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ABSTRACT

The Role o f Reading Specialists:
A  Descriptive Study

by

Dorothy L. Kulesza

Dr. M aria Meyerson, Committee C hair 
Professor o f Literacy 

U niversity o f Nevada. Las Vegas

The purpose o f th is  study was to explore and document the role o f 

reading specialists. Four elements o f educational theory and practice 

form ed the framework: ch ild ren ’s reading d ifficu lties, instructiona l 

models used to correct reading d ifficu ltie s, site-based management, and 

sym bolic interactionism . The overall design fo r th is  research was a m ixed 

method study. Survey research was used to collect quantitative data: 

interview s and observations were used to collect qualitative data.

Follow ing the processing o f survey data, it  was displayed in  graphs 

and tables. Q ualitative data was analyzed through recursive rounds o f 

considering and in te rpre ting  transcrip ts and fie ld  notes; global themes 

were iden tified  and categories were established (Huberman &  M iles, 

1984). Use o f domain and taxonom ic analyses provided fu rth e r data 

reduction (Spradley, 1980).

ii i
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The data revealed the role o f reading specialists was influenced by 

context th a t includes adm in istration, school staff, and students. More 

than 90% o f instructiona l tim e was spent w ith  sm all groups o f prim ary 

students in  a p u ll-ou t model. The speciedists developed rig id  schedules 

meeting w ith  one sm all reading group a fte r another. The most commonly 

used lesson fram ework was from  Project LIFE, a m odified version o f 

Reading Recovery. Depending on ind iv idua l contexts, adm inistrators 

directed the grade levels served, the form at o f the reading program, and 

the reading specialists’ additional responsibilities. Regardless, o f how 

th e ir role was defined, the reading specialists perceived themselves to be 

very in flu e n tia l in  the progress o f struggling readers.

As a resu lt o f th is  study, it  is  recommended th a t other studies th a t 

specifically examine the im pact o f reading specialists on achievement be 

conducted. W hile findings o f th is  study cannot be generalized, other 

school d is tric ts  may benefit from  leam ing the role o f reading specialists 

in  the sixth  largest school d is tric t in  the nation.

iv
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CHAPTER I

INTRODUCTION 

The resu lts o f the 1998 National Assessment o f Educational 

Progress (NAEP) in  reading showed tha t w hile test scores fo r ch ildren in  

grades 4, 8, and 12 have risen s ligh tly  since 1994, the results were below 

the levels set as goals by the National Governing Board o f the NAEP (U.S. 

Departm ent o f Education, 1999). Proficiency levels were achieved by only 

31, 33, and 40 percent o f fou rth , eighth, and tw elfth  graders respectively. 

P o litica lly, these results w ill help determ ine whether more or less federal 

funding fo r reading im provem ent is made available to the states. They 

may also be used by office seekers to e ither praise or condemn school 

d is tric ts ’ reading programs and to provide am m unition fo r another ca ll 

fo r education reform . A t local levels, principa ls and teachers feel the 

pressure fi"om d istric t-leve l adm inistrators, school boards and parents to 

raise reading test scores overall and fo r ind iv idua l children. Reading 

specialists are often viewed as the key personnel fo r raising reading 

scores.

N ational lite racy organizations are quite clear in  th e ir 

recommendations fo r highty tra ined reading specialists a t a ll grade levels 

(Internationa l Reading Association, 2000; Professional Standards and
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Ethics Committee o f the In te rna tiona l Reading Association. 1998; Snow, 

Bum s &  G riffin , 1998). Yet, a m a jo rity  o f schools do not have reading 

specialists. As some schools im plem ent school-wide reading program s, 

early in tervention models, and inclusion  models, they have, a t the same 

tim e, elim inated the position o f reading specialist (Quatroche et a l., in  

press). W ith the trend toward using non-professionals fo r push-in  models 

and the im plem entation o f more school-w ide programs, reading 

specialists may become an endangered teaching entity. For example, the 

C onnecticut Association fo r Reading Research (Klein, M onti, M ulcahy- 

E m t, & Speck, 1997) reported the widespread use o f volunteers, aides, 

and peer tu to rs  to provide rem edial instruction . This creates a s itua tion  

in  w hich the children, who need the best instruction  possible, are being 

serviced by people w ith  the least am ount o f reading education 

background. As Spiegel (1995) noted, "C hildren most a t ris k  should be 

taught by the best teachers" (p. 94). This dichotom y between the 

recommendations o f educational organizations, combined w ith  recent 

research findings, and the actions o f local school d is tric ts  makes the 

investigation o f the role o f reading specialists tim ely and sign ificant.

Rationale and Purpose o f the Study 

For the past three years 1 have been a reading specialist fo r the 

C lark County School D is tric t. From  a personal standpoint, because 

in te raction among schools in  the d is tric t is  very lim ited, 1 became curious
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as to  w hat my colleagues were doing in  th e ir p a rticu la r school settings. 

When 1 attended tra in in g  sessions or seminars w ith  other reading 

specialists, I discovered th a t ou r roles were quite diverse. Some 

discussed conducting only p u ll-o u t instruction , w hile others were try ing  

a push-in  model. There were also Success fo r A ll (Slavin, 1991) schools 

where the specialists were involved w ith  whole-group in stru ctio n  and 

one-on-one tu to ring . When 1 attended tra in ing  sessions fo r school test 

coordinators, 1 met m any other reading specialists serving in  th a t 

position as w ell. As test coordinators, a quasi-adm inistrative duty, many 

reading specialists had less tim e to in s tru ct children. As 1 listened to 

reading specialists discuss th e ir instructiona l programs and other duties, 

1 begem to wonder how the role o f reading specialists, in  the s ix th  largest 

school d is tric t in  the nation, was being defined.

H istorica lly, the role o f the reading specialist has been a topic fo r 

discussion. For more than three decades, it  has been predicted th a t the 

role o f reading specialists would evolve in to  a reading resource teacher 

who would dem onstrate methods, provide m aterials, design and 

im plem ent cu rricu lum  and s ta ff development, and w ork in  a consulting 

capacity (D ietrich, 1967; Robinson, 1967; S tauffer, 1967; Tutolo, 1987). 

In  spite o f th is  prediction, the role o f reading specialists is  not clear. 

Several recent studies showed th a t reading specialists have a wide 

varie ty o f duties, some th a t are related to reading im provem ent and some 

th a t are not (Barclay &  Thistlethw aite, 1992; Bean, G rum et, Cassidy,
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Shelton. &  W allis, 1999; W isconsin Reading Specialists Committee,

1998).

