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Characteristics of Supplemental Reading Classes in American
Public High Schools

Orhan Cakiroglu'

ABSTRACT: Supplemental reading classes can be described as classes that are provided for students who struggle
in reading. The purpose of this study was to describe the characteristics of high school supplemental reading classes
that were developed to support struggling readers in the United States of America. All data in the study was collected
by a questionnaire that was developed by the researcher in order to describe the characteristics of high school
supplemental reading classes. The questionnaire included 32 questions. All the participating schools were selected
from the State of Wisconsin. A total of 223 teachers in 116 schools participated in the study. A total of 126 teachers
completed and returned the questionnaire. The main findings of this study indicated that the availability of
supplemental reading classes in American public high schools is limited and characteristics of reading instruction in
these classes vary (e.g., student selection, assessment methods). Findings of the study are discussed and
recommendations for developing a similar supplemental reading class in other high schools are provided.
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INTRODUCTION

Having strong reading skills is crucial to meeting the demands of the 21st century. In order to be
successful in school and later in life, adolescents need to have adequate reading skills before they graduate
from high school (Daniel et al., 2006). If adolescents do not have solid reading skills, they are likely to
experience difficulties on a personal level and beyond. On a personal level, for instance, adolescents who
have poor reading skills are at high risk of having more behavioral and emotional difficulties than
adolescents with typical reading skills (Daniel et al., 2006). In addition, there is a relationship between
low reading achievement and dropping out of high school. Students with poor reading skills are more
likely than students with typical reading skills to drop out of school (Daniel et al., 2006). Graduating from
high school is critical; students who cannot graduate are less likely to have access to the same economic
and social privileges as students who complete high school. Therefore, increasing reading skills of
adolescents in high schools is not only crucial for students’ success during high school, but also increases
the possibility of success in their personal life after school. Although reading proficiency is critical,
American adolescents are not performing well in national reading assessments. The results of nationwide
reading assessments in the U.S.A. consistently indicate that many students experience reading difficulties
in high school. Millions of adolescents read below basic standards for their grade level (Lee, Grigg, &
Donahue, 2007). Additionally, the reading achievement of American high school students did not
significantly improve in the last three decades. In 2004, 80% of 17 year-olds were able to interrelate ideas
and make generalizations from text, up from 79% in 1971 — a gain of only 1% in over 30 years (Perie,
Moran, & Lutkus, 2005).

One approach for improving reading skills of adolescents in high schools is providing
supplemental reading classes. These classes are provided for students with or without disabilities who are
struggling in one or more areas of reading. A special education or a reading teacher provides the
instruction in a separate classroom apart from the content-area classes. The research on supplemental
reading programs demonstrates that these classes can be effective in increasing the reading skills of
adolescents (e.g., Greenleaf, Schoenbach, Cziko, & Mueller, 2001; Showers, Joyce, Scanlon, &
Schnaubelt, 1998). However, little is known about the availability and characteristics of these classes.

The review of literature on supplemental reading classes indicated that there is only one study
(i.e., Barry, 1997) examining the characteristics of reading instruction in high schools. Barry conducted a
nationwide survey study that asked 2,287 high schools to identify the programs available in their schools
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for students who struggle to read. Of those, 737 principals, reading specialists, teachers, and curriculum
directors responded to Barry’s questionnaire. According to the results of this study, 67% of respondents
reported offering a reading program in their schools. Of those schools, 17% reported that these reading
programs are only available as a part of the special education department, and 11% reported that there is
no reading program provided for secondary school students. Of those 11% of schools, 9% indicated that
although there is no reading program, the school makes several accommodations for students who struggle
to read. Respondents in Barry’s study also indicated that these reading classes served students across
multiple grade levels: 64% served students in 10th grade, 62% served 9th grade, 58% served 11th grade,
and 54% served students in 12th grade. According to Barry (1997), student placement in these settings
was primarily based on standardized test scores (61%) and teacher recommendation (58%). The
standardized tests high schools use varied. Respondents indicated using 70 different tests to place
students in reading classes. The criteria schools used to evaluate student progress in these settings were
similar to the criteria they used to place students in these programs. Most of the respondents (63%)
indicated using teacher feedback and test scores (58%) to measure student progress. The reading
programs were available to students from 1 day to 5 days each week, with the duration of instruction
varying anywhere from 10 minutes to 120 minutes per session. The respondents in this study reported
using various materials to support reading instruction, including both commercially produced and teacher-
made materials.

By comparing her findings to similar studies from the 1940’s, Barry found that supplemental
reading programs in secondary schools were on the decline. Schools reported that this decline was the
consequence of budget cuts and decisions made by administrators in their districts. Barry also found that
fewer high schools reported using standardized reading tests to evaluate student progress and placement.
Rather, the high schools tended to vary the tools used to evaluate students and their progress (e.g., teacher,
student, and parent feedback, teacher-made tests). Furthermore, findings of Barry’s study indicated that
reading programs were mostly staffed by reading teachers and specialists (39%) and instructors who have
additional reading endorsements (27%).

