers' interviews in which 

the teachers sounded like reading experts. For example, Mr. Glavin, a biology teacher 

with 28 years of experience was impressive. His classroom setting was traditional. The 

students were attentive and respectful. Mr. Glavin had a good rapport with his students. 

He appeared to be an excellent teacher and knowledgeable about content-area reading. 

He understood the fundamental concepts of vocabulary development and some key 

reading strategies. It was a routine practice in his classroom to review vocabulary before 

reading. Games and simulations were used to improve vocabulary. Mr. Glavin thought 

the best way to improve reading was to appeal to the interest level of the students. 

Therefore, reading materials were more student centered. He pointed out the importance 

of pre-reading activities. Mr. Gavin's honesty and sincerity were evident throughout the 

interview. He admitted that rr.ost of his knowledge about reading came from elementary 

teachers. Mr. Glavin commented that he can predict which students are going to graduate 



in four years based on how they read in his class. His comments were consistent with 

reading researchers. Students' inability to read is the number one factor standing in the 

way of graduation (Marzano, 2004). 
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Dr. Cavett was interesting. She taught Honors English. Students benefited 

immensely from her 23 years of experience and her doctoral training. Her students earned 

what is called dual (both high school and college) credit for successful completion ofher 

class. These were the self-motivated, academically focused and conscientious future 

leaders of society. Discipline was not an issue. These students came to school to learn. 

Dr. Cavett's class focused on higher-order thinking skills (Bloom's Taxonomy). Dr. 

Cavett used group work and challenging questions to motivate students. Teamwork was 

stressed. Students moved freely around the room. Books were everywhere. Dr. Cavett 

saw reading as a process. To be successful in reading, students needed to read, analyze, 

and discuss literature. 

Dr. Cavett explained that there is a range of attitudes towards teaching reading at 

the secondary level. There are teachers who do not want to have anything to do with 

teaching reading. There are also those secondary teachers who only want to deal with 

content. These attitudes were more commonly found in older or more experienced 

teachers. There is the belief among teachers that students should already know how to 

read by the time they get to high school. Dr. Cavett's comments on the attitudes of 

teachers towards reading are similar to the research of Barry (1997) and Jacobs (1999 & 

2002). 

During the teacher interviews, the most common instructional reading strategy 

mentioned was vocabulary activities. According to Nagy (1998), vocabulary knowledge 



is essential to comprehending text. Mrs. Garrison, a former TV anchor, taught ninth 

and tenth grade language arts at Parkland High School. She is a strong proponent of 

teaching vocabulary skills. She believes a strong vocabulary is a key to improving 

reading. 
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Mrs. Garrison is a passionate teacher. She is in her third year of teaching. You 

could see the excitement and concern for her students throughout the interview. Her 

classroom was rather large, and there was ample personal space for each student. The 

class was comprised of a significant mixture of special and regular education students. 

Due to the large number of special education students, Mrs. Garrison team taught with a 

special education teacher. The process seemed to work well. Both teachers used a hands

on approach. Mrs. Garrison briefly described some of the difficulties she encountered in 

her new profession: 

In my first period class, only half ofthe students showed up .... I have 

second grade level readers in my sophomore class. We do have problems. 

And you know poor readers may manifest inappropriate behaviors. They 

start getting disruptive and doing anything so they don't have to read. We 

struggle with them for reading and writing. That's been a real challenge for 

me on a sophomore level when you have second grade level readers. 

As a former TV anchor, Mrs. Garrison looks quite comfortable in the classroom 

setting. Perhaps, some of her interpersonal skills from working in the news media have 

been transferred to the classroom. Mrs. Garrison likes to model a passion for reading by 

constantly reminding students of the importance of reading. 
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When asked about instructional reading strategies, Mrs. Garrison reminded me 

that she was very interested in vocabulary development. "We do a lot of writing 

sentences everyday using new vocabulary words." She had taken a graduate class in 

reading. This class focused on identifying words and helping students to read. Mrs. 

Garrison teaches her students syllabication and the appropriate use of prefixes and 

suffixes. Lenz and Hughs (1990) inform us that in secondary schools, reading content

area tests requires an ability to identify unfamiliar, multi-syllabic words. Therefore, good 

readers must be able to develop skills and strategies that are needed to identify multi

syllabic words (Bryant et al., 1999). 

To improve reading skills, Mrs. Garrison allows her students the opportunity to 

read. According to Ivey and Fisher (2005), students need instruction, but they also need 

opportunities to negotiate real text for real purposes. Reading activities in Mrs. Garrison's 

classes include the following: listening to books on tape and reading along, reading books 

silently, and listening and reading along with the teacher. There are tiines when students 

are allowed to choose their own books of interest (Ivey & Fisher). 

Mrs. Garrison is very passionate about her subject and her students. She shared a 

very personal story about reading as it relates to her daughter. 

My daughter was a reluctant reader and always went for tutoring, and she always 

found someone who was a poorer reader than she so she didn't care. And then in 

eighth grade, she took this STAR Test. I believed that it showed that she was 

reading at the fifth grade level and in the 18th percentile which meant that 82% of 

the students were reading better than my daughter. This was a turning point for 

my daughter with tears streaming down her face told me that they said she had to 
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read for an hour every night and start with fourth grade level, fourth grade level 

books for an eighth grader! We got her a fourth grade level book; she started to 

read it, and she took comprehension tests. Then we got her a fifth grade book, and 

we worked up to sixth grade. We read every night except one night a week. We 

each read one side of the page, my husband, my daughter and me. We read Ann 

of Greene Gables. We read all the things which my husband could care less about. 

At the end of the eighth grade year she was reading at eighth grade level. She got 

into honors English in ninth grade and is now in honors English in her junior year. 

This would not have happened had she not gone back to fourth grade reading in 

an eighth grade setting. 

Ivey and Douglas (2005) explain that we know of no student who increases their reading 

by reading books too difficult for them, and we know of no student reading at a 3rd grade 

level who learned to read at ih grade level by reading only ih grade level reading 

materials. 

The last teacher interview of the day was Mrs. Dunn, a second year social studies 

teacher at Carver High School. She was remarkable. Mrs. Dunn was confident and 

appeared eager to share her knowledge about reading. It was as if she had prepared all 

night for her final exam. She frankly admitted that secondary teachers do not do a very 

good job teaching reading. Mrs. Dunn took a reading class while working towards her 

master's degree. She acknowledged that there were strategies to teach reading in subject 

areas. 

Our first topic of discussion was instructional reading strategies. Mrs. Dunn 

quickly communicated about pre-reading, during reading, and after reading activities. 



These activities included a preview of the objectives as listed in the book. "I have 

students take notes and tum the heading of each paragraph into questions and answer 

those questions, paraphrase after reading, and have them write three things from the 

reading they thought were important." Mrs. Dunn described the frustration involved in 

teaching reading, "Getting them to even read directions is difficult." Therefore she tries 

to find materials that interest students. 
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Mrs. Dunn had a positive attitude towards teaching reading. She stated, "I will do 

whatever the principal tells me. If that is teaching the latest reading strategy or whatever 

we can do for kids, I am going to do it." She realized that not everyone shares her 

enthusiasm towards teaching reading. She pointed out that many older or more 

experienced teachers are not always cooperative. 

There were also instances in which secondary teachers did not sound like reading 

experts. Mrs. Surbeck, an English teacher with 30 years of experience in the classroom, 

was an example of a secondary teacher who was lost when confronted with secondary 

students lacking reading skills. Her answer to assisting students at the secondary level 

was to add reading classes and to teach phonics. Zemelman et al. (1998) points out that 

phonics instruction above the second grade is inappropriate. Phonics is an educational 

strategy geared towards the early grades (Neuman et al., 2000). During the interview, 

Mrs. Surbeck's exasperation about teaching reading was evident. She knew of no good 

strategies that teachers were using to assist students with reading difficulties. 

As a group, the secondary teachers in this study were knowledgeable about best 

practices in the reading area, but as individual teachers they were lacking. Some teachers 

were much more informed than others. Improving the reading skills of secondary 



students involves all teachers and administrators. Secondary teachers should make a 

conscientious effort to improve their expertise in reading. Principals need to investigate 

ways to make reading a priority at the secondary level. Improving reading skills of 

secondary students needs to be a collaborative effort. 

Student Reading Ability at the Secondary Level 
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Student reading ability at the secondary level has been well documented. The 

documentation relates to low student reading achievement, the importance of student 

reading development, and the importance of reading success at the secondary level. The 

secondary teachers in this study took the opportunity to share their views on the reading 

ability of their high school students. 

Mr. Fawbush, a 23 year veteran teacher at Parkland High School served in the 

military. His classroom and teaching methodology have a military feeling. His classroom 

management was rigid and his teaching approach was mainly teacher centered. Class 

rules and procedures were clearly posted and visible around the room. The classroom 

environment was well organized. The room was full of colorful, patriotic posters. Mr. 

Fawbush's voice was very authoritative. In classroom management, his evaluation 

performance would be distinguished (the highest category). And yes, he appeared to be 

an effective teacher. He taught mostly honor classes in the social studies department and 

one ninth grade social studies class. 