The p rinc ipa l purpose o f my study was to explore and document 

the role o f reading specialists in  a large school d is tric t. Three questions 

guided the study: (a) How do reading specialists describe th e ir role? (b) 

How are th e ir roles influenced and m odified by th e ir ind iv idua l contexts? 

and (c) W hat are the common instructiona l models and practices they 

use? My study sought to answer questions posed by other researchers. 

Jakubowski and Ogletree (1993) recommended continued research on 

the topic o f p u ll-o u t vs. push-in instruction . Bean, Cooley, Eichelberger, 

and Zigmond (1991) recommended fu rth e r research to study 

instructiona l practices in  both push-in and p u ll-o u t settings. They 

suggested, "Specifically, researchers should move beyond the analysis o f 

tim e allocated to various activities to an investigation o f the nature o f the 

instructiona l activ ities in  a rich , qualitative m anner" (p. 461). The 

present study sought to provide additional ins igh t in to  p u ll-o u t and 

push-in models through the use o f qualita tive data th a t provided 

explanations o f in s tru c tio n a l models and practices.

Quatroche, Bean, and H am ilton (in press) discussed th e ir findings 

on the differences in  perceived roles and responsib ilities o f reading 

specialists. Reading specialists were inclined to view th e ir role as being 

responsible fo r adm inistering assessments, providing specialized 

instruction , and com m unicating w ith  parents and classroom teachers.
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A dm inistrators and classroom teachers, however, were inclined to view 

the role o f the reading specialist as one o f support personnel. Classroom 

teachers often w ant to decide and define the role o f the reading specialist 

to function  in  a way th a t meets th e ir perceived needs. Quatroche et al. 

also reported the im portance o f context in  the development o f the role o f 

reading specialists. They defined context as the setting o r location o f the 

work as w ell as the people w ith  whom the specialists work. My study 

attem pted to provide a description o f the perceptions and rationales o f 

the reading specialists as th e ir roles developed w ith in  ind ividua l school 

settings.

Framework o f the Study 

Four elements o f educational theory and practice form  the 

fram ework fo r th is  study. The firs t to be discussed is the nature o f 

ch ildren’s reading d ifficu ltie s . The second is the in structiona l practices 

and models used to correct reading d ifficu ltie s. These two elements are 

im portant to the study because reading specialists have trad itiona lly  

been expected to understemd con tribu ting  factors fo r children’s reading 

problems and then to employ appropriate in stru ction a l practices to 

remediate those problems. The th ird  element, site-based management, is 

included because ind iv idua l contexts influence the im plem entation o f 

programs, models, and practices. F ina lly, sym bolic interactionism  

provided the theory through w hich the in teractions o f the reading
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specialists w ith  adm inistrators, teachers, and children may be 

Interpreted. These four elements are discussed in  deta il below.

C hildren’s Reading D ifficu lties 

The expectation tha t a ll students acquire the a b ility  to read d id  not 

exist u n til com pulsory education began in  the United States (W almsley & 

A llington, 1995). In  the early p a rt o f the tw entieth centu iy, fa ilu re  to 

leam  to read was not considered pa rticu la rly  notable. Snow et a l. (1998) 

stated th a t it  has been only recently th a t developing countries had the 

expectation th a t a ll children leam  to read. They asserted th a t although 

40 to 60 percent o f the populations o f other lite ra te  countries achieve 

literacy, the United States has the expectation th a t 100 percent o f its  

population w ill be literate.

Throughout recent h istory, the education com m unity has evolved 

its  explanations o f w hat causes reading d ifficu ltie s  in to  fou r perspectives; 

im paired intelligence, educational disadvantage and cu ltu ra l deprivation, 

leam ing d isab ilities, and in stru ction a l influences. Between 1920 and 

1950 im paired intelligence was referred to as the cause o f reading 

d ifficu ltie s  (Walmsley &  A llington, 1995). A llington (1998) claim ed th is  

be lie f about the sources o f leam ing d ifficu ltie s  continues to influence 

in s tru ctio n  in  schools a t the present tim e. Snow et al. (1998) suggested 

th a t recent neuroscience research has lead to a greater understanding o f 

the reading process. They suggested th a t reading a b ility  occurs along a 

continuum  in  a ll populations o f people. Since many children firom
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disadvantaged and other a t-risk  populations leam  to read. Snow et al. 

suggested, "...b io logical factors are influenced by. and in te ract w ith , a 

reader’s experiences" (p. 24). They added genetic factors as w ell as 

environm ental ones have been im plicated w ith  bra in  function and 

behavior associated w ith  reading d ifficu ltie s.

As the 1960s approached, a second explanation fo r sources o f 

reading d ifficu ltie s  emerged. Educational disadvantage and cu ltu ra l 

deprivation among ch ild ren o f poverty and m inority populations were 

considered to be con tribu ting  issues (Walmsley &  A llington, 1995). Snow 

et al. (1998) fu rth e r explained th a t there were two factors th a t can be 

a ttribu ted  to m inority ch ild ren ’s reading d ifficu lties: the use o f 

nonstandard varieties o f English or lim ited English proficiency and 

cu ltu ra l differences. Snow et al. discussed the im pact o f low 

socioeconomic status (SES) and the d ifficu lty  in  separating it, as a factor 

in  leam ing d ifficu ltie s, from  those factors associated w ith  m inority  

populations. One fact th a t has continued to hold true fo r several decades 

is th a t students, who enter school w ith  a low  socioeconomic status, 

experience and m ainta in lower reading achievement than children fi-om 

more a ffluen t backgrounds (Snow et a l ).

A  th ird  perspective th a t explained the source o f reading d ifficu ltie s  

was leam ing d isab ilities; th is  began to emerge as a factor in  the 1970s 

(M cG ill-Franzen, 1987). A lling ton (1998) expl£iined th a t leam ing 

d isab ilities were generally described in  term s o f neurological damage or
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difference; these form s o f d isa b ility  made perceptual o r verbal leam ing 

very d ifficu lt. Identifying children as having neurologically based 

d isab ilities, m eaning th a t they could not leam  to read, led to the resu lt o f 

providing little  useful in s tru ction  fo r them  (A llington &  M cGill-Franzen, 

1989). A lling ton (1998) contended th a t th is  be lie f continued to influence 

instructiona l models fo r rem ediation o f reading d ifficu lties.