Although Barry’s study provides valuable insights regarding the characteristics of supplemental
reading classes in high schools, the reading classes surveyed in Barry’s study included additional reading
support programs, such as providing reading help in study halls and during English period. Therefore, our
knowledge specific to the characteristics of supplemental reading classes in high schools is still limited.
Additionally, there have been a lot of developments in the area of adolescent reading since Barry’s study
was conducted. In the last decade, researchers have spent a great amount of resources to identify best
practices in adolescent reading. Today, educators know more about what strategies work for high school
students with reading difficulties, and how to respond to the adolescent reading crisis (Biancarosa &
Snow, 2006). We also have more research on the effectiveness of high school supplemental reading
classes on adolescent reading. However, our knowledge on how improvements in the field of adolescent
reading affected the reading instruction provided to high school students is still unknown. Specifically,
little is known about the characteristics of the students currently accessing high school supplemental
reading classes and the teachers who staff them. In addition, little is known about how students place in
and exit these classes, how students’ progress in reading is assessed, and the total duration of instruction
time in these settings.

The present study will fill a gap in the literature by providing information related to the
characteristics that govern supplemental reading classes in regular public high schools. Such information
can be useful for schools and districts that are willing to offer such a reading program, but do not know
where to begin. Schools and districts can consider the procedures used in existing programs to develop
reading programs that suit their specific needs. The purpose of this study was to portray the characteristics
of high school supplemental reading classes in the United States of America. The research questions for
this study were:
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1. What are the descriptive characteristics of students and teachers in supplemental reading
classes in American regular public high schools?

2. What are the characteristics of supplemental reading classes in American regular public high
schools?

METHODS
Sampling

In order to gather information regarding supplemental reading classes, the author asked teachers
of regular public high school supplemental reading classes to complete a short questionnaire. The total
number of all public high schools in the state of Wisconsin was 558. However, this number included
regular public high schools, charter, and alternative high schools. After eliminating the charter and
alternative high schools, the total number of regular public high schools in the state was 416. Before
sending the questionnaires, the author contacted all the regular public high schools and asked if they offer
any supplemental reading class for their students. A total of 116 (30%) of the 416 regular high schools
were identified as offering at least one supplemental reading class. Although the author identified 116
high schools in the study, the total number of questionnaires that the author sent to all high schools was
223, since many high schools assigned more than one teacher to supplemental reading classes.

Of all schools, 24.8% (n = 31) were located in mid-size cities, 21.6% (n = 27) in rural areas,
18.4% (n = 23) in urban fringe of a large city, 17.6% (n = 22) in small towns, 16.0% (n = 20) in urban
fringe of mid-size cities, 12.8% (n = 16) in urban fringe of a mid-size city, and one school was located in a
large city. Furthermore, the average size of schools was 1,197.1 (SD =570.9, range = 174-2,427) and the
average district size was 7,578 (SD = 7887.0, range = 565-24,628).

Respondents vs. nonrespondents

Chi-square tests of goodness of fit and t-tests were conducted to compare the characteristics of the
return sample of 86 schools to the characteristics of high schools that were included in the sample but
from which no questionnaires were returned. The variables used for these analyses were: school size,
geographic location, school district size, and percentage of students qualifying for free or reduced lunch.
The result of the chi-square test by geographic location was not significant, indicating that the respondents
and nonrespondents were not different based on the geographic location. Additionally, the t-test results
comparing respondent to nonrespondent schools on school size, district size, and percentage of students
qualified for free or reduced lunch were also not significant.

Questionnaire development

The author designed a questionnaire to collect information on high school supplemental reading
classes. The author developed the questionnaire using the following steps: First, the author conducted a
literature review on adolescent reading to identify potential questions related to the study. Next, the
author consulted with experts for their constructive feedback on the questionnaire draft. After receiving
initial feedback from experts, the author conducted cognitive interviews (Willis, 2004) with three high
school supplemental reading class teachers to increase the clarity of the questionnaire. The revised
questionnaire consists of 32 multiple-choice questions, Likert-type scales, fill-in-the blanks, and yes/no
questions, and is divided into three sections.