Mr. Fawbush made no comments about the reading abilities in his honors classes. 

Instead he focused primarily on his ninth grade class, which he called a "normal ninth 

grade class." He believes their reading ability is below ninth grade. 
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Mr. Fawbush was very unfamiliar with his students reading scores or the type 

of standardized tests used. He replied, "I don't know" several times to questions about 

reading assessment. Mr. Fawbush had made an informal assessment ofhis students 

reading abilities through observations. When questioned about his conclusions 

concerning the reading abilities of his ninth grade class Mr. Fawbush commented, "They 

struggle, and the reading that they were doing was basically ninth ... what would be 

classified as ninth grade reading, and they really struggled." Tatum (2002) suggests that 

assessment should include the use of formal and informal techniques. 

Mr. Dettmer is completing his first year as a social studies teacher at Pike High 

School. He spent his first five years teaching middle school. He seemed very 

apprehensive about some of the questions asked during the interview. This behavior was 

due mostly to his unfamiliarity with Pike High School. There were also times when Mr. 

Dettmer did not seem too sure of himself. Maybe he needed more time to get acclimated 

to high school life. 

Mr. Dettmer suggested that maybe 50%- 60% of his students read at grade level. 

When asked how important reading at grade level is to the overall educational process, 

Mr. Dettmer answered as follows: 

That's tough to say, I mean, you look at most newspapers and they are written at 

about a sixth to eighth grade level. As far as literacy is concerned for the kids, for 

life, I don't know that it's ... you know, being in high school, that it's extremely 

important as far as being in my classroom and dealing with my content. I think 

that reading at grade level is pretty important. You know going along with all the 

other skills students need ... being a hard worker and paying attention. I would say 



that reading on grade level, if I was to rank it on a scale of 1-10 from my 

classroom, maybe a six to seven. 
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Mrs. Diggs, a 20-year veteran algebra teacher at Carver High School, was 

positively sure her students were not reading at grade level. She is a pleasant person who 

will soon be retiring. Mrs. Diggs talked about spending more time with her grandchild. 

You could see her eagerness to begin her greater involvement in grand-parenting, but that 

would have to wait five more years. In the meantime, she would continue to teach 

algebra. After all, she does not look fifty. She has aged gracefully. 

Mrs. Diggs admitted that reading is important at the secondary level. She talked 

of her love for reading. She pointed out how her daughter loved reading and her son 

hated reading. Math word problems demanded much reading. Mrs. Diggs said having 

students read the word problems to see if they can pick out the important facts was 

critical. Due to her students' lack of sufficient reading skills, not much time was spent on 

word problems in her classroom. She commented that she was frustrated with her 

curriculum and did not spend much time on reading. Mrs. Diggs complained about too 

many math standards and the unwillingness of students to learn math. She was aware of 

the fact that reading was connected to academic success in all subjects. The lack of 

reading skills was the major reason some of her students were unsuccessful in her math 

class. 

The interview with Mrs. Diggs was consistent with the other secondary teacher 

interviews in this study regarding the reading ability of secondary students. Mrs. Diggs 

appeared to be honest and sincere in her responses. She used the words, "I'll be honest 

with you" several times. Initially, she acknowledged that her students' reading skills were 
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poor and that as a math teacher she did not have the time or the skills to address their 

reading needs. As the interview concluded, Mrs. Diggs attitude toward teaching reading 

became much more positive. She even indicated that she was interested in learning how 

to incorporate reading into her classroom. 

Mr. Ozmun, a former elementary principal, taught biology to tenth graders. His 

classes were predominantly African-American with a few Hispanic students. He admitted 

that primarily Caucasian students were enrolled in the higher-level classes. He believed 

that the lack of minority students in higher:-level classes was due to the lack of parental 

involvement at home. Mr. Ozmun's class was noisy and appeared disorganized. The 

students were not academically focused. Mr. Ozmun's classroom environment was not 

conducive to learning. Students were out of their seats and socializing. This was an 

atypical classroom experience of the 12 teachers interviewed. 

Mr. Ozmun knew very little about the social or academic background of his 

students. When asked about the reading ability of students at the secondary level, he 

replied for the most part that they were reading at grade level. He based this on oral 

reading in his class. Mr. Ozmun made it clear that he never forced a student to read. He 

worked independently with students who had difficulty reading. He was not aware of 

their standardized test scores or any other assessment scores. \Vhen asked about the 

importance of reading, Mr. Ozmun thought that reading at grade level was "large". He 

felt reading was highly important. 

Overall, the teachers interviewed in this study were well-versed with regard to the 

reading ability of students at the secondary level. In this study 92% of the teachers felt 

strongly that students were not reading at grade level. Their comments were consistent 
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with research in the field. The NAEP reported that fourth, eighth, and twelve grade 

reading scores were dreadfully low, particularly among disadvantaged students (National 

Center for Educational Statistics, 2003). Studies have indicated that 40% of 16 year old 

students attending high school have not acquired intermediate reading skills (Irvin et al., 

1995). Cooter (2003a) sees reading failure as an epidemic in many urban districts. If 

students cannot read well they are at a serious disadvantage (Salinger, 2003). According 

to the U.S. Department of Education (1993) roughly 80% ofhigh school dropouts are 

poor readers. The urban schools in this study have a manageable reading problem as it 

has not yet reached epidemic proportions. The secondary teachers in this study seem to 

be open to learn the appropriate strategies to enhance student reading skills. 

Support for Secondary Teachers in Reading 

There are many factors impacting reading achievement (Schneider & Spor, 1999). 

These factors include home environment, economics, motivation, parent and peer 

influences, and diversity. In a national survey conducted by Barry (1997), teachers cited a 

lack of time, skills, and support as factors that impact reading achievement of secondary 

students. Secondary teachers in this study discussed the types of support secondary 

teachers needed to improve students reading skills. 

Mrs. Gull, a second year math teacher, shared her views on the type of support 

secondary teachers needed. This was her first year at Fike High School. She knew very 

little about programs or initiatives at the school. She did her best to describe the school

wide initiatives. After much discussion, we decided that it was similar to ISTEP 

Moments. 
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Mrs. Gull felt that in order to improve the reading skills of secondary students 

teachers needed extra planning time. She believed that additional staff development 

opportunities could also be helpful. These staff development activities should be more 

intense than the usual one hour ones and that the activities presented should be discipline 

specific. In other words, instructional reading strategies for Mrs. Gull would be specific 

to math. Mrs. Gull's professional training in reading has been limited. She remembers 

taking one reading class in college, which appears to be a normal experience for 

secondary content teachers. 

Mr. Goldman, a biology teacher with thirteen years of experience, looked 

confident during the interview. He answered each question with the assurance of a master 

teacher. The hesitation and unfamiliarity with the subject experienced with the other 

teachers interviewed was not evident during this discussion. Mr. Goldman shared with 

me his desire to pursue his doctorate. 

Mr. Goldman led an exceptional classroom. It was full of energy. Students were 

sometimes engaged in group or partner work. Vocabulary activities, reading and writing 

activities, and study partners were prevalent in Mr. Goldman's class. 

When the question was asked about what support teachers need at the secondary 

level to improve student reading skills, Mr. Goldman's reply focused on school 

administrators. He believed teachers would implement reading initiatives in their 

classrooms if teachers received more support from the school administrator. Mr. 

Goldman's description of administrative support needed in teaching reading at the 

secondary level was as follows: 
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We know this is tough, but we think it's important enough for you to do it and 

we want to back you. And sometimes it's giving you the time to go to this 

conference and hear this. Sometimes it's giving you time off to go to this school 

and see how it's implemented, where the rubber meets the road with students and 

real teachers. And sometimes it's just, you know, building a fire under a teacher, 

you know, just like in coaching. 

Mr. Goldman would like principals to accept more responsibility for motivating, 

providing effective professional development, and making teachers accountable for 

implementing school-wide initiatives in reading. Teachers sometimes go to staff 

development activities but do not implement those effective strategies that were 

discussed in their classrooms. According to Mr. Goldman, diverse reading materials that 

interest students are also needed at the secondary level. 

Mr. Quinn, a math teacher with 31 years experience, works at Parkland High 

School and teaches lower-level math courses. Students very seldom read in his class. Mr. 

Quinn was hesitant about calling on students to read. If their reading skills were not good, 

he didn't want to put them on the spot. A common scene in most urban high schools, Mr. 

Quinn's class consisted predominantly of African-American students. He seemed to care 

about his students. There was a mutual respect between this teacher and his students. 

Mr. Quinn's knowledge of reading across the content area was limited. However, 

his honest, friendly, and cooperative attitude was similar to his colleagues in this study. 

Mr. Quinn was not defensive and did not make excuses for his lack of training in reading. 

He readily admitted that he had absolutely no training in the reading area. 
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Due to Mr. Quinn's limited knowledge about reading and the fact that he is 

closer to retirement than most teachers interviewed, it was difficult to establish a healthy 

conversation about reading. The question was asked about what support teachers need to 

address reading problems. His answer was brief, "I would need in-service training ... 

money is needed. Maybe a cooperative type set up between math and the English or 

reading teachers." Getting Mr. Quinn to elaborate on these points did not seem quite 

appropriate due to his pending retirement. 