F inally, a fou rth  perspective, added by Snow et al. (1998), 

identified in s tru ction a l influences as a source o f reading d ifficu ltie s  in  

children. This happens when students, who have the potential to become 

able readers, do not do so because o f inadequate o r inappropriate 

instruction . When in stru ction  is inaccurate o r unclear, many students 

w ill demonstrate low achievement. I f  the substandard in s tru ction  is 

lim ited to one teacher, student progress may be stalled fo r only th a t year; 

successive years w ith  adequate instruction  may help students overcome 

the previous setback. In  some cases the inadequate or inappropriate 

instruction  may not be restricted to one teacher, b u t may be a ll- 

encompassing w ith in  one school. Some possible reasons fo r th is  

condition are: inappropriate curricu lum , teachers who are inadequately 

trained in  effective methods fo r teaching beginning readers, scant 

resources and m aterials, and poorfy managed classrooms.

These fou r perspectives o f the causes o f reading d ifficu ltie s  provide 

insigh t in to  how reading d ifficu ltie s  develop. Once reading d ifficu ltie s 

have been identified , m any d iffe rent instm ctiona l practices and models
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are used fo r rem ediation. Since most reading specialists have m et certa in 

requirem ents to a tta in  th e ir positions, they have a level o f expertise and 

experience w orking w ith  children who are experiencing reading 

d ifficu ltie s . Discovering w hat practices and models reading specialists 

im plem ent and believe to be successful may inform  other educators’ 

in s tru c tio n a l practices. Describing and docum enting the practices o f 

h igh ly tra ined reading teachers may inform  the cu rricu la  o f teacher 

educators and s ta ff development planners as well.

Instructiona l Practices fo r Correcting Reading D ifficu lties 

An exam ination o f the instructiona l practices used to correct 

reading d ifficu ltie s  may be viewed in  term s o f tim e spent, programs used, 

and models implemented. Many studies o f instructiona l models used in  

rem ediation have focused on the p u ll-o u t vs. push-in form ats. Some 

studies have shown the p u ll-o u t model provides less in stru ction a l tim e 

fo r rem edial students (A llington, 1994). Yet, other studies have shown no 

sign ifican t difference in  tim e spent on instruction  between the models 

(Gelzheiser, Meyers, & Pruzek, 1992); and some studies have shown 

more tim e is  spent on instruction  in  the p u ll-o u t model than in  the push- 

in  model (Bean et a l., 1991).

In  re la tion  to instructiona l practices, reading specialists, in  

response to a national survey, reported im plem enting a variety o f 

innovative programs (Bean et a l., 1999). O f the 41% o f respondents who 

reported using the programs, the largest num ber (52%) identified
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Reading Recovery. O ther programs th a t were named by respondents 

Included: Accelerated Reading: Earlv Success (Houghton M ififlin); H igher 

O rder Thinking S kills  (HOTS); Collaborative Literacy Intervention 

Program (CLIP); Success fo r A ll. Earlv Literacy Inservice Course (ELIC); 

Project Read; m odifications o f Reading Recovery; and a variety o f other 

early in tervention programs.

In  most o f the models fo r reading rem ediation, whether p u ll-o u t or 

push-in, the responsib ility fo r im plem entation belonged to the reading 

specialist (Barclay &  Thistlethw aite, 1992; Bean et a l., 1999; D ietrich, 

1967; Quatroche et a l., in  press; Robinson, 1967; S tauffer, 1967; Tutolo, 

1987; W isconsin Reading Specialists Committee, 1998). Bean, Trovato, 

and Ham ilton (1995) conducted a study o f Chapter 1 reading programs; 

the study summarized the views o f reading specialists, classroom 

teachers, and principals. Four themes related to creating and 

m aintain ing effective programs emerged from  th e ir findings: s ta ff 

development, planning, re lationship between setting and effectiveness, 

and fle x ib ility . A ll o f the members o f the focus groups who participated in  

the study agreed th a t decisions concerning the structure  o f the program 

and roles and responsib ilities o f a ll the teachers had to be made a t the 

site level. Demographics unique to each site, for example, size o f the 

school and teacher/student ra tio  were im portant factors to consider 

when designing a program . The diverse contexts, dependent upon site- 

specific circum stances, th a t lead to d iffe ren t roles fo r reading specialists
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can be linked to the school governance model known as site-based 

management.

Site-Based Management 

David (1996) reported th a t although site-based management may 

have been the m ost sign ifican t reform  o f the 1990s, there was no clear, 

agreed-upon de fin ition . She noted th a t across states and d is tric ts , what 

each school referred to as site-based management could be quite 

d ifferent than w hat others had in  place. However, Bauer (1998) reported 

tha t the de fin ition  m ost often found in  the lite ra tu re  is the transferring o f 

authority, over personnel, fiscal, and certain curricu lum  issues, from  

central office adm in istra tion to each school site. In  m ost cases, decision­

m aking is done by a council tha t includes the principa l, teachers, other 

s ta ff members, and parents. G riffin  and G riffin  (1997) explained th a t th is  

process is designed to situate decision-m aking as near as possible to the 

people affected by the outcomes. Sm ith (1998) explained th a t the basic 

tenet o f site-based management is th a t the people who know best how to 

educate students a t each school site are the people who know the 

students best.

It is  useful to look a t the im pact o f site-based management on the 

role of reading specialists. Investigating perceptions o f the specialists o f 

how th e ir roles are im pacted by adm inistration, staff, students, and 

parents leads to an understanding o f how and why instructiona l 

decisions are made and implemented. The responsib ilities o f the reading
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specialist, along w ith  the instructiona l models and practices used, are 

also determ ined by ind iv idua l context. W ith centra l office adm in istration 

leaving the de fin ition  o f the role o f reading specialist to ind iv idua l sites, it  

w ill be inform ative to look a t variation in  programs across the six th  

largest school d is tric t in  the country. The results o f th is  study may 

encourage other school d is tric ts  to scrutin ize the role o f th e ir reading 

specialists.

Svmbolic Interactionism

A theory o f how ind ividuals in te rpre t social interactions th a t is

most appropriate fo r th is  study is sym bolic in teractionism  because it

seeks to understand and illu s tra te  the process o f meaning m aking

(Schwandt, 1994). Extending the work o f G. H. Mead, Blum er (1969)

provided the three premises upon which sym bolic interactionism  rests.