The first section of the questionnaire was designed to collect information about teachers of high
school supplemental reading classes. This section included 10 questions (Questions 1-10), formatted as
multiple-choice, fill-in-the-blank, and open-ended questions. The first eight questions were related to the
background and demographic characteristics of participating teachers (e.g., age, gender, certification
status). Another question in this section was designed to gather information regarding how prepared
teachers feel to implement certain activities in their reading classes. The second section of the
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questionnaire was designed to gather information on the characteristics of the supplemental reading
classes and the students in these classes (e.g., the placement and exiting procedures). This section
included 14 questions (Questions 11-24) formatted as multiple-choice, fill-in-the-blank, yes/no, and open-
ended questions. The third section of the questionnaire was designed to gather information related to the
instructional strategies used by teachers in supplemental reading classes. This section included seven
questions (Questions 25-32) formatted as Likert-type scales and open-ended questions. The author
designed these questions based on an extensive review of research on adolescent reading (e.g., Biancarosa
& Snow, 2006; Kamil et al., 2008; Moore, Bean, Birdyshaw, & Rycik, 1999; National Reading Panel
[NRP], 2000; Torgesen, Houston, & Rissman, 2007). These questions included (a) reading programs or
curricula utilized during reading instruction, (b) decision procedures to select a specific reading program,
(c) time spent on each reading skill area in a typical week, (d) procedures to assess students’ progress in
reading, (e) frequency of technology use to support reading instruction, (f) types of technology used to
support reading instruction, and (g) strategies used to increase students’ motivation in reading.

Procedure

Prior to the data collection, the author requested permission from the school districts and/or the
principals of schools to conduct the study in their high schools. After securing the permissions, the author
sent printed questionnaire(s) to the principal in each school, including the cover letters, survey
instructions, and other materials, and asked that he or she pass the envelope(s) to the supplemental reading
class teacher(s). Since the procedures for receiving permission from some schools or school districts took
more time than expected, the author sent the survey in multiple waves. In order to increase the response
rate, the author gave 2 single dollars to each respondent. The author sent the monetary incentive with the
first mailing. However, the author did not provide any additional monetary incentives in follow-up
mailings.

In addition to a regular mail survey, the author offered an online survey option to the participants.
The author sent an email invitation to principals in each high school, and requested that they forward this
e-mail to their supplemental reading class teachers. This e-mail was several paragraphs long, and included
a description of the study and its purpose, the instructions for taking the questionnaire, and a link to the
website containing the questionnaire.

Data analysis

Before beginning the data analysis, the author entered all the responses into the Statistical Package
of the Social Science (SPSS). After entering all the data in the software program, the author randomly
selected 20% of the submitted mail and online questionnaires, and asked another student to re-enter the
data in order to calculate the reliability of data entry. Percentage agreement was calculated by dividing
the number of agreements by the number of agreements plus disagreements. Coding agreement between
the two coders was 98.2%. Each disagreement was checked with the original survey and corrected in the
SPSS database.

In order to address our research questions, the author used descriptive statistics. First, the author
used descriptive statistics to summarize information on the participating teachers and their schools. In
addition to descriptive statistics, the author coded the open-ended responses by content. In some cases,
teachers did not respond all questions on the survey. Therefore, reports of data reflect some variation in
number across summaries of individual survey items.
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RESULTS

A total of 126 teachers from 86 regular high schools completed and returned the questionnaires
57% of return rate). Of those 126 surveys, 21 (16.7%) were completed online. Even though 126 useable
Y

questionnaires were returned, some respondents did not answer all of the questions.

Therefore, the

response rates for several items on the questionnaire do not add up to 126 due to these missed questions.

Table 1. Demographics of responding teachers

% n

Gender

Female 89.5 111

Male 10.5 13
Ethnicity

Bi-racial 0.8 1

White 99.2 123
Type of Teacher

General education teachers 393 48

ELL teacher 4.8 6

Reading specialist 15.6 19

Reading teachers 254 31

Special education teachers 475 58

Other 24 3
Teaching Certification

Regular 87.0 107

Probationary 9.8 12

Temporary, emergency 1.6 2

Not certified 1.6 2
Teaching Experience

5 years or less 243 28

6-10 years 235 27

11-20 years 29.6 34

21 or more 22.6 26
Experience in Supplemental Reading Classes

5 years or less 66.4 81

6-10 years 172 21

11-20 years 10.7 13

21 or more 5.7 7

The majority, 89.5% (n = 111), of the teachers was female, 10.5% (n = 13) of the respondents
were male, and two respondents did not answer this question. The age range of participants was from 24
to 64 (M =419, SD = 11.4). The majority of the respondents were white (99.2%, n = 123), one
respondent was bi-racial, and two respondents did not answer this question. Of all the respondents, 47.5%
(n = 58) were special education teachers, 39.3% (n = 48) were general education teachers, 25.4% (n =31)

were reading teachers, and 15.6% (n = 19) were reading specialists.

Additional responses included

English Language Learner (ELL) teacher (n = 6), literacy coach (n = 1), bilingual social studies teacher (n
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= 1), and literacy support person for school staff (n = 1). In terms of teaching certification, 87.0% (n =
107) indicated holding regular certification, 9.8% (n = 12) holding probationary certification, 1.6% (n = 2)
holding temporary, provisional, or emergency certification, 1.6% (n = 2) were not certified but they were
in a program to obtain state certification, and three respondents did not answer this question.