The secondary teachers in this study described a variety of resources to support 

reading at the secondary level. These resources included additional preparation time, 

increased staffing, more money, administrative and teacher accountability, diverse 

reading materials, discipline specific professional development, and research-based 

reading strategies. In this study 42% of the teachers chose professional development and 

training as the support teachers need the most to address teaching reading at the 

secondary level. On-going professional development, coaching, and research-based 

strategies were mentioned as necessary components of professional development and 

training. Umphrey (2001) states that school leader's goal to raise student achievement in 

reading must commit to developing a support system for teachers. Umphrey sees high 

quality staff development as a mandatory first step. 

Teacher Classroom Observation- Instructional Reading Strategies 

The purpose of this section is to provide information on what instructional reading 

strategies were observed during the classroom observations. The number of instructional 

reading strategies by teacher and content area will be shared. The percentage of teachers 
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using each strategy will also be given. The information in this section will also be 

used to support Question 1 : What instructional reading strategies are used at the 

secondary level? 

The classroom observations involved 12 teachers from language arts, biology, 

U.S. history, or math. The number of instructional reading strategies used by the 

classroom teachers during the observations ranged from a low of 0 to a high of 15 

instructional strategies. Collectively, U.S. History teachers used the greatest number of 

instructional reading strategies. Figure 4.1 represents this information from the classroom 

observations. 

bi) 
16 

!::: ....... 
14 "'0 

C'd 
il) 

~ 12 
ca 0 Language Arts !::: [/) 10 .8 il) ..... ....... 

•Biology () bi) 
::l il) 8 I-< ..... ..... C'd D U.S. History · [/) I-< 
!::: -+-' 

........ ct:l 6 DMath 4-< 
0 
I-< 4 il) 

,.0 

a 2 ::l 0 z 
0 

Teacher I Subject Area 

Figure 4.1. Classroom observations. 
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• Reading I Writing Activity 
-75% 

D Summarizing- 33% 
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Gl Reading Assessment 
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For the purpose of this study, instructional reading strategies observed during 

the classroom observations were assigned to 1 of 18 categories. The most common 

instructional reading strategies observed were vocabulary activities. The least common 

instructional reading strategies observed were predicting outcomes, SQ3R (survey, 

question, read, recite, and review), literature circles, and reciprocal reading. Figure 4.2 

indicates the instructional strategies observed during the classroom observations. 

Document Analysis 

This section provides additional information in the investigation of instructional 

reading strategies, professional development and training, and reading assessment used at 

the secondary level to improve student reading skills. Documents analyzed in this section 

were course and program descriptions, Indiana's academic standards for English/ 

language arts, and textbooks. 

Course and Program Description 

The Indiana Department of Education (IDOE) produces course and program 

description guides for each content area. Reading is part of the language arts content area. 

This guide contains all courses and a description of each course that high schools in the 

state of Indiana can offer its students for high school graduation credit. In the 

introduction of the course and program descriptions for language arts, IDOE states, 

"Reading and language arts is not just something we should do primarily to be used to 

develop a competent and competitive work force but, further, to connect ourselves more 

fully with others in our society and the world" (IDOE, 2006, p. 1 ). 

The Indiana Department of Education offers 44 courses under the language arts 

content area. Developmental reading and language arts lab are the only two reading 
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courses offered at the secondary level. These two courses can be taken for one or two 

credits, but they do not meet the English credit requirements for graduation. 

Developmental reading focuses on strategies to increase reading comprehension. The 

language arts lab is designed to improve skills in the application of language arts content 

standards (reading, speaking, writing, and listening). 

Standards are recommended by Indiana's Education Roundtable and adopted by 

the State Board of Education (IDOE, 2000). There are grade-specific academic standards. 

Each secondary grade (9-12) English! language arts course has seven grade-specific 

standards. Three out of seven English/ language arts standards are devoted to reading. 

Standard 1. Reading: Word Recognition, Fluency, and Vocabulary Development. 

Students apply their knowledge of word origins (words from other languages or 

from history of literature) to determine the meaning of new words encountered in 

reading and use those words accurately. 

Standard 2. Reading Comprehension (Focus on Informational Materials). Students 

read and understand grade-level appropriate material. They analyze the 

organizational patterns and evaluate authors' arguments and positions. The 

selections in the Indiana Reading List (available online at 

www.doe.state.in.us/standards/readinglist.html) illustrate the quality and 

complexity of the materials to be read by students. At grade nine, in addition to 

regular classroom reading, students read a wide variety of classic and 

contemporary literature, poetry, magazines, newspapers, reference materials, 

technical resources, and online information. 
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Standard 3. Reading: Literary Response and Analysis. Students read and 

respond to grade-level-appropriate historically or culturally significant works of 

literature that reflect and enhance their study of history and social science. They 

conduct in-depth analyses of the themes ofthese works. The selections in the 

Indiana Reading List (available at www.doe.state.in.us/standards/readinglist.html) 

illustrate the quality and complexity of the materials to be read by students. (p.86) 

During each classroom observation, the textbooks for each course were examined. 

Textbooks reviewed were for biology, 1Oth grade language arts, United States history, 

and algebra I. Each book was examined for instructional reading strategies. Listed are the 

instructional reading strategies found in each chapter: biology- SQ3R, graphic organizer, 

main idea, predicting outcomes, summarizing and vocabulary; language arts- predicting 

outcomes, vocabulary, generating questions from the text, activating prior knowledge, 

read aloud, and graphic organizers; United States history- main idea, vocabulary, 

predicting outcome, making inferences, activating prior knowledge, graphic organizer, 

KWL(What you know, What you want to know, and What you have learned), making 

generalizations, and summarizing; Algebra I- main ideas or key concepts, vocabulary, 

logo graphics, and reading math exercise. 

Summary 

This chapter reported the demographics, participant responses to interview 

questions, strategies observed during teacher classroom observation, and analysis of 

documentation. These sources were an integral part of this qualitative study to investigate 

instructional reading strategies, professional development and training, and reading 

assessment used at the secondary level to improve student reading skills. 
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The demographic data included a school profile, a teacher profile, and a 

student profile. The school profile in Table 4.1 showed the grade level, enrollment, 

locale, reading courses, graduation rate, A YP history, and school improvement focus. 

The teacher profile included average years of experience, frequency distribution years of 

experience, and degree. The student profile categories were free/ reduced lunch, minority 

percentage, and passing percentage on the grade ten GQE standards. 

This study of the investigation of instructional reading strategies, professional 

development and training, and reading assessment used at the secondary level to improve 

student reading skills were guided by three central research questions: 

1. What are the most effective professional development and training for 

secondary classroom teachers in reading? 

2. What is the most effective teaching method or strategy to improve reading? 

3. What reading assessment instruments are most effective in evaluating student 

reading skills? 

These research questions were supported by 13 sub questions. The 13 sub 

questions were used to interview the participants. The interviews gave the participants' 

perspective to the study. The 12 teachers represented three northeast Indiana high 

schools. The subject areas were Algebra I, 1Oth grade language arts, biology, and United 

States history. Following the teacher interviews, each teacher scheduled a date and time 

for a classroom observation. The purpose of the classroom observations were to 

document instructional reading strategies observed in the classroom. 

The documents used in this study were course and program descriptions, 

academic English! language arts standards, and course textbooks. The IDOE website was 



a useful resource in developing profiles that were pertinent to this study. School, 

teacher, and student profiles were created to use in the study. 

Chapter five provides a discussion of the conclusions. Also included are 

implications for practice and recommendations for future research. 
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Chapter 5 

SUMMARY, CONCLUSIONS, AND RECOMMENDATIONS 

This chapter summarizes, draws conclusions, and makes recommendations based 

on the data and information from chapters one, two, three, and four. Chapter 1 provided a 

statement of the problem; Chapter 2 gave a survey of the literature review; Chapter 3 

explained the research methodology and procedures; and Chapter 4 presented the 

research findings. This chapter is organized by each research question. The research 

question served as a framework for results, discussion, and when appropriate pertinent 

demographic data. Implications for practice and additional recommendations for research 

are also included. 

The purpose of this qualitative study was to investigate instructional reading 

strategies, professional development and training, and reading assessments used to 

improve student reading skills in urban high schools. These urban high schools in 

northeast Indiana with diverse populations were the focus of this study. Twelve 

secondary classroom teachers of algebra, United States history, language arts grade 10, 

and biology described their experience in teaching reading across the content areas. 

These "lived through" classroom experiences were examined through interviews and 

classroom observations to gain a better understanding of how instructional reading 

strategies, professional development and training, and reading assessments could be used 



at the secondary level to improve student reading skills. This research study sought 

answers to these guiding research questions: 
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1. What are the most effective professional development and training for 

secondary classroom teachers in reading? 

2. What is the most effective teaching method or strategy to improve reading? 

3. What reading assessment instruments are most effective in evaluating student 

reading skills? 