F irst, the actions th a t hum an beings take toward things and other people

are based upon the meanings tha t these things hold fo r them. Second,

these meanings evolve fi-om the social in teraction between and among

individuals. Th ird , an in terpretive process filte rs  and transform s the

meanings. LeCompte and Preissle (1993) delineated the follow ing

assum ptions o f sym bolic interactionism :

1. Meaning is constructed through social in teraction. 2. Ind ividuals 
act on the basis o f meanings they perceive. 3. Meanings change in  
the course o f in te raction because o f d iffe rent perceptions held by 
the actors. 4. Thus, rea lity  is not a p rio r given: it  is based upon 
in te rpre ta tions and it  is  œ nstructed during in teraction between 
and among ind iv idua l actors. 5. Reality is  no t fixed , bu t changes 
according to the actors and the context, (p. 128-129)

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.



13

Schwandt (1994) fu rthe r described the views held by sym bolic 

in teraction ists; they view hum ans as having to in te rpre t the w orld in  

order to act instead o f acting in  response to environm ental s tim u li. In 

relationship to th is  study, reading specialists interpreted the social 

in teractions between and among the actors (adm inistrators, teaching 

staff, and students), w hile defining and m odifying the de fin ition  o f th e ir 

roles.

The m anner in  which reading specialists conduct th e ir programs 

may be influenced by the interactions w ith  th e ir adm inistrators, whether 

or not the in teractions are interpreted correctly. For example, an 

adm in istra tor m ight be short o f classroom space and move the RIP 

teacher to  a converted storage closet. The reading specialist m ight 

in te rpre t th is  action as a lack o f respect fo r the reading program . This 

could im pact the fu tu re  performance o f the RIP teacher. Th inking tha t 

the adm in istra tor does not value the program, the reading teacher may 

be hesitant to follow  through w ith  planned innovations fo r s ta ff 

development, m entoring o f new teachers, o r instructiona l practices. The 

adm in istrator, on the other hand, may have perceived the reading 

specialist as a professional who could conduct the program  successfully 

in  an alternative location and as a team player who would recognize the 

need to make space available.

Interactions w ith  classroom teachers may also affect how the 

reading specialist’s program is  conducted. For example, a reading
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teacher may approach a classroom teacher who agrees to have a push-in 

program. Every day when the reading teacher arrives in  the classroom at 

the scheduled tim e, there is no cleared space in  w hich to w ork and the 

classroom teacher is  busy. The reading teacher in te rpre ts th is  as an 

unwelcom ing environm ent, when, in  fact, it  could be the case th a t the 

classroom teacher is  experiencing problems w ith  classroom management 

and organizational sk ills  and sim ply can’t  seem to be ready when the 

reading teacher arrives. In  another setting, a reading teacher may be part 

o f a s ta ff th a t has many very experienced classroom teachers. W ithout 

any hesitation, they may te ll the reading specialist they are not 

interested in  a push-in  program and they want the rem edial students 

pu lled-out fo r reading assistance. Both scenarios w ould certa in ly im pact 

how the reading teacher conducts the program.

The role o f the reading specialist is  also influenced by interactions 

w ith  students. For example, w orking w ith  English Language Learners 

(ELL), the reading specia list may m odify the program  to meet th e ir needs, 

w hich may d iffe r from  the needs o f native English speakers. In  low socio­

economic schools, the reading specialists may m odify th e ir role to 

include find ing  take-home m aterials and books fo r ch ild ren who do not 

have access to  them  where they live.

The theory o f sym bolic interactionism , thus provides a fram ework 

fo r discovering how reading teachers develop and m odify th e ir role based 

on th e ir perceptions o f in teractions w ith  other people a t th e ir site.
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Significance o f the S tudy

The study may contribute to several im portant areas in  the fie ld  o f 

literacy in stru ction . F irs t, it  contributes to the understanding o f the 

services o f reading specialists by providing ins igh t in to  the common 

instructiona l practices these h igh ly trained teachers select fo r reading 

instruction . W ith the sociopolitical pressure on educators to raise 

reading test scores, determ ining best practices o f reading specialists may 

inform  the practices o f other educators. Discovering w hich programs, 

methods, and models are m ost firequently used by those w ith  the most 

expertise may help other decision makers resolve reading in s tru ction  

issues.

Second, th is  study alerts school d is tric ts  to examine the roles o f 

the ir reading specialists. W ith site-based management rap id ly becoming 

the common school governance structure, the role o f reading specialist 

may vary greatly from  one site to another w ith in  the same school d is tric t. 

An exam ination o f reading specialists’ tim e spent on reading and on 

other responsib ilities, not connected to reading, may demonstrate 

whether or no t th e ir expertise is being pu t to the best possible use.

School d is tric ts  may w ant to determ ine if  th e ir ind iv idua l sites are 

w orking toward the overall d is tric t goal o f im proving reading 

achievement.

Third , it  in form s s ta ff developers and un iversity faculties o f the 

program needs o f reading specialists. Determ ining the common
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in stru ction a l programs used by reading specialists in  the sixth  largest 

school d is tric t in  the nation may assist s ta ff developers in  planning 

reading inservices for a ll teachers o f reading. I f  the specialists have 

determ ined specific programs to be h igh ly successful fo r correcting 

reading d ifficu ltie s , s ta ff developers may want to share those programs 

w ith  other educators.

Docum enting the role o f reading specialists' responsibilities tha t 

are apart from  reading in stru ction  may assist un iversity faculties in  

redesigning courses th a t prepare reading specialists fo r the fie ld. I f  the 

specialists are serving in  other roles a t th e ir sites, there may be 

additional content or other coursework needed to better prepare them  fo r 

th e ir role. For example, if  reading teachers are very involved w ith  

planning s ta ff development, m entoring o f classroom teachers, chairing 

committees, adm inistering standardized tests, screening for learning 

d isab ilities, o r perform ing quasi-adm inistrative duties, university 

facu lties may need to change or add strands to curricu la  offered fo r the 

preparation o f reading specialists.

Role o f the Researcher 

As I served in  the role o f researcher, I was also serving in  the 

position o f the role being studied. 1 was an elementary school reading 

specia list employed by the d is tric t where the stucty took place. It was 

im portan t fo r me to acknowledge th a t 1 brought certain philosophical
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beliefs to the study. I needed to be very conscious o f those biases and 

very cautious when designing the survey questions and interview ing and 

observing the teachers. As a rem edial reading teacher I held certa in 

opinions about in stru ction a l practices fo r struggling readers, and I had 

to m ainta in ob jectivity during my interactions w ith  reading specialists 

and during data analysis.