The teachers indicated having an average of 13.3 (SD = 9.4) years of teaching experience. Since
responses to this question varied, the answers to this question were recoded into four categories: 1 = 5
years or less, 2 = 6-10 years, 3 = 11-20 years, and 4 = 21 years or more. The teachers reported having an
average of 6.3 (SD = 6.7) years teaching experience in supplemental reading classes. The answers to this
question were also recoded into four categories: 1 =5 years and less, 2 = 6-10 years, 3 = 11-20 years, and
4 =21 years and higher (See Table 1 for more information).

Teachers were also asked what kind of professional development activities in reading instruction
they have been engaged in the last two years. A majority, 68.9% (n = 82), of teachers indicated attending
workshops, 49.6% (n = 59) indicated attending conferences, 43.2% (n = 52) indicated attending university
courses related to teaching, 42.0% (n» = 50) indicated attending teacher study groups or networks, 36.2%
(n = 43) indicated attending seminars on teaching, and 31.1% (» = 37) indicated attending technology
training to support reading instruction. Other professional development activities reported were giving
presentation at the conferences (n = 1), coordinating a masters program through a university and
supervising practicum students (z = 1), attending Read 180 training (n = 1), having in-service days (rn = 1),
participating in one on one small group activities (n = 1), tutoring (n = 1), and one respondent did not
answer this question.

Characteristics of supplemental reading classes in regular public high schools

Classroom title. The respondents were asked to identify the title of their supplemental reading
classes. Since some teachers staff more than one supplemental reading class, the number of classroom
titles is more than the number of respondents. The participants reported a wide variety of responses to this
question. Of those titles, “Read 180 was the most frequently reported title (41.7%, n = 50).

Duration of instruction. The respondents were asked to report the total duration of instruction in
their supplemental reading classes. The average duration of instruction in supplemental reading classes
was 70.7 (SD =21.9; range = 40-120) minutes per session.

60 1

31.2%

40

30 1
B Average length

of enrollment
20 1

10

D.8%

One semester Two semesters Three or more semesters  Less than one semester

Figure 1. Average length of enrollment in supplemental reading classes
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Number of weekly meetings. The respondents were asked to identify how many times per week
the supplemental reading class was offered. The respondents indicated that the supplemental reading
classes meet an average of 4.9 (SD = .7, range = 2-10) times per week.

Number of students. Another question asked was the number of students in each supplemental
reading class. On average, 13.0 (SD = 5.8, range = 1-36) students enrolled to supplemental reading
classes in each high school. Because of the wide range of responses received, this data was recoded into
three categories: 1 = 5 students or less, 2 = 6-10 students, 3 = 11-20 students, 4 = 21 students and more.
Of those, 8.4% (n = 10) indicated having 5 or less, 15.1% (n = 18) indicated 6-10, 36.1% (n = 43)
indicated 11-20, 29.4% (n = 35) indicated 21-30, 10.9% (n = 13) indicated 31 or more students in their
supplemental reading classes, and seven respondents did not answer this question.

Student selection. The respondents were asked to identify how students are selected to be in
supplemental reading classes. Of those, 79.4% (n = 100) of respondents indicated using teacher
recommendation, 78.6% (n = 99) indicated using statewide test results, 26.2% (n = 33) indicated
identifying students based on students’ own preference, 14.3% (n = 18) indicated that student selection is
mandated by school district’s policy. Additionally, 47.6% (n = 60) reported other criteria for selecting
students. The most frequently reported other criteria were Scholastic Reading Inventory (SRI) scores
(18.3%, n = 23), standardized test scores (12.7%, n = 16), IEP (5.6%, n = 7), and using a combination of
these criteria (4.0%, n = 5).

100 4
90
B0 7 ® Student Selection Criteria
70 1
60 9
30 1
40 1
30 4

20

Teacher Statewide test  Student preference  School-district Other
recommendation resulis policy

Figure 2. Student selection criteria to high school supplemental reading classes

Initial diagnostic tests. The respondents were asked to report whether they use any diagnostic
reading tests to identify the specific reading areas for which their students need support before the
instruction starts. Of all the respondents, 81.0% (n = 102) reported using initial diagnostic tests. The most
frequently used tests were SRI (38.2%, n = 47) and SRI in conjunction with another test (15.4%, n = 19).

Student assessment during the semester. The respondents were asked how they assess student
progress in their supplemental reading classes. Of the 126 respondents, 54.8% (n = 69) indicated using
diagnostic reading tests. The most frequently reported tests were SRI (22.6%, n = 28), Measures of
Academic Progress (MAP; 6.5%, n = 8), Wisconsin Knowledge Concepts Examination (WKCE; 4.8%, n
= 6), and Woodcock-Johnson (WJ; 2.4 %, n = 3). The most frequently used assessment tools were
observation of student performance (88.9%, n = 112), evaluating student work (80.2%, n = 101), using
teacher-developed test (63.5%, n = 80), and using informal reading inventories (54.8%, n = 69).