The findings from this study provide information to school administrators and 

teachers on how instructional reading strategies, professional development and training, 

and reading assessments impact secondary students' reading skills. The findings gave 

some insight on how educators can improve students standardized test scores. Due to 

these findings, teachers and administrators may also learn how to use reading 

assessments more effectively when making academic decisions about students. These 

findings provide an extension of the understanding of instructional reading strategies use 

in secondary classrooms across content areas. 

I used purposeful sampling to identify the participants and to select sites. 

Interviews and classroom observations were held over a three month period. Additional 

information was retrieved from documents. Thirteen interview questions (sub questions) 

were developed to explore answers to the three guiding research questions of this study. 

The classroom observations provided pertinent information on the reading strategies 

used. The classroom observations also produced an opportunity to examine the textbook 

for reading strategies. 
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This study expands on the works of Barry (1997), High school Reading 

Programs Revisited; Said et al. (2002), Literacy Education and Reading Programs in the 

Secondary School: Status, Problems, Solutions; and Schneider and Spor (1999), Content 

Reading Strategies: What Teachers Know, Use and Want to Learn. The principals were 

instructed to select one teacher from each core area (math, science, language arts, and 

social studies) that represented a wide range of experiences (years teaching). The 

researcher conducted interviews lasting 45- 60 minutes with each teacher in his or her 

office at individual schools. Due to teacher absence, two interviews were conducted by a 

telephone conference. The interviews were audio taped and transcribed for analysis. 

When the interview session concluded, the secondary teacher and researcher scheduled 

one class period for the classroom observation (45- 60 minutes). There was a post

observation conference to validate the field notes. A contact summary sheet (Appendix 

G) was used to summarize what was learned from each interview and classroom 

observation (Appendix F). This research looked at each of the 13 interview questions and 

classroom observations for emerging themes and patterns. Each of the 12 secondary 

teachers curricula were also reviewed to provide information to understand the 

instructional reading strategies, professional development and training, and reading 

assessment used at the secondary level to improve student reading skills. 

This research examined the responses and the information gathered from the 

thirteen questions during the teacher interviews, classroom observations, and a review of 

the curriculum. These sources presented emerging themes and patterns. This data was 

triangulated to provide answers to three guiding questions research questions. 
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Research Question 1 

What are the most effective professional development and training for secondary 

classroom teachers? In this study, secondary teachers received most of their professional 

development and training in reading from consultants and college courses. Six out of 12, 

or 50%, of secondary teachers associated their professional development and training 

with consultants and from college courses. Six out 12, or 50%, of secondary teachers 

indicated they had no professional development or training in the reading area. The 

interview questions also revealed that most secondary teachers' information about 

teaching reading came from colleges (50%), educational readings (42%), staff 

development (33%), and colleagues (33%). 

Sources of secondary teachers' information on teaching reading or training in 

reading in this study were similar to results reported in by Schneider and Spor (1999). 

Schneider and Spor conducted a descriptive study of 435 kindergartens through 1ih 

grade classroom teachers from urban, suburban, and rural public schools. The teachers 

reported that training or information about teaching reading was obtained by the 

following means: university courses, 41.5%; educational readings, 23%; and staff 

development 33%. Interestingly, Schneider and Spor's study did not identify colleagues 

as being a source of information or training. In this study, colleagues (33%) were an 

important source of information. In most cases, the colleagues were a department head or 

a reading teacher in the school. 

The interview questions indicated that secondary teachers considered discipline 

specific reading strategies and the needs of diverse reading levels as being a priority in 

professional development and training. Four out of 12, or 33%, of the teachers suggested 



117 

that discipline specific professional development and training would be the most 

helpful to secondary teachers in reading while 3 out of 12, or 25%, said the needs of 

diverse reading levels would be the most helpful form of professional development and 

training. Mrs. Dunn, a second year social studies teacher, commented, "I have kids 

reading at kindergarten level, and I have kids reading at college level. I feel so terrible! I 

do not think we can address reading adequately. What strategies do I use for each type of 

learner?" Four out of 12, or 33%, of the teachers indicated that they simply do not know 

what professional development and training is most helpful to secondary teachers in 

reading. 

This research study is consistent with the results of past research studies about the 

professional development and training of secondary teachers in reading. Said et al. (2002) 

pointed out that only half of the principals surveyed believed teachers in their schools 

were prepared to address reading problems or plan instruction to enhance reading 

development. Eighty-five percent of the survey respondents represented urban schools. 

According to Riggs and Serafin (1998), experiences and conversations with a number of 

high school teachers suggest that the reason they do not or will not help students with 

reading and comprehending their course materials are because many do not know how to 

teach reading. Research has consistently shown that professional development is the most 

suitable method of"teaching teachers" (Riggs & Serafin). 

Based on the secondary teacher interviews, results indicated 5 out of 12, or 42%, 

of the teachers selected professional development and training as the primary support a 

teacher needs for addressing reading in secondary schools. As components of 

professional development and training, teachers suggested ongoing professional 



development and training, a coaching component, research-based strategies, 

collaboration, an element of accountability, and discipline specific reading strategies. 

The views of secondary teachers in this study on effective professional 

development are congruent with researchers. Researchers stress that the following 

components yield the more effective professional development: 

(a) specific, usable instructional practice rather than a list of approaches; 
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(b) collaborative decision making between researcher and teacher about how best 

to address issues; 

(c) peer coaching to support implementation of instructional practice ; 

(d) collaboration about classroom-based issues and dilemmas and 

(e) intensive, ongoing professional collaboration. (Bryant et al., 2000, p. 239) 

Joyce and Showers (1988) understand that a systematic and comprehensive staff 

development system is the most effective staff development system which ( 1) increases 

student learning, (2) positively supports the workplace environment, (3) allows teachers 

to transfer immediate knowledge into classroom activities, and (4) reinforces the ethics of 

the education professional. Tatum (200 l) explains that effective professional 

development is sustained, ongoing, and desired to provide teachers with support and 

corrective feedback. Similar to teachers in this study, Dickerson and Tabors (as cited by 

Stewart, 2004) encourage the use of research based practices. The Educational Research 

Service (200 1) concludes that high-quality staff development and training is a mandatory 

first step. 

Secondary teachers realize the importance of effective staff development and 

training in addressing reading. Teachers were very candid in their views on the topic. It is 



quite evident from this study that teachers collectively are able to identify effective 

staff development and training needs. However, when it comes to the implementation 

phase of effective staff development and training the practices in reading, secondary 

teachers need assistance. 

Research Question 2 

What is the most effective teaching method or strategy to improve reading? 
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Harvey and Goudvis (2000) assert that in order for teachers to help their students to 

improve their reading comprehension, teachers must know what reading strategies to use 

and how to use them in their instruction. This research question was answered using the 

following research information: classroom teacher's knowledge of content reading 

strategies; classroom teacher's use of content reading strategies; and content reading 

strategies available in the textbook. 

In this study, 12 classroom teachers were interviewed about their knowledge of 

content reading strategies. The strategies and percentage ofteachers who have knowledge 

of content reading strategies and said they use them in classes: reading I working 

actively, 33%; summarizing, 33%; predicting outcomes, 8%; vocabulary, 42%; word 

identification, 33%; oral reading, 58%; generating questions (text), 25%; and activating 

prior knowledge, 16%. During classroom observations, the teacher use of content reading 

strategies were as follows: graphic organizers, 66%; vocabulary, 83%; oral reading, 75%; 

summarizing, 33%; main idea, 16%; predicting outcomes, 8%; activating prior 

knowledge, 50% silent reading with discussion, 42% study guide, 25% SQ3R, 8%; 

literature circles, 8% positive profile, 16%, reading assessment verbal, 16% and 

reciprocal teaching, 8%. During the classroom observations, the textbooks for each 
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course were examined. The instructional reading strategies illustrated in the 

textbooks: SQ3R, graphic organizer, main idea, predicting outcome, summarizing, 

vocabulary, generating questions from the text, activating prior knowledge, read aloud, 

making inferences, and KWL. 

The triangulated results from this research investigation about instructional 

reading strategies revealed teachers in this study implemented instructional reading 

strategies that minimized student engagement. The most commonly used instructional 

reading strategies were oral reading and vocabulary activities. These activities were more 

teacher-centered. Therefore, instructional reading strategies minimally focused on 

proficiency in comprehension skills. 

The Social Studies and English teachers implemented the greatest number of 

instructional reading strategies. The instructional reading strategies used occurred more 

often during the reading phase of teaching. Instructional Reading strategies before and 

after reading were seldom implemented. However, the textbook addressed all three 

phases of reading (before, during, and after). The teachers in this research study did not 

use the instructional reading strategies suggested in the textbook. 

This research study bears similarities to Schneider and Spor (1999) descriptive 

study of K- 12 public school teachers. Schneider and Spor examined classroom teachers' 

knowledge of use and desire to learn content reading strategies. There also were some 

similarities to Barry's ( 1997) survey of 500 schools of education graduates to determine 

content area teachers' favorite strategies and why they use them. The similarities between 

the studies are that teachers learned content reading strategies mostly from co1.1rses taken 

at a college or university; teachers identified content textbook as teaching materials they 
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use; teachers are concerned about developing activities which involve and interest 

students; instructional reading strategies are teacher centered, minimize student 

engagement, and do not focus on comprehension; and social studies and English teachers 

used the greatest number of instructional reading strategies. 