Being a member o f the population being studied provided positive 

aspects to the role o f researcher. Since I was also a reading specia list, I 

had a certa in level o f expertise and knowledge o f the fie ld. Since I was 

employed in  the same d is tric t, I was fam ilia r w ith  d is tric t program s, 

schedules, tra in ing , and personnel.

L im itations o f the Study 

C lark County School D is tric t, the s ixth  largest school d is tric t in  

the United States, encompassed a large geographical area b u t also a very 

diverse selection o f schools. The elementary schools in  the d is tric t ranged 

from  T itle  I (a t-risk), to those situated in  a ffluen t neighborhoods, to ru ra l 

schools located throughout sparsely populated areas o f the state. W ith 

rare exceptions, each elem entary school employed at least one reading 

specialist. The results o f th is  study, therefore, may not be generalized to 

other populations. Since other school d is tric ts  are composed o f d iffe ren t 

configurations o f reading specialist positions and school populations, 

reading specialists' roles and instructiona l practices may be d iffe rent.
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O perational D efin itions 

To c la rify  the use o f the term  reading specialist in  th is  study, an 

exp lic it de fin ition  is  provided. To c la rify  the reading endorsement levels 

available fo r licensure in  the state in  w hich th is  study took place, those 

term s are also defined below. D efin itions o f two lesson fram eworks 

designed by CCSD personnel are provided. In  reference to instructiona l 

models, the frequently used term s push-in  and p u ll-o u t are defined 

below. Also provided is the de fin ition  o f 504 Liaison, referred to as an 

additional responsib ility assigned to some reading specialists at th e ir 

sites.

Reading Specialist 

(Developed by the In ternationa l 

Reading Association Commission 

on the Role o f the Reading 

in  Specialist)

- A specially prepared professional 

who has responsib ility (providing 

instruction , serving as a resource 

to teachers, etc.) fo r the literacy 

performance o f readers in  general, 

o r struggling readers, in  pa rticu la r. 

(Bean et a l., 1999)

Reading Endorsement 

Nevada State Departm ent o f 

Education license endorsement

- Includes the follow ing 

requirem ents; (a) a bachelor’s 

degree; (b) a va lid  elementary
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or secondary license; AND (c) at 

least 16 hours o f preparation in  

separate o r integrated courses 

including: (1) foundations o f 

reading; (2) elementary methods 

m aterials; (3) secondary methods 

and m aterials; (4) diagnosis o f 

reading d isab ilities; AND (5) 

practica l experience in  reading 

rem ediation

Reading Specialist Endorsement 

Nevada State Departm ent of 

Education license 

endorsement

- Includes the follow ing 

requirem ents: (a) a master’s (b) 

three years o f verified teaching 

experience in  a state approved 

school; (c) a va lid  elementary or 

secondary license; AND (d) a 

m inim um  o f 16 graduate semester 

hours o f courses in  reading, 

includ ing each o f the follow ing 

areas: (1) foundations o f reading: (2) 

etiology and diagnosis o f reading 

problems; (3) c lin ica l practice in
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remedying reading problem s; AND 

research in  reading.

- An early lite racy 

intervention lesson fram ework 

designed by CCSD staff.

Based on the w ork o f Clay (1993), 

the components o f a sm all group 

lesson are: fluen t w riting  and 

reading, running record, teaching 

po in t, new book, and sentence 

w ritin g  (CCSD. 1998).

- A literacy intervention lesson 

fram ework designed by CCSD s ta ff 

fo r interm ediate students. 

Components o f a sm all group lesson 

are: rereading o f fam ilia r text, word 

study, guided reading, and runn ing 

record. Student responsib ility 

follow ing the lesson includes 

independent reading and response 

(CCSD. 1999).
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- A  model o f rem edial reading 

in stru ction  in  w hich the reading 

specialist works w ith  iden tified  

students in  th e ir own classrooms.

P u ll-ou t - A  model o f rem edial reading 

in s tru ction  in  w hich the reading 

specialist works w ith  identified  

students in  a location, other the 

students’ own classrooms.

504 Liaison - The person who w rites the 

ind iv idua l education plans, w hich 

include m odifications/adaptations, 

fo r children who have been 

diagnosed w ith  m edical conditions 

th a t do not im pact th e ir education. 

Section 504 is  a component o f PL 

(Public Law) 94-142 - The 

Ind ividua ls w ith  D isab ilities 

Education Act. An example o f a 504 

plan would be fo r a student who has
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asthm a and needs m odifications fo r 

physical education classes.
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CHAPTER 2

REVIEW OF LITERATURE 

Four elements o f educational theory and practice form  the 

fram ework fo r th is  study: the nature o f children’s reading d ifficu ltie s, 

instructiona l practices and models used to correct reading d ifficu ltie s , 

site-based management, and sym bolic interactionism  theory. Because 

the role o f the reading specialist is  integral to the research on reading 

d ifficu ltie s  and appropriate instructiona l practices, these two elements o f 

the study’s fram ework w ill be discussed In tandem. The next section in  

th is  review o f the lite ra tu re  is focused on site-based management, since 

reading specialists w ork w ith in  the contexts o f ind iv idua l schools.

F ina lly, the theory o f sym bolic interactionism  as a m ethodological 

fram ework is discussed.

C hildren’s Reading D ifficu lties and Instructiona l Practices 

Remedial reading in stru ction  had its  infancy in  the 1920s, and its  

programs and practices continue to evolve a t the present tim e. W almsley 

and A lling ton (1995) provided a b rie f h isto ry o f instructiona l support 

programs. Between 1920 and 1950, students experiencing reading

23
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d ifficu ltie s  were referred to as slow learners, having lim ited in te llectua l 

capacities. Reading teachers used instructiona l practices th a t moved in  

sm all steps, slowed instructiona l pace, and provided frequent repetition 

and practice. D uring those decades, rem edial and special education 

services were not separate entities. In  the 1950s, more reading teachers 

were needed as more rem edial students were identified; th is  led to a 

research in te rest in  instructiona l techniques and diagnostic tests. The 

prim ary explanation fo r reading d ifficu ltie s  was im paired in te llectua l 

functioning.