Student exit policies. The respondents were asked to describe how the decision is made for
students to exit the supplemental reading classes. Of those, 38.3% (» = 46) indicated students exit the
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program after reaching a certain level of lexile score, 34.2% (n = 41) indicated students stay in the
program for a specified time (e.g., 1 semester), 18.3% (n = 22) indicated students exit after reaching
reading proficiency, 13.3% (n = 16) indicated making decisions based on student performance, 8.3% (n =
10) indicated students exit the program based on teacher recommendation.

Successful completion of the class. The teachers were asked to report the percentage of their
students who successfully complete the reading class. On average, the respondents indicated that
approximately 76.3% (SD = 25.9, range = 4%-100%) of their students successfully complete the
supplemental reading classes, and 25 respondents did not answer this question. Some of these
nonresponders reported that this is the first semester that they have implemented a supplemental reading
class; therefore, they did not know what percentage of students successfully complete the supplemental
reading class.

Students with disabilities. The respondents were asked how many of the students in their
supplemental reading classes have individualized education programs (IEP). Teachers indicated an
average of 9.6 (SD = 8.1, range = 0-40) students in their supplemental reading classes had an IEP.
Students with IEPs constituted the 55.8% (SD = 37.9, range = 0-100) of all students in supplemental
reading classes.

The respondents were also asked to report how many students in their supplemental reading
classes are identified as having learning disabilities (LD), emotional and behavioral disorders (EBD), and
other special education labels. Teachers indicated that an average of 6.2 (SD = 6.1, range = 0-28) students
in their classes were identified as having LD. Additionally, an average of 1.6 (SD = 2.3, range = 0-12)
students were identified as having EBD.

Grade levels of students. The participants were asked to identify the grades of their students in
supplemental reading classes. Most of the respondents 88.0% (n = 110) indicated 9th grade, 74.4% (n =
93) indicated 10th grade, 52.8% (n = 66) indicated 11th grade, and 44.8% (n = 56) indicated 12th grade.
Additionally, 81.0% (n = 102) indicated that students in their supplemental reading class are from multiple
grades, and 19.0% (n = 24) indicated that students in their supplemental reading classes are from a single
grade.

Average length of enrollment. Teachers were asked to report the average length of enrollment
for students in supplemental reading classes. Of all participants, 51.2% (n = 63) indicated two semesters,
31.7% (n = 39) indicated more than two semesters, 12.2% (n = 15) indicated one semester, and one
respondent indicated less than one semester.

DISCUSSION AND CONCLUSIONS

The results of nationwide and international reading assessments demonstrate that many
adolescents in American high schools have poor reading skills (Kamil, 2003). Since there is a strong
correlation between having solid reading skills and in- and post-school outcomes, it is important to
increase the reading skills of high school adolescents who struggle with reading (Biancarosa & Snow,
2006). As a response to poor reading achievement of adolescents, American high schools can provide
supplemental reading classes. Unfortunately, there is limited research on characteristics of reading
instruction in these classes. This study is the first extensive to explore the characteristics of reading
instruction in high school supplemental reading classes in the U.S.A. Our findings provide information
regarding the current status of support provided to struggling readers in these classes.

Characteristics of teachers in supplemental reading classes

One of the recommendations made by experts in adolescent literacy (e.g., Kamil et al., 2008) is
that reading instruction for struggling readers should be provided by trained professionals in order to be
effective. The good news is that the majority of supplemental reading class teachers in this study reported
having an average of about 13 years teaching experience, are trained in teaching reading, and hold regular
teaching certification (i.e., 87% of teachers in this study reported certification in either general or special
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education). The disappointing news is that not all teachers in supplemental reading classes are well trained
in teaching reading. Only 41% of teachers were either a reading teacher or reading specialist. Given the
unique needs of students in reading, more and more teachers need to have expertise in teaching reading.
Additionally, many of these teachers have very limited exposure to professional development activities on
teaching reading. Recent reports disseminated by experts in adolescent literacy repeatedly indicated the
importance of professional development in order to address the adolescent reading crisis (Biancarosa &
Snow, 2006; Kamil, 2003; Kamil et al., 2008; Meltzer et al., 2002; NRP, 2000). In another study, Langer
(2000) indicated that there is a positive relationship between student achievement and teachers’
professional development activities. Therefore, future research should investigate the reasons for the
limited participation of supplemental reading class teachers in professional development activities. If
professional development opportunities provided by schools or districts are limited, additional
opportunities should be provided. If there is sufficient number of professional development opportunities,
the reasons for the limited participation of teachers in these professional development activities should be
identified. Identifying potential reasons can help schools and districts provide supplemental reading class
teachers with the best methods for professional development.