During the interviews, secondary teachers responded to questions involving 

effective means of improving or addressing the reading issue at the secondary level. 

Teachers' most common replies were oral reading (92%), student-centered reading 

materials (16%) and the use of specific reading strategies (42%). Other suggestions for 

improving reading were reading across content areas, using strategies on a daily basis, 

teacher accountability, and using Northwest Educational Assessment (NWEA). 

Throughout this research, teachers spoke candidly about how to improve students' 

reading skills. As indicated by Dr. Cavett, "This is a difficult question." As indicated by 

this research, 7 out of 12, or 58%, of the teachers are not familiar with reading programs 

or initiatives at their schools. 

This research contradicted the findings of Barry (1997) on high school reading 

programs. Barry's results were responses from 737 principals, reading specialists, and 

curriculum directors in the 48 states and the District of Columbia. The respondents in 

Barry's study were much more familiar with reading programs or initiatives at their 

schools than the teachers in this research study. Barry's study indicated that only 33% of 

the respondents were not familiar with a program or initiative at their school. This 

discrepancy might be due to continued specialization of secondary teachers. Due to 

increased accountability, secondary teachers are more focused than ever on their subject 

area. Pfordresher (1991) believes the increasing emphasis in education on accountability 
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and dependence on standardized testing by state boards and by the National 

Assessment Educational Progress (NAEP) is having a damaging effect on the teaching of 

reading. 

In this research study, 9 out of 12, or 75%, of the teachers responded that the 

attitudes of secondary teachers toward teaching reading were that it is not their 

responsibility to teach reading, but someone else's responsibility. Secondary teachers feel 

they have enough to do in their classrooms; therefore, they do not want to start teaching 

reading. As a justification, there is a widespread belief among secondary teachers that 

students should have reading skills coming into high school. Prior research studies in this 

area support these commonly held views of secondary teachers toward teaching reading. 

According to Said et al. (2002), many high school teachers assume, falsely, that students 

learned to read in elementary school and come to their classes with sufficient literacy 

skills to get the information they need from their textbooks and other readable materials. 

Barry (1997) conducted a national survey on the status ofhigh schoolreading programs. 

Barry found that many content teachers resist their role as reading teachers. These 

unfavorable attitudes toward teaching reading were also consistent with the research of 

Jacobs (1999; 2002). Jacobs (2002) suggests that in order for secondary content-area 

teachers to implement principals and practices of reading, they must first recognize 

reading as a meaningful process that can support their instructional goals, especially 

those related to understanding content. 

The old adage that attitude will determine aptitude can be applied to secondary 

teachers when it comes to teaching reading. This research study provided some clarity on 

effective teaching methods or strategies to improve reading. The research addresses the 



three components of content area reading instruction: word identification, vocabulary, 

and comprehension. 

Research Question 3 
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What reading assessment instruments are most effective in evaluating student 

reading skills? Through teacher interviews, secondary teachers shared their views on the 

significance of reading at grade level. Eleven out of 12 teachers, or 92%, felt strongly 

that students were not reading at grade level. Eleven out of 12 teachers, indicated 

that reading at grade level was significantly important to the overall educational process. 

The views of secondary teachers in this research pertaining to the significance of 

reading at grade level are validated by other researchers. Reading is a gateway skill. If 

students cannot read well, they are at a serious disadvantage (Salinger, 2003). It's quite 

evident that reading skills are essential to the overall achievement of high school students 

(Codding, 2001; Darwin & Fleischman, 2005; McGrath, 2005). Roughly 80% ofhigh 

school drop outs are poor readers, and students who are poor readers have trouble in all 

oftheir subjects in school (U.S. Department of Education, 1993). The U.S. Department of 

Education reported high school drop outs go on to populate the nation's prisons. 

According to the Manhattan Institute, 26%, or 20,355, of the students in the class of2012 

will not graduate should the present crisis in reading continue to exist. If the class of 2012 

is able to enhance their reading skills, they will increase their chances of graduating from 

high school (NCES, 1999). 

Assessments play a major role in determining which strategies should be used in 

the classroom to improve student reading skills. Secondary teachers in this research study 

were asked what assessments were used to evaluate reading programs or students' 
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reading abilities. Seven out of 12, or 58%, of teachers responded none or do not know 

what assessments were used to evaluate reading programs. Five out of 12, or 42%, of 

teachers mentioned a standardized test as a means of evaluate reading programs. In this 

study, 8 out of 12, or 66%, of teachers referred to standardized test to evaluate student 

reading abilities. Four out of 12, or 33%, of the teachers just did not know what 

assessments were used to evaluate students' reading abilities. 

This research study exposed the limited knowledge of secondary teachers on 

assessments and perhaps the over-reliance on standardized tests to evaluate reading 

programs and students' reading abilities. Teachers repeatedly shared their lack of 

knowledge concerning assessments. Mr. Goldman readily admitted, "I don't assess their 

reading abilities." Mr. Gavin's reply to the questions about assessment, "I guess I have to 

plead ignorant again." Teachers referred to standardized tests as the only means of 

evaluating students' reading skills. This study revealed the following points about 

standardized tests: 

(1) The test is not being used to improve or drive instruction. 

(2) Some teachers do not receive test scores of their students. 

(3) Teachers who receive test scores are not sure how to use them. 

( 4) Teachers are not knowledgeable about the use of standardized tests. 

( 5) Standardized tests are used for placement of students. 

(6) Teachers complained about too much testing. 

This research study adds credibility to Stiggins' argument. Stiggins (2002) 

believes assessment for learning should be designed to help teachers develop a more 

responsive curriculum to enhance students' growth. Stiggins want tests to be used more 
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appropriately when determining students' reading ability levels. According to 

Stiggins, this information can be used to match students with the most appropriate 

instructional and recreational reading materials which are more likely to promote learning 

than using assessments to make placement and grouping decisions. The pervasiveness of 

standardized achievement testing in U. S. schools has received a great deal of criticism 

(Kohn, 2000; Mills, 2001; Pearson, 2001; Popham, 2001 ). Plecki (2000) commented that 

tests should not be used as the only measure of student outcomes. Brozo and Hargis have 

also written about the overuse and abuse of standardized reading assessments (Brozo & 

Brozo, 1994; Brozo, 2003; Hargis, 1999). 

The most effective practice in reading assessment may occur when teachers and 

students work collaboratively in a trusting relationship that includes growth, nurturance, 

and self-evaluation, (Winograd et al., as cited in Moore et al., 2003). Black and William 

{1998) describe assessment as referring to all those activities undertaken by the teachers 

and their students in assessing themselves which provide valuable information to be used 

as feedback to modify teaching and learning activities for students. Zemelman et al. 

(1998) suggest reading assessment should be aligned with classroom practice. Effective 

teachers can get to know students individually by watching them, listening to them, and 

interacting with them in literacy activities (Tatum, 2001 ). 

Tatum (2001) explains that assessment should be an ongoing process, should 

include the use of formal and informal techniques, and should include all areas of 

reading. Teachers should use a variety of research-based, classroom reading assessments 

to learn about their students and their own teaching, including surveys, portfolios, 

observations, and conferences. Excellence in reading and student achievement is possible 



with the appropriate use of assessment tools, resources, curriculum, instruction, and 

intervention strategies. 

Conclusions 
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Reading is considered to be a key component in the educational process. It is 

commonly called a gateway skill. Reading is the key to students' success in school and 

more importantly their success in life. There has been concern about students' reading 

abilities at local, state, and national levels. The results of this research study, an 

investigation of instructional reading strategies, professional development and training, 

and reading assessment used at the secondary level to improve student reading skills, 

provided information that could be advantageous in improving student reading skills. 

Because of the complexity ofleaming to read, Moats (1999) points out, teaching 

reading is a job for an expert. Therefore, the researcher went directly to classroom 

seeking answers to three research questions. The research questions that guided this study 

were: 

1. What are the most effective professional development and training for 

secondary classroom teachers in reading? 

2. What is the most effective teaching method or strategy to improve reading? 

3. What reading assessment instruments are most effective in evaluating student 

reading skills? 

The first conclusion of this research demonstrates that these teachers collectively 

were able to identify effective professional development and training practices that were 

consistent with the research in the field. According to this research study, the most 

effective professional development and training for secondary teachers in reading should 
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be intensive, sustained, and on-going. Peer-coaching, collaboration, and specific, 

usable, content-driven instructional practices rather than a list of random approaches 

should be key components of effective professional development. Research-based 

strategies should be implemented during classroom instruction. An accountability system 

should be put into practice to allow teachers to transfer immediate knowledge into the 

classroom. A collaborative decision making process between researchers and teachers is 

critical to the success of effective professional development and training in reading for 

secondary teachers. 

Secondary teachers realized the significance of effective staff development and 

training. Teachers were aware of students' lack of reading skills and teachers were very 

open to attending appropriate professional development and training activities. Teachers' 

primary source for professional development and training in reading were university 

courses. 