In  the 1960s, the explanation for reading d ifficu ltie s focused more 

on educational disadvantage among children o f poverty and m inority 

populations. As a resu lt o f th is  perceived cause o f reading d ifficu lties, in  

1965 the Elem entary and Secondary Education Act (ESEIA) was passed, 

and the era o f compensatory education began. In  T itle  I o f ESEA, federal 

funds were made available fo r rem edial services fo r children o f poverty. 

However, in  order to qua lity fo r rem edial services, children had to be 

reading two years below grade level. Throughout th is  tim e period, the role 

o f the reading teacher began to become more specialized as more federal 

funding became available fo r these positions and more colleges and 

universities offered advanced coursework th a t specialized in  rem edial 

reading.

As the 1970s approached, d isab ility  began to replace educational 

disadvantage as a focus fo r reading d ifficu ltie s . In  1975, the Education o f
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Handicapped C hildren Act (EHA) was passed; it  provided fo r the righ ts o f 

handicapped students and included the learning disabled (LD) 

population among them. This fu rth e r separated rem edial education from  

special education, a division th a t a t tim es was a rtific ia l and detrim ental 

to children, especially when a clear reason fo r reading d ifficu ltie s could 

not be found (Walmsley &  A llington, 1995). This trend continued through 

the 1980s.

In  the early 1990s, researchers examined the h isto ry o f rem edial 

reading education. M cG ill-Franzen and A lling ton (1991) contended a fte r 

25 years o f rem edial services, provided fo r by b illion s o f federal and state 

dollars, nine out o f every ten children, who started in  the bottom  reading 

group in  firs t grade, m aintained th a t position throughout elem entary 

school. In  addition, Anderson and Pellicer (1990) stated not m uch 

progress had been made in  the previous 25 years to “ ...provide 

appropriate educational experiences fo r cu ltu ra lly  and educationally 

deprived children" (p. 15). The accepted norm  fo r rem edial reading 

teachers was to slow the instructiona l rate to such a po in t th a t the 

neediest students fe ll fu rthe r and fu rth e r behind.

As a resu lt o f the consequences o f these practices, researchers 

began to suggest alternatives to existing rem edial reading instruction . 

Anderson and Pellicer (1990) recommended th a t compensatory and 

rem edial programs be more integrated in to  the to ta l school program so 

th a t rem edial and classroom teachers worked together. In  addition.
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M cGill-Franzen and A lling ton  (1991) stated th a t rem ediation was neither 

intensive enough nor d id  it  s ta rt early enough to have effective results. 

They recommended in s titu tin g  intensive, personalized acceleration o f 

children's literacy, beginning earty in  the educational lives o f students 

who were experiencing d ifficu ltie s  by providing one-on-one in struction .

Passow (1991) sum m arized the h isto ry o f Chapter 1 services as 

consisting p rim arily  o f p u ll-o u t programs th a t focused on basic sk ills . He 

recommended th a t Chapter 1 reading teachers become pa rt o f the 

m ainstream  o f education so th a t the cognitive and affective needs o f 

disadvantaged students would be provided fo r equitably. The ca ll fo r 

cu rricu la r congruence between classroom and rem edial reading 

instruction  went on fo r years (A llington &  Shake, 1986; Johnston, 

A llington, & Afflerbach, 1985).

By the beginning o f the 1990s, researchers had shifted th e ir study 

from  w hat caused reading d ifficu ltie s  to a greater focus on the best 

lite racy practices. Findings from  duel's (1988) study dem onstrated a high 

probab ility  th a t a ch ild  who was a poor reader at the end o f firs t grade 

w ould be a poor reader a t the end o f fou rth  grade. This was w hat 

Stanovich (1986) had referred to as the "M atthew effect," the concept o f 

the lite racy-rich  getting richer, w hile the literacy-poor get poorer. 

Hodgkinson (1991) reported, "About one th ird  o f preschool ch ild ren are 

destined fo r school fa ilu re  because o f poverty, neglect, sickness, 

handicapping conditions, and lack o f adu lt protection and nurturance"

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.



27

(p. 10). However, he recommended th a t educators should not waste any 

fu rth e r tim e on blame, bu t move in to  action to better in s tru c t children. 

Thus, in stru ction a l practices and research moved in to  the realm  o f early 

in tervention o f reading problems, ra ther than the wait-and-see approach 

th a t had been typ ica l o f rem edial programs. Reading Recoverv (Clay,

1993) and Success For A ll (Slavin, 1991) are two early in tervention 

programs th a t address th is  need. The change in  tim ing  o f when children 

would receive rem edial in stru ction  also altered the role o f the reading 

specialist, whose focus shifted from  interm ediate to prim ary grades.

Another s h ift in  rem edial reading began to appear in  the 1990s 

through the discussion and research o f p u ll-o u t and push-in programs. 

Research in to  these types o f programs, however, has been inconclusive. 

For example, A lling ton  (1994) stated more reading and w ritin g  tim e was 

needed to improve the literacy o f students experiencing reading 

d ifficu lties. Yet, he noted, students in  special reading programs often 

received less in stru ction a l tim e due to the fragmented nature o f th e ir 

p u ll-o u t rem edial program. However, Bean et al. (1991), in  a four-m onth 

long study o f fo u rth  and fifth  graders found more tim e was spent on 

rem edial reading in  a p u ll-o u t model than in  a push-in model.

As researchers continued to investigate rem edial instruction  

models, more con flicting  results were reported. Gelzheiser, et al. (1992) 

determ ined th a t there were no sign ificant differences in  tim e dedicated to 

reading in s tru c tio n  o r in  reading achievement gains between p u ll-o u t
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and push-in  models. S im ilar results were found by Jakubowski and 

Ogletree (1993) in  a stu(ty conducted w ith  fifth  and sixth  grade students. 

Their study showed th a t there was no sign ificant difference in  reading 

achievement between fifteen students who received Chapter 1 p u ll-o u t 

reading services fo r one year and fifteen students who did not. Because 

the p u ll-o u t model was not achieving desired successes and interfered 

w ith  classroom routine, rem edial reading teachers were beginning to 

teach children in  a push-in model (A llington, 1993).

Recently some researchers have attem pted to understand w hat 

rem edial reading teachers do in  th e ir instruction . Results from  a national 

survey conducted by the In ternationa l Reading Association’s Commission 

on the Role o f the Reading Specialist (Bean et a l., 1999) showed 43.9%  o f 

the respondents used both the p u ll-o u t and push-in form ats. However, 

37% reported using the p u ll-ou t model only, w ith  emphasis on smadl 

group in s tru ctio n  tha t focused on strategies fo r learning to read.