Procedures governing high school supplemental reading classes

Findings of the current study indicated that most of the characteristics of supplemental reading
classes vary. These variations can be observed in student selection, student exit criteria, and in many
other procedures. For example, some schools reported using statewide test results and teacher
recommendations to identify potential supplemental reading class candidates, whereas others reported
selecting students based on their IEPs. Findings regarding student selection procedures are similar to
those in Barry’s (1997) study. Barry also found that most schools use standardized test scores and teacher
recommendation for student placement. These finding reflect some areas of concern. One issue that
needs special attention is the eligibility criteria for entering supplemental reading classes. Several schools
reported that supplemental reading classes are available only for students with IEPs. Limiting
supplemental reading classes only for students with disabilities might be problematic, because not all
students who demonstrate poor reading skills may be identified with a disability. High school
supplemental reading classes should open their doors to any student, no matter what their disability status,
to ensure that all students have equal opportunity to receive the support they need.

Additional findings of this study indicated that exiting policies vary from school to school. Most
teachers reported that students exit the supplemental reading class after reaching a certain reading
proficiency level (e.g., reaching a lexile score) or after staying in the program for the required time (e.g., 1
semester). There are several issues that need to be considered regarding these exiting policies. First, there
is no standardization regarding the length of time students are required to spend in supplemental reading
classes, or other forums for reading instruction. In some schools, students are released from supplemental
reading classes at the end of a semester, even if they do not improve their reading skills, because the
reading program is only provided for one semester. This policy can be problematic because not all
students successfully complete these reading classes. Some teachers reported that as low as 4% of their
students successfully complete the supplemental reading class at the end of the program. If students exit
these classes before reaching a certain proficiency level, they may still experience reading difficulties after
leaving these programs. Therefore, schools should consider using student reading performance data when
making exit decisions.

Moreover, several teachers reported that students exit the program even if they do not present any
progress in their reading. Several questions need to be addressed regarding this policy: If the students are
not making any improvement in supplemental reading classes, why are these students forced to leave these
classes? If students do not make any progress after attending these classes, what happens to these
underachieving students after they exit these classes? Is there another level of supplemental reading class
in which these students can enroll? Can schools provide individualized reading instruction to these
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students? Although teachers reported that, on average, 80% of their students successfully complete the
reading class, not all the students meet the curriculum standards by the end of the semester.

Another interesting finding regarding supplemental reading class policies is that not all teachers
use diagnostic reading tests at the beginning of the semester to identify students’ strengths and weaknesses
in various reading areas. Although schools can use statewide assessment test scores to measure the overall
reading achievement of students with poor reading skills, these tests may not be an effective way to
evaluate reading instruction. According to research reports on adolescent literacy, teachers should have
ongoing formative and summative assessments of their students (Biancarosa & Snow, 2006). After
determining which students are eligible for supplemental reading classes, schools should assess in what
reading areas these students need additional reading support. Assessing the reading skills of students can
be useful to identify the specific reading areas with which students struggle, and to modify reading
instruction based on these areas of need.

REFERENCES

Barry, A. L. (1997). High school reading programs revisited. Journal of Adolescent & Adult Literacy, 40, 524-31.

Biancarosa, G., & Snow, C. E. (2006). Reading next- A vision for action and research in

middle and high school literacy: A report to Carnegie Corporation of New York (2nd ed.). Washington, DC:
Alliance for Excellent Education.

Daniel, S. S., Walsh, A. K., Goldston, D. B., Arnold, E. M., Reboussin, B. A., & Wood, F. B. (2006). Suicidality,
school dropout, and reading problems among adolescents. Journal of Learning Disabilities, 39, 507-514.

Greenleaf, C., Schoenbach, R., Cziko, C., & Mueller, F. (2001). Apprenticing adolescent readers to academic
literacy. Harvard Educational Review, 71, 79-129.

Kamil, M. L., Borman, G. D., Dole, J., Kral, C. C., Salinger, T., & Torgesen, J. (2008). Improving adolescent
literacy: Effective classroom and intervention practices: A practice guide (NCEE #2008-4027). Washington,
DC: National Center for Education Evaluation and Regional Assistance, Institute of Education Sciences, U.S.
Department of Education. Retrieved from http://ies.ed.gov/ncee/wwec.

Kamil, M. L. (2003). Adolescents and literacy: Reading for the 21st century. Washington, DC: Alliance for
Excellent Education.

Kirsch, 1., de Jong, J., Lafontaine, D., McQueen, J., Mendelovits, J., & Monseur, C. (2002). Reading for change:
Performance and engagement across countries. Results from PISA 2000. Paris: Organization for Economic
Co-operation and Development.

Langer, J. A. (2000). Excellence in English in Middle and High School: How teachers’ professional lives support
student achievement. American Educational Research Journal, 37, 397-439.

Lee, J., Grigg, W., & Donahue, P. (2007). The nation’s report card: Reading 2007 (NCES 2007-496). Washington,
DC: National Center for Education Statistics, Institute of Education Sciences, U.S. Department of Education,
Washington, D.C.

Meltzer, J., Smith, N. C., & Clark, H. (2002). Adolescent literacy resources: Linking research to practice. South
Hampton, NH: Center for Resource Management.