The second conclusion suggests that in order for secondary content-area teachers 

to implement principles and practices of reading, they must first recognize reading as 

meaningful process that can support their instructional goals, especially those related to 

understanding content. During the teacher interviews, 9 out of 12, or 75%, of the teachers 

responded that the attitudes of secondary teachers toward teaching reading were that it is 

not their responsibility to teach reading but someone else's responsibility. Therefore, the 

first hurdle to overcome in order to implement effective teaching methods or strategies to 

improve reading is negative teacher attitudes. 
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This research addressed the three components of content-area reading 

instruction: word identification, vocabulary, and comprehension. The effective teaching 

methods or strategies to improve reading identified in this study include the following: 

Instructional reading strategies should address all phases of reading (before, 

during, after); 

Instructional reading strategies should be more student-centered; 

Instructional reading strategies in the textbook should be used effectively; 

Instructional reading strategies should be research-based; 

Instructional reading strategies should address all three components of reading 

instruction; 

Instructional reading strategies should be used across content areas; 

Instructional reading strategies should be used on a daily basis; 

Instructional reading strategies should be a part of teacher accountability to ensure 

classroom implementation. 

The third conclusion revealed the limited knowledge of secondary teachers about 

assessments and perhaps an over reliance on standardized tests. The most effective 

practice in reading assessment may occur when teachers and students work 

collaboratively in a nurturing environment. Teachers should observe, listen, and interact 

with students in reading activities. Reading assessments should be an ongoing process, 

which should include the use of formal and informal techniques. Assessments used to 

evaluate student reading skills should be research-based, and should include surveys, 

portfolios, observations, and conferences. Assessments should provide feedback to 



students and teachers. Appropriate use of assessments can be used to improve 

instruction and ultimately student reading skills. 

Implications for Practice in Secondary Schools 
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The qualitative data collected in this study indicated that secondary teachers are 

very much aware of the importance of improving students' reading skills. Surprisingly, 

the classroom teachers were very knowledgeable about the problems associated with 

students' lack of reading skills. This study, an investigation of instructional reading 

strategies, professional development and training, and reading assessment used at the 

secondary level to improve student reading skills, is purely from a teacher and classroom 

perspective. 

The results of this investigation revealed that perhaps the biggest obstacle to 

improving students reading skills is the attitude of the classroom teachers. Presently, 

secondary teachers do not embrace the teaching of reading skills as their responsibility. 

Secondary administration must convince teachers the relevance of teaching reading 

across the content areas. Teachers are aware of the academic and social impact of 

students who lack the necessary reading skills. Therefore, the teaching of reading across 

content areas needs to be associated with students being successful in content areas 

classrooms. Secondary teachers need to know the impact minimal reading skills have on 

students of their subject area. 

Once secondary teachers are convinced to accept the responsibility for teaching 

reading, secondary administrators need to make sure the appropriate reading strategies 

are used in the classroom. Data in this study demonstrated that secondary teachers 

instructional reading strategies were teacher centered. Instruction is most effective when 



teachers implement student-centered reading strategies. Student-centered activities 

provide students an opportunity to become engaged in the learning process. Teachers 

should focus on those reading strategies that maximize engagement of students in the 

learning process. 
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It is pertinent that secondary administrators provide leadership in effective 

professional development and training for secondary teachers in reading. This research 

study indicated that most teachers received training in reading from a university 

classroom course. School districts should take the leadership role in providing effective 

professional development and training for secondary teachers in reading. Most school 

districts focus primarily on elementary grades for professional development and training 

in reading. This attitude needs to change. Reading failure is prevalent throughout school. 

This research study reflected on secondary teachers' limited knowledge of 

effective reading assessment practices. Teachers were not familiar with assessments or 

the appropriate use of assessment. This is an area that needs immediate attention. 

Assessments can be very effective in driving instruction. It is a challenge for secondary 

administrators to provide teachers with the knowledge of effective reading assessment 

practices. Teachers should have access to testing data, and this data should be used to 

drive instruction. 

Due to teachers limited knowledge about assessment, teachers did not 

demonstrate an over reliance on standardized tests. The culprits of over reliance on 

standardized tests are the newspaper; local, state, and the federal governments; and they 

seem to be only interested in the results. 
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The study did not reveal an over reliance on the textbooks for instructional 

reading strategies. The textbooks provided a variety of instructional reading strategies. 

Teachers focused predominately on teacher centered activities associated with 

vocabulary. Reading comprehension strategies were not used. Teachers should use all the 

research-based strategies available in the textbook to improve student reading skills. 

The leadership of the principal is crucial to the improvement of student reading 

skills at the secondary level. As an instructional leader, it is the principal's responsibility 

to make sure students are receiving the appropriate instruction. The word accountability 

was mentioned several times during the teacher interviews. After receiving the 

appropriate training, teachers wanted principals to hold teachers accountable for 

implementation. 

This research study gave a wonderful insight into the classroom and mindset of 

secondary teachers pertaining to reading. Teachers provided information that might prove 

to be helpful in improving student reading skills. This study focused on instructional 

reading strategies, professional development and training, and reading assessment used at 

the secondary level to improve reading skills. Based on the research, secondary schools 

may consider making some comprehensive instructional and infrastructural changes. 

Recommendations for Further Study 

The following recommendations are suggested on topics of instructional reading 

strategies, professional development and training, and reading assessment used at the 

secondary level to improve student reading skills: (a) instructional reading strategies used 

at the secondary level to improve student reading skills, (b) professional development and 

training used at the secondary level to improve student reading skills, (c) reading 



assessment used at the secondary level to improve student reading skills, (d) and 

focus on the principal's role at the secondary level to improve student reading skills. 
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The current study focused on an investigation of instructional reading strategies, 

professional development and training, and reading assessments used at the secondary 

level to improve student reading skills. Due to the complexity of the reading process, a 

more in-depth research study needs to be conducted on each of the components of this 

research study. Evidence of failure, clearly points out that learning to read the English 

language is not as easy as some may lead one to believe. 

Further research in the investigation of instructional reading strategies used at the 

secondary level to improve student reading skills can enhance understanding in this area. 

Future studies should encompass classroom teacher's knowledge of reading strategies, 

and the reading strategies classroom teachers would like to learn. The research study can 

analyze reading strategies used before, during, and after reading. The researcher can 

determine whether the reading strategies are teacher-centered or student-centered and the 

effectiveness of each. Additional research is needed to analyze the effectiveness of 

reading strategies used during word identification, vocabulary, and reading 

comprehension. This research study found surprisingly that the textbook was a source of 

instructional reading strategies. Instructional reading strategies have not always been 

illustrated in the textbooks. More research is needed to determine the utilization of 

instructional strategies available in the textbook. 

The current research investigated the most effective professional development and 

training for secondary classroom teachers in reading. This research identified components 

of effective professional development and training. Further in-depth research is needed 



on peer coaching, teacher accountability pertaining to transfer of professional 

development to the classroom, and additional research is needed on how to sustain 

ongoing professional development to improve student reading skills at the secondary 

level. 
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Further research is needed on the use of reading assessments at the secondary 

level to improve reading. Due to local, state, and federal accountability measures, reading 

assessments of students have increased. One of the primary functions of reading 

assessments is to improve instruction. Research on the use of reading assessments to 

drive instruction could be advantageous. 

Research studies are needed to investigate the principal's role at the secondary 

level to improve student reading skills. This study focused on the classroom and the 

teacher. Further research is needed to examine instructional reading strategies, 

professional development and training, and reading assessments used at the secondary 

level to improve student reading skills from a principal's perspective. According to 

Harrison and Gardner (1977), reading is the single most heavily researched area of the 

whole curriculum; however, it remains a field in which a good deal of fundamental work 

has yet to be approached, one in which a great many teachers would claim to be wholly 

ignorant. How do principals measure up? 

Recommendations for Practice 

The recommendations from this study of instructional reading strategies, 

professional development and training, and reading assessments used to improve student 

reading suggest that secondary schools consider making some instructional and 



infrastructure changes. Secondary schools might want to take lessons from the 

reading success in many elementary schools. 
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During the early 1990's, the National Assessment of Educational Progress 

(NAEP) indicated a decrease in reading achievement (Perie, Moran, & Lutkus, 2005). 

These low scores precipitated an immediate response in America's elementary schools. 

There were local, state, and federal initiatives to improve reading in the primary grades. 

A decade ofNAEP test scores and trend data show these reading initiatives at the primary 

level have been successful (Shanahan & Hynd-Shanahan, 2006). Reading instruction in 

the elementary schools has been more extensive and rigorous. The reading needs of 

secondary students have been practically ignored. Recent NAEP data has shown a similar 

decrease in the reading scores of secondary students. The federal government, states, and 

communities should invest significant resources to improve reading achievement of 

secondary students. 

Secondary schools need to devote more attention to reading instruction. 