W hile we have some understanding o f w hat remedial reading 

teachers do when they w ork w ith  children, th e ir role seems to be ever 

evolving. For more than three decades it  has been predicted tha t the role 

o f reading specialists would change (D ietrich, 1967; Robinson, 1967; 

S tauffer, 1967; Tutolo, 1987). Robinson (1967) predicted the reading 

specialist w ould participate in  inservice education, evaluation, methods 

and m aterials, research, public re lations, curricu lum  development, and 

adm in istration. Tutolo (1987) predicted the m ost im portant function  fo r
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the reading specialist w ould be s ta ff development and th a t the role would 

evolve in to  th a t o f a reading resource teacher, who w ould serve in  an 

advisory, consulting capacity. Ten years after Tutolo’s (1987) predictions, 

however, the National Reading Research Center (1997) reported the role 

o f the reading specialist as p rim arily  perform ing diagnostic testing and 

rem edial reading instruction .

Most recently, several studies have used survey research to leam  

w hat reading specialists do, w hat they believe, and w hat they need. The 

W isconsin Reading Specialists Committee (1998) investigated the role o f 

reading specialists in  W isconsin, a state in  w hich each school d is tric t is 

mandated by state sta tute to employ a reading specialist. Survey results 

indicated an average o f 57% o f a reading specialist’s tim e was spent on 

the responsibilities described fo r tha t position, w hile th e ir other duties 

included serving as reading coordinator, principal, and teacher.

In  a separate study in  W isconsin, where state sta tute identifies five 

specific duties to be carried ou t by reading specialists, survey 

respondents identified 19 d iffe ren t aspects o f th e ir positions (Lambert & 

Ford, 1999). Follow ing interview s and shadowings o f eight participants, 

fou r conclusions were reached from  the study: (a) the reading specialist 

position embodies a wide variety o f duties; (b) it  is  a position o f high 

expectations, p a rticu la rly  in  re lation to the num ber and variety o f duties 

th a t are expected to be carried out; (c) the position encompasses two 

im portant areas o f w ork, w ith  children and w ith  teachers; and (d) the
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position o f reading specialist includes some areas o f expertise th a t could 

be learned on the job , fo r example, budgeting and grant w riting .

On a larger sczde. Bean et al. (1999) sent questionnaires to IRA 

members who had identified themselves as reading teachers on th e ir 

m embership renewal form s. From the 1,517 returned questionnaires, 

responding to w hat they do, 90.4% of the teachers reported th a t they 

in s tru c t students on a da ily basis. They also reported spending tim e on a 

variety o f other tasks: assessment, planning, serving as a resource, 

cu rricu lum  development, parent involvem ent, w orking w ith  a llied 

professionals, serving as members o f ch ild  study teams, and 

adm in istration.

In  an earlie r study Barclay and Thistlethw aite (1992) had sent 

questionnaires to 1,000 members o f the In ternationa l Reading 

Association who had identified themselves as special reading teachers. 

The respondents designated instruction  as a verv im portant 

responsib ility, w hile adm inistrative duties, acting as resources to 

teachers, and conducting teacher inservices were rated as somewhat 

im portant responsib ilities. The specialists indicated th a t they would like  

to serve more in  the role o f resource to teachers, b u t they (bund th is  to 

be an area o f need fo r inservice education, so th a t they w ould be 

equipped to provide these services.

W ith  the lite ra tu re  again ind icating a sh ift in  the role o f reading 

specialists, Jaeger (1996) discussed qualities needed to serve as a
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collaborative consultant. She determ ined reading specialists would need 

to be effective com m unicators who possessed a wealth o f knowledge 

about a ll lite racy aspects th a t could be shared w ith  teachers and 

students. The reading specialist would be able to w ork productively w ith  

classroom teachers in  areas o f cu rricu lum  development, instructiona l 

problem  solving, assessment, and parent lia ison.

In  keeping w ith  the significance o f reading teachers’ expertise and 

com m unication ab ilities. Snow (1998) noted the im portance o f reading 

specialists’ roles being designed to provide effective dialogue w ith  regular 

classroom teachers. In  her testim ony to the 10&& Congress, Snow stated 

schools th a t were no longer using reading specialists should reexamine 

the need for them . She pointed out th a t volunteer tu to rs could be he lp fu l 

giving children practice reading fo r fluency, bu t they were not equipped 

to deal w ith  students experiencing serious reading d ifficu lties.

Addressing the im portance o f reading specialists. Snow et al.

(1998) in  the Report o f the N ational Research Council stated the need fo r 

reading specialists “ ...who have specialized tra in in g  related to addressing 

reading d ifficu ltie s  and who can give guidance to classroom teachers” (p. 

333). The In ternational Reading Association’s (1999) policy 

recommendation fo r T itle  1 Reauthorization stated, “Teachers entrusted 

w ith  the lite racy development o f Am erica’s children should be h igh ly 

qualified. In  too many schools, nonqualified teachers (paraprofessionals) 

are being employed to provide in s tru ction  to the neediest ch ildren” (p. 1).
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Also from  the IRA (1999) was its  position statem ent on the role o f reading 

specialists: "Specifically, reading specialists m ust possess the 

appropriate graduate education credentials, certificates, or degrees 

required by th e ir state education body and demonstrate the proficiencies 

listed in  the Standards" (p. 2). The Commission also recommended th a t 

reading specialists have p rio r classroom experience "...as a means o f 

developing a more thorough understanding o f classroom instruction  and 

a better sense o f and appreciation fo r the classroom teacher’s ro le..." (p. 

2).

Site-Based Management 

The lite ra tu re  on site-based management has been w idely critic ized 

for several reasons (Bauer, 1998). F irst, site-based management is not 

clearly defined, nor is  there a specific process fo r im plem enting it.

Second, instead o f theory-driven investigations o f the process o f 

im plem entation, m ost o f the lite ra tu re  consists o f advocacy articles th a t 

provide descriptions o f w hat’s been successful in  a d is tric t. Third, 

because there is  not one clear de fin ition , studies cannot be compared.