Moore, D., Bean, T. W., Birdyshaw, J.A, & Rycik, J. A. (1999). Adolescent literacy: A position statement for the
commission on Adolescent Literacy of the International Reading Association. Newark, DE: International
Reading Association.

National Reading Panel (2000). Teaching Children to read: An evidence-based assessment of the scientific research
literature on reading and its implications for reading instruction (NIH Publication no. 00-4769). Washington,
DC: U.S. Department of Health and Human Services, National Institute of Child Health and Human
Development. Effective literacy instruction for adolescents. National Reading Conference (2001).

Perie, M., Moran, R., & Lutkus, A. D. (2005). NAEP 2004 trends in academic progress: Three decades of student
performance in reading and mathematics (NCES 2005-464). U.S. Department of Education, Institute of
Education Sciences, National Center for Education Statistics. Washington, DC: Government Printing Office.
Retrieved from http://nces.ed.gov/pubSearch/pubsinfo.asp?pubid=2005464

Showers, B., Joyce, B., Scanlon, M., & Schnaubelt, C. (1998). A second chance to learn to read. Educational
Leadership, 55, 27-31.

Torgesen, J., Houston, D., & Rissman, L. (2007). Improving literacy instruction in middle and high schools: A guide
for principals. Portsmouth, NH: RMC Research Corporation, Center on Instruction.

Willis, G. B. (2005). Cognitive interviewing. Thousand Oaks, CA: Sage.

711



Amerika’da Devlet Liselerindeki Okuma Becerisini Arttirmaya
Yonelik Destek Simflarimin Ozellikleri

Yard. Dog¢. Dr. Orhan Cakiroglu
Karadeniz Teknik Universitesi
Fatih Egitim Fakiiltesi
Ozel Egitim Boliimii
cakirogluorhan@gmail.com

OZET

Okuma becerisini arttirmaya yonelik destek smiflari okuma becerisi zayif olan dgrencilere bu becerilerini
gelistirmek amacryla cesitli destek hizmetlerinin saglandig: siniflar olarak tanimlanabilir. Bu arastirmanin
amaci, Amerika Birlesik Devletleri’ndeki devlet liselerinde, okuma giicliigii olan 6grencilerin okuma
becerilerini arttirmak amaciyla olusturulmus destek smiflarinin  6zelliklerinin - betimlenmesidir.
Aragtirmanin verileri, destek smiflarinda calisan 6gretmenlerin bu siniflarda kullandiklar1 yontemleri
ortaya ¢ikarmak amaciyla aragtirmaci tarafindan gelistirilen ve 32 sorudan olusan anket ile toplanmustir.
Destek smiflarmm tamami Amerikanin Wisconsin eyaletindeki okullardan seg¢ilmistir. Belirlenen 116
devlet lisesinde, destek smiflarinda gorev yapan 223 Ogretmene arastirma anketi gonderilmistir. Anket
gonderilen O0gretmenlerden 126’s1 anketi cevaplayarak geri gondermistir. Bulgulara gore okullardaki
okuma becerisini destekleyen siniflar smirli sayidadir. Ayrica, bu siniflarin genel 6zellikleri okuldan okula
degisebilmektedir (6grenci se¢imi, degerlendirme teknikleri gibi). Arastirmanin bulgular tartisilarak, bu
tiir stnuflarin diger okullarda da agilmas: siirecinde yardimei olacag: diisiiniilen dneriler sunulmustur.

Amag ve Onem: Bu calismanin amaci ABD’de liselerde okuma giicliigii yasayan &grencilerin okuma
becerilerini gelistirmeye yonelik olarak olusturulmus destek smiflarinin 6zelliklerinin belirlenmesidir.
Okuma becerisi, hem okul ¢aginda hem de bireylerin okul sonrasi yasamlarinda siklikla kullandiklar
onemli becerilerden birisidir. Okuma becerisi zay1f olan bireyler okul yillarinda ¢esitli akademik alanlarda
pek ¢ok problem yasamaktadirlar. Bu problemlerin giderilmesi amaciyla Amerika Birlesik
Devletleri’'ndeki bazi okullarda 6grenme giicliigii olan ve 6zellikle okuma giichigli olan 6grenciler igin
0zel siniflar agilmaktadir. Son yillarda yapilan ¢aligmalar bu siniflarda saglanan okuma desteginin 6grenci
basarisini arttirmada etkili oldugunu gdstermektedir. Ancak bu siniflardaki Sgretmenlerin o6zellikleri,
smiflardaki 6grencilerin nasil secildigi, dgrenci basarisimt dlgmede hangi degerlendirme tekniklerinin
kullanildig1 gibi pek ¢ok genel 6zellik heniiz bilinmemektedir. Bu ¢alismanin amaci, okuma becerisini
desteklemek amaciyla olusturulan destek siniflarinin genel 6zelliklerinin belirlenmesidir.