Instructional and curricular choices should be research-based. Reform in reading at the 

secondary level should begin with professional development academies. Teachers across 

all disciplines and administrators should receive on-going research-based training in 

reading. Reading coaches should be as prevalent at high schools as they are in the 

elementary schools. The reading curriculum at the secondary level should be more 

precise and rigorous. Specific standards should be adopted for reading comprehension, 

vocabulary, and word identification for each grade level. Reading standards should be 

integrated across all disciplines. There should be an increase in the reading course 

offerings at the high school level. Distinct reading courses should be offered at each 



grade level. Reading courses should be a requirement for graduation. The 

implementation of these recommendations would be a worthwhile investment in the 

improvement of reading skills at the secondary level. 

Summary 
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The purpose of this qualitative study was to investigate instructional reading 

strategies, professional development and training, and reading assessments used to 

improve student reading skills in urban high schools. This study expands on the works of 

Barry (1997), High School Reading Program Revisited; Barry (2002), Reading Strategies 

Teachers Say They Use; Said et al. (2002), Literacy Education and Reading Programs in 

the Secondary Schools: Status, Problems, and Solutions; and Schneider and Spor (1999), 

Content Reading Strategies: What Teachers Know, Use, and Want to Learn. This 

research examined the responses and the information pertaining to thirteen interview 

questions through teacher interviews, classroom observations, and a review of the 

curriculum. These sources presented emerging themes and patterns. This data was 

triangulated to provide answers to the three guiding research questions. 

What are the most effective professional development and training for secondary 

classroom teachers? The views of secondary teachers in this study are similar to the 

researchers. Research stresses that the following components yield the more effective 

professional development and training: (a) specific, usable instructional practice rather 

than a list of approaches; (b) collaborative decision making between researchers and 

teachers about how best to address issues; (c) peer coaching to support implementations 

of instructional practice; (d) collaboration about classroom based issues and dilemmas; 

(e) intensive, ongoing professional collaboration and professional development; (f) and 
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an accountability system to allow teachers to transfer immediate knowledge into 

classroom activities. Secondary teachers realized the significance of effective staff 

development and training. Teachers were aware of students' lack ofreading skills, and 

teachers were very open to attending appropriate professional development and training 

activities. 

What is the most effective teaching method or strategy to improve reading? This 

research addressed the three components of content-area reading instruction: word 

identification, vocabulary, and comprehension. The effective teaching methods or 

strategies to improve reading: 

Instructional reading strategies should address all phases of reading (before, 

during, after); 

Instructional reading strategies should be more student centered; 

Instructional reading strategies in the textbook should be used effectively; 

Instructional reading strategies should be research-based; 

Instructional reading strategies should address all three components of reading 

instruction; 

Instructional reading strategies should be used across content areas; 

Instructional reading strategies should be used on a daily basis; 

Instructional reading strategies should be a part of teacher accountability to ensure 

classroom implementation. 

\Vhat reading assessment instruments are most effective in evaluating student 

reading skills? The most effective assessment practice in reading may occur when 

teachers and students work collaboratively in a nurturing environment. Reading 



assessments should be formal and informal. Research-based assessments should 

include surveys, portfolios, observations, and conferences. 
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The results ofthis investigation revealed that perhaps the biggest obstacle to 

improving student reading skills is the attitude of the classroom teachers. Presently, 

secondary teachers do not accept the teaching of reading skills as their responsibility. 

Once administrators convince secondary classroom teachers to accept their responsibility 

for teaching reading, administrators have a challenge of providing appropriate 

professional development and training. 

The current study focused on an investigation of instructional reading strategies, 

professional development and training, and reading assessment used at the secondary 

level to improve student reading skills. Due to the complexity ofthe reading process, a 

more in-depth research study needs to be conducted on each research area of this study: 

(a) instructional reading strategies used at the secondary level to improve student reading 

skills; (b) professional development and training used at the secondary level to improve 

student reading skills; (c) reading assessment used at the secondary level to improve 

student reading skills; (d) and focus on the principal's role at the secondary level to 

improve student reading skills. Recommendations from this study suggested that 

secondary schools make some instructional and infrastructural changes in order to 

improve student reading skills. 
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APPENDIX A 

Superintendent Introductory Letter 

Dear Superintendent, 

This is an introductory letter. I am currently a doctoral candidate in the Department of 
Educational Leadership, Administration, and Foundations at Indiana State University. I 
am presently employed as a high school principal at Paul Harding High School in Fort 
Wayne, Indiana. I am conducting a qualitative research study on the investigation of the 
instructional reading strategies, professional development and training, and reading 
assessments used at the secondary level to improve students reading skills. 

This letter is being mailed to you requesting written approval to conduct this research in 
your school district. As indicated by the Indiana Department of Education (2003), 38% of 
Indiana Public Schools have reading goals. These reading goals are an integral part of 
Indiana's Public Law 221 school improvement plans. According to the fall issue of 
Net Words (2004), currently 26% oflndiana students who enter the ninth grade do not 
graduate in four years, and a major contributor to this problem is poor reading skills. This 
study will provide an extension of the understanding of instructional reading strategies 
used in secondary classrooms. It is significant because it may present administrators and 
teachers with a better understanding of how instructional reading strategies, professional 
development and training, and reading assessments impact secondary students reading 
skills. This study may shed light on how educators can improve reading professional 
development programs and how to improve students standardize test scores. Teachers and 
administrators may also learn how to use reading assessments more effectively when 
making academic decisions about students. 

I will conduct interviews with each teacher in their offices at their individual schools. The 
interviews will be audio taped and transcribed for analysis. When the interview session 
has concluded, the secondary teacher and I will schedule a classroom observation. During 
the classroom observation, I will take field notes. There will be a post-observation 
conference to validate the field notes. 

Every effort will be made to maintain your confidentiality. For confidentiality purposes, 
each school and participant will be assigned a pseudonym. The results from this study 
will be reported in my dissertation. Information from this research will not be made 
public in any manner that would identify individual participants or participating schools. 
There are no known risks associated with participation in this research study outside of a 
risk to breach of confidentiality which I have reduced to a minimum. There are no costs 
to you for participating in this study. The Institutional Review Board for the protection of 
Human Subjects at Indiana State University has granted permission for this study. 

I sincerely hope you will find this research vitally important to the future success of 
secondary students in reading. If you have questions, you may contact me at 
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260.446.0241 or please feel free to email Neal Brown at nbrown@eacs.k12.in.us. 
You can contact Dr. Robert Boyd, my faculty sponsor, at eaboyd@isugw.indstate.edu. If 
you have any questions about your rights as a research subject, you may contact Dawn 

· Underwood at Indiana State University Institutional Review Board (IRB) by mail at 114 
Erickson Hall, Terre Haute, IN 47809, by phone at 812.237.8217, or by email at 
irb@indstate.edu. Thank you in advance for taking the time to participate in this study. 

Sincerely, 

Neal Brown III 
Doctoral Student 
Indiana State University 

Dr. Robert Boyd 
Dissertation Chair 
Indiana State University 
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APPENDIXB 

Superintendent Endorsement Letter 

Dear Superintendent: 

It is my pleasure to endorse Neal Brown III in his doctoral research. Mr. Brown has been 
the principal of Paul Harding High School for the last ten years. He is currently enrolled 
in the doctoral program at Indiana State University and will be conducting a research 
study investigating instructional reading strategies, professional development and 
training, and reading assessments used to improve student's reading skills at the 
secondary level. I am thrilled that he is taking on the reading issue for his doctorate. It is 
so valuable for our kids! 

Mr. Brown's leadership practice is well-grounded in scholarly educational leadership 
theory. Mr. Brown is an organized and energetic educator. He has high standards for 
academic success for students. I consider Mr. Brown to be an exemplary educational 
leader as he models the importance that commitment to education makes in the life of 
students. The purpose of this letter is to request your cooperation with his study. 

If you have any questions, please feel free to contact me. 

Sincerely, 

Superintendent of Schools 
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APPENDIXC 

Principal Introductory Letter 

Dear Principal, 

This is an introductory letter. I am currently a doctoral candidate in the Department of 
Educational Leadership, Administration, and Foundations at Indiana State University. I 
am presently employed as a high school principal at Paul Harding High School in Fort 
Wayne, Indiana. I am conducting a qualitative research study on the investigation of the 
instructional reading strategies, professional development and training, and reading 
assessments used at the secondary level to improve students reading skills. 

This letter is being mailed to you requesting written approval to conduct this research in 
your high school. As indicated by the Indiana Department of Education (2003), 38% of 
Indiana Public Schools have reading goals. These reading goals are an integral part of 
Indiana's Public Law 221 school improvement plans. According to the fall issue of 
Net Words (2004), currently 26% ofindiana students who enter the ninth grade do not 
graduate in four years, and a major contributor to this problem is poor reading skills. This 
study will provide an extension of the understanding of instructional reading strategies 
used in secondary classrooms. It is significant because it may present administrators and 
teachers with a better understanding of how instructional reading strategies, professional 
development and training, and reading assessments impact secondary students reading 
skills. This study may shed light on how educators can improve reading professional 
development programs and how to improve students standardize test scores. Teachers and 
administrators may also learn how to use reading assessments more effectively when 
making academic decisions about students. 

I will conduct interviews with each teacher in their offices at their individual schools. The 
interviews will be audio taped and transcribed for analysis. When the interview session 
has concluded, the secondary teacher and I will schedule a classroom observation. During 
the classroom observation, I will take field notes. There will be a post-observation · 
conference to validate the field notes. 

Every effort will be made to maintain your confidentiality. For confidentiality purposes, 
each school and participant will be assigned a pseudonym. The results from this study 
will be reported in my dissertation. Information from this research will not be made 
public in any manner that would identify individual participants or participating schools. 
There are no known risks associated with participation in this research study outside of a 
risk to breach of confidentiality which I have reduced to a minimum. There are no costs 
to you for participating in this study. The Institutional Review Board for the protection of 
Human Subjects at Indiana State University has granted permission for this study. 

I sincerely hope you will find this research vitally important to the future success of 
secondary students in reading. If you have questions, you may contact me at 
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260.446.0241 or please feel free to email Neal Brown at nbrown@eacs.k12.in.us. 
You can contact Dr. Robert Boyd, my faculty sponsor, at eaboyd@isugw.indstate.edu. If 
you have any questions about your rights as a research subject, you may contact Dawn 
Underwood at Indiana State University Institutional Review Board (IRB) by mail at 114 
Erickson Hall, Terre Haute, IN 47809, by phone at 812.237.8217, or by email at 
irb@indstate.edu. Thank you in advance for taking the time to participate in this study. 

Sincerely, 

Neal Brown III 
Doctoral Student 
Indiana State University 

Dr. Robert Boyd 
Dissertation Chair 
Indiana State University 
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APPENDIXD 

Teacher Introductory Letter 

Dear Secondary Teacher, 

This is an introductory letter. I am currently a doctoral candidate in the Department of 
Educational Leadership, Administration, and Foundations at Indiana State University. I 
am presently employed as a high school principal at Paul Harding High School in Fort 
Wayne, Indiana. I am conducting a qualitative research study on the investigation of the 
instructional reading strategies, professional development and training, and reading 
assessments used at the secondary level to improve students reading skills. 

This letter is requesting your participation in this meaningful research. As indicated by 
the Indiana Department of Education (2003), 38% oflndiana Public Schools have 
reading goals. These reading goals are an integral part oflndiana's Public Law 221 
school improvement plans. According to the fall issue of NetWords (2004), currently 
26% of Indiana students who enter the ninth grade do not graduate in four years, and a 
major contributor to this problem is poor reading skills. This study will provide an 
extension of the understanding of instructional reading strategies used in secondary 
classrooms. It is significant because it may present administrators and teachers with a 
better understanding of how instructional reading strategies, professional development 
and training, and reading assessments impact secondary students reading skills. This 
study may shed light on how educators can improve reading professional development 
programs and how to improve students standardize test scores. Teachers and 
administrators may also learn how to use reading assessments more effectively when 
making academic decisions about students. 

I will conduct interviews with each teacher in their offices at their individual schools. The 
interviews will be audio taped and transcribed for analysis. When the interview session 
has concluded, the secondary teacher and I will schedule a classroom observation. During 
the classroom observation, I will take field notes. There will be a post-observation 
conference to validate the field notes. 

Every effort will be made to maintain your confidentiality. For confidentiality purposes, 
each school and participant will be assigned a pseudonym. The results from this study 
will be reported in my dissertation. Information from this research will not be made 
public in any manner that would identify individual participants or participating schools. 
There are no known risks associated with participation in this research study outside of a 
risk to breach of confidentiality which I have reduced to a minimum. There are no costs 
to you for participating in this study. The Institutional Review Board for the protection of 
Human Subjects at Indiana State University has granted permission for this study. 

I sincerely hope you will find this research vitally important to the future success of 
secondary students in reading. If you have questions, you may contact me at 
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260.446.0241 or please feel free to email Neal Brown at nbrown@eacs.k12.in.us. 
You can contact Dr. Robert Boyd, my faculty sponsor, at eaboyd@isugw.indstate.edu. If 
you have any questions about your rights as a research subject, you may contact Dawn 
Underwood at Indiana State University Institutional Review Board (IRB) by mail at 114 
Erickson Hall, Terre Haute, IN 47809, by phone at 812.237.8217, or by email at 
irb@indstate.edu. Please sign the enclosed Informed Consent Form and return it in the 
self addressed stamped envelope by November 30, 2005. Thank you in advance for 
taking the time to participate in this study. 

Neal Brown III 
Doctoral Student 
Indiana State University 
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Teacher Interview Questions 

1. Instructional Strategies 

a. What instructional reading strategies are used at the secondary level? 

b. How can secondary classroom teacher improve students' reading skills? 

c. What are the attitudes of secondary teachers towards teaching reading at the 

secondary level? 

d. What reading programs are used at the secondary level? 
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e. How should secondary teachers address the problem of reading in the classroom? 

2. Professional Development and Training 

a. Describe professional development and training in the reading area for secondary 

teachers. 

b. What professional development and training is most helpful to secondary teachers 

in reading? 

c. What is the source of most secondary teacher's information about reading? 

d. What kinds of support do teachers need to address reading in secondary school? 

3. Reading Assessment 

a. Are secondary students reading at grade level? 

b. What assessments are used to evaluate reading programs? 

c. What assessments are used to evaluate students' reading abilities? 

d. How important is reading at grade level to the overall educational process? 
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APPENDIXF 

Teacher Observation Form 

Teacher: Date: ---------------------
Class Observed: ------------------------

Observation Data 

1. Instructional Reading 
Strategies/Reading 
Practice 

-KWL 

-Journal/logs 

-SQ3R (Survey, Question, 
Read, Recite, Review) 

-Outlines 

-DRTA (Direct, Reading, 
Thinking, Act) 

-GRP (Guiding Writing 
Procedure) 

-Study Guides, Silent 
Reading w/ Discussion 

-Summarize, Main Idea, 
Predicting Outcomes 

-Positive Profile, 
Paraphrasing 

-Literature Circles (Reflect, 
Read, Discuss) 

-Collaborative Strategic 
Reading (Preview, 
Vocabulary, Main Idea, 
Wrap-up) 

Time: ------ ------

Grade Level: ----------

Comments 



Observation Data 
-Logographic Clues (Mental 

Model) 

-Vocabulary, Word 
Identification 

-Round Reading, Partner 
Reading, Teacher 
Reading 

-Generating Questions 
(Text) 

-Student Choice of Reading 
Materials 

-Activating Prior 
Knowledge 

-Clarifying the purpose, 
Solitary Seatwork 

-ISTEP/SAT Reading 
Activity 

-Completing Workbooks 
and Skill Sheets 

-Reading Assessment 
(Teacher Interactions) 

-Collaborative Discussions 
and Interactions 

-Writing Before and After 
Reading 

-Grouping Reading Levels 

2. Other Comments 

170 

Comments 
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APPENDIXG 

Contact Summary Form 

Contact 

Observation: Teacher Location Date ------- ------- ---

Telephone Interview: Teacher _____ _ Location ----- Date ---

In-Person Interview: Teacher Location Date ------- ----- ---

Supporting Document: Type: ______ _ Source ------ Date ---

Department: Math__ Language Arts __ Science __ Social Studies 

Source Significant Themes 

1. 

2. 

3. 

4. 

5. 

6. 

7. 

8. 

9. 

10. 

Key Points 
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APPENDIXH 

Teacher Consent Form 

I am a doctoral student at Indiana State University. I will be conducting a research study 
in the cities of Marion, Elkhart and Fort Wayne. I am conducting a qualitative research 
study on the investigation of instructional reading strategies, professional development 
and training, and reading assessments used at the secondary level to improve student 
reading skills. 

Throughout this research study, I would like for you to answer thirteen questions during 
an audio taped personal interview and give me access to your classroom for an 
observation. Your professional opinion of instructional reading strategies, professional 
development and training, and reading assessments used at the secondary level to 
improve reading skills will be examined. 

There are no known risks associated with participation in this research study outside of a 
risk to breach of confidentiality which I have reduced to a minimum. 

For confidentiality purposes, each subject will be given a predetermined pseudonym that 
will be used throughout the study. All records of participation will be kept strictly 
confidential, such that only my chairman and I will have access to the information. The 
original tape and transcripts will be destroyed at least three years after the study is 
completed. The results from this study will be reported in my dissertation. The 
information from this research study will not be made public in a manner that would 
identify individual participants or participating school districts. 

My signature verifies that my participation is completely voluntary. I understand that I 
can ask questions or withdraw at any time for any reason without explanation and without 
penalty. I understand that I will be interviewed on a tape recorder for about 45 minutes 
and I will give access to my classroom for an observation. 

You can contact Dr. Robert Boyd, my faculty sponsor, at eaboyd@isugw.indstate.edu. If 
you have any questions about your rights as a research subject, you may contact Dawn 
Underwood at Indiana State University Institutional Review Board (IRB) by mail at 114 
Erickson Hall, Terre Haute, IN 47809, by phone at 812.237.8217, or by email at 
irb@indstate.edu. 

Participant's Signature Date 

IRB #6076 Approval date: December 20, 2005 Expiration date: November 30, 2006 