Yontem: Arastirmanmn verileri, destek simiflarinda calisan 6gretmenlerin kullandiklari yontemleri ortaya
cikarmak amaciyla arastirmaci tarafindan gelistirilen ve 32 sorudan olusan bir anket kullanilarak
toplanmigtir. Anketin birinci boliimiindeki sorularla, Ogretmenlerin cinsiyetleri, etnik kdkenleri,
ogretmenlik deneyimleri, egitimleri ve destek siniflarinda ¢alisma  deneyimlerinin belirlenmesi
amaclanmustir. Anketin ikinci boéliimiindeyse okuma smiflarma hangi yontemlerle dgrenci segildigi, bu
ogrencilerin akademik performanslarinin nasil degerlendirildigi, 68rencilerin bu smiflarda gecirmis
olduklari toplam siireyi 6zetleyen sorular sorulmustur. Anketler 116 lisede destek siniflarinda gorev yapan
223 dgretmene gonderilmistir. Anket gonderilen 6gretmenlerden 126°s1 (%57) anketi cevaplandirmigstir.

Bulgular: Arastirma verilerinin analizine gére, ABD’denin Wisconsin eyaletindeki liselerde, okuma
becerisini desteklemeye yonelik smniflarda gérev yapan dgretmenlerin ( % 89.5) kadin dgretmenlerden
olugmaktadir. Ogretmenlerin ortalama 6gretmenlik deneyimleri 13.3 yildir. Okuma siniflarinda verilen
derslerin ortalama uzunlugu 70.7 dakikadir. Bu smiflardaki Ogrenciler haftanin bes giinii egitim
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gormektedirler. Destek smiflarmin ortalama simf mevecudu ise 13 6grencidir. Ogrencilerin siniflara
secilmek amacryla degerlendirilmesinde her okulda farkli kriter kullanilmistir. En ¢ok kullanilan
degerlendirme yontemi standartlagtirilmis okuma testleri (%81) olmustur. Okuma destek siniflarindaki
Ogrenciler ¢cogunlukla onceden belirlenen bir okuma basarist hedefine ulastiklarinda bu siniflardaki
egitimlerini tamamlamislardir. Bu basar1 hedefi Amerikadaki okullarda siklikla kullanilan lexile puanlar
degerlendirilerek belirlenmistir. Eger onceden belirlenen bir basar1 hedefi yoksa, 6grenciler okul
tarafindan 6nceden belirlenen bir siire (2 akademik dénem gibi) boyunca bu smiflara devam etmislerdir.
Okuma destek smiflarinda egitim goéren Ogrencilerin %76.9’u bu smniflardaki egitimlerini dnceden
belirlenmis olan hedefe ulasmalar1 ile basarili bir sekilde tamamlamislardir. Okuma simiflarindaki
ogrencilerin dzellikleri incelendiginde bu odgrencilerin %55.8’inin 6zel gereksinimli 6grenciler oldugu
belirlenmistir. Bu 6grencilerin yarisina yakinini da 6grenme giigliigii olan 6grenciler olusturmaktadir.

Tartisma, Sonug ve Oneriler: Okullardaki okuma becerisini arttirmaya yonelik ¢abalarin etkili olabilmesi
icin bu egitimin deneyimli 6gretmenler tarafindan verilmesi gerekmektedir (Kamil, 2003). Bu
aragtirmanin sonuglarma gore 6gretmenlerin biiyiikk bir ¢ogunlugu yeterli deneyime sahiptir. Ancak
ogretmenlik meslegindeki deneyim, destek smiflarindaki 6gretimin kalitesini arttrmaya yeterli
olmayabilir. Bu nedenle, destek smiflarinda gorev almasi beklenen 6gretmenlere hizmetigi egitim
olanaklar1 saglanabilir. Arastirma sonuglarindan bir digeri ise okullardaki destek smniflarinin 6zelliklerinin
farklilik gostermesidir. Destek smiflarinin okuma becerisini arttirmadaki etkililiginin belirlenebilmesi i¢in
bu okullardaki 6grenci sec¢imi, 6grencilerin degerlendirilmesinde kullanilan yontemler gibi 6zellikler
standartlastirilmalidir. Ornegin, ABD’deki bazi okullar okuma destek simiflaria sadece 6zel egitim tanist
almis Ogrencileri kabul ettiklerini belirtmislerdir. Bu durum bazi sikintilar dogurabilmektedir ¢iinkii
okuma becerisi zayif olan Ogrenciler sadece 6zel gereksinimli Ogrencilerle smirli kalmamaktadir.
Herhangi bir 6zel egitim tanis1 almamis olan Ogrenciler de okuma alaninda sikint1 yasayabilirler. Bu
nedenle, okuma destek smiflarinin kapisi tiim 6grencilere acik olmalidir. Son olarak, arastirma sonuglari
gostermektedir ki okuma destek smiflar1 smirli sayidadir. Okuma becerisini arttirmak amaciyla bu
smiflarin sayisi arttirilmalidir.
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