However, to provide a discussion o f th is  school governance model, 

the defining characteristic m ost often found in  the lite ra tu re  is: site- 

based management is  the transferring over o f budget, personnel, 

facilities, and some curricu lum  issues from  central office adm in istration 

to ind iv idua l school sites (Bauer, 1998; D iBella &  Krysiak, 1997). O ther
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term s frequently associated w ith  site-based management are: shared 

governance, decentralization, and sheired or collaborative decision­

m aking (Noble, Deemer, &  Davis, 1998).

For a structu re  w ith  three levels o f pa rtic ipa tion , the Accelerated 

Schools Program can be viewed as a model (Hopfenberg, Levin, and 

Associates, 1993). The three levels o f th is  model are: cadres, the steering 

committee, and school as a whole (SAW). Cadres are formed to address 

specific areas o f school improvement. They are sm all groups consisting o f 

stakeholders from  w ith in  o r from  outside the school site. The steering 

committee has a variety o f functions, includ ing serving as a 

clearinghouse o f in form ation and preserving a focus on the school vision. 

The steering com m ittee is  also formed from  a variety o f stakeholders and 

includes cadre representatives. The th ird  level o f pa rtic ipa tion  is  the 

school as a whole, w hich includes a ll stakeholders and is responsible fo r 

approving decisions th a t affect the entire school.

S im ilar to the Accelerated Schools model is  a school governance 

structure  w ith  fo u r levels o f participation described by G lickm an (1993). 

The fou r levels are: the school council, task force groups, lia ison groups, 

and the body a t large. The council is  formed w ith  a variety o f 

stakeholders; it  establishes p rio ritie s and assigns task forces to meet and 

make recommendations. The members o f the task force are school 

com m unity volunteers. C ouncil members study task force 

recommendations and then discuss them  w ith  the lia ison groups, which
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are comprised o f the entire school com m unity structured in to  sm all 

groups. W ith reports from  the lia ison groups, the council receives 

feedback from  the body a t large.

As w ith  the two models described, once the decision-m aking is 

transferred from  central adm in istration to each school site, generally a 

representative council takes on some decision-m aking responsibilities 

(David, 1995). Ju s t as defin itions o f site-based management vary, so do 

the profiles o f the school site councils. A council may be composed o f a 

variety o f members: principa l, teachers, parents, classified staff, 

com m unity members, students, or business representatives. It may be 

composed predom inately o f educators, or it  may be m ostly non­

educators. Sometimes, a council has the power to  h ire  and /o r fire  

principals. Sometimes, the p rincipa l is  the cha ir o f the council; other 

tim es it  may be specified th a t the principa l cannot be the chair.

In  one such case, not only did the p rincipa l not serve as chair, b u t 

was also not allowed to spend even a do lla r o f the school's funds w ithou t 

perm ission from  the council (Sm ith, 1998). For councils to succeed in  the 

school com m unity, some common characteristics have been identified 

(David, 1995). F irs t, a w ell-thought-out committee structure  is o f prim ary 

im portance. The relationship between the committees and the council 

may be form al o r in form al; the committees may participate in  approval 

processes, or they may serve in  an advisory capacity. It  is im portant th a t 

the members o f each committee are a good m atch w ith  the task o f the

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.



35

committee. Second, enabling leadership th a t encourages a ll parties to 

participate is  crucia l. T h ird , focus on student learning should be 

included w ith  each decision th a t is made. Fourth, focus on ad u lt learn ing 

is an im portan t element fo r success. Members need the knowledge and 

sk ills  to be active decision makers. F ifth , the council should m ain ta in  a 

school-wide perspective and stay focused on school goals.

In  order fo r councils to focus on school goals, they firs t need to 

iden tify them . D uring the in itia tio n  phase o f site-based management, the 

d is tric t’s central adm in istration should be o f assistance to each site  by 

helping councils to iden tify th e ir goals and vision and to understand the 

parameters o f th e ir decision-m aking (Kentta, 1997). D uring the 

im plem entation phase, the role o f central adm inistration changes, as its  

s ta ff fu lfills  the role o f provid ing inform ation, analyzing data, and 

tra in in g  councils. U ltim ately, when site-based management becomes 

institu tiona lized , d is tric t s ta ff should help sites establish self-evaluation 

crite ria .

A lthough one crite rion  fo r success o f site-based management may 

be improved student academic achievement, David (1998) reported th a t 

to date, there is  no certa in evidence to lin k  the governance structu re  to 

student performance. A lthough a tenet o f site-based management is  th a t 

schools w ill get better if  the decisions are made closer to the serviced 

students, there is  a lack o f evidence th a t lin ks  increased achievement to
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site-based management CWohlstetter. Van K irk, Robertson, &  Mohrman, 

1997).

In  keeping w ith  these findings are results o f research by Summers 

and Johnson (1995). They reported th a t lack o f evidence comes from  the 

fa ilu re  o f studies to attem pt to look at the effects o f site-based 

management on academic outcomes. Following an exam ination o f 20 

different studies on site-based management, they reached three 

conclusions. F irst, there is little  or no evidence to look at because few 

site-based management programs iden tify student achievement as an 

objective. Second, in  the few studies tha t included student achievement 

as an outcome o f site-based management, the data were inadequate and 

there were no sta tis tica l controls. Third, regardless o f w hat other results 

may come from  the im plem entation o f site-based management, it  cannot 

be called a success if  it  does not generate improved student performance.

Even though improved achievement may not be stated as a 

measurable goal o f site-based management, it  is generally thought o f as 

an expected outcome, along w ith  increased accountability and 

empowerment (Noble, Deemer, &  Davis, 1998). The assum ption th a t is 

fundam ental to the be lie f th a t site-based management w ill affect 

increased student achievement is th a t change in  a school’s structure  w ill 

lead to changes in  teaching practices. From increased accountability a t 

the site level, the expectation is  th a t better decisions w ill be made, if  

those m aking them are also accountable fo r the outcomes. W ith
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empowerment increased a t each school site, the assum ption is  th a t there 

w ill be a more coherent cu ltu re  in  the school.

In  spite o f the outcomes generally expected from  the 

im plem entation o f site-based management, there are some conditions 

tha t may lead to its  fa ilu re . F irst, if  the governance model is  adopted as 

an end in  itse lf, school councils can get caught up in  power issues; and 

very little  energy and tim e w ill be spent on school im provem ent. Second, 

principals w orking from  th e ir own agendas leads to fa ilu re  o f site-based 

management and to power struggles between teachers and the principa l. 

Third, if  a single council holds a ll the power, fa ilu re  o f the structure  w ill 

be the result. Instead, a wide variety o f committees and partic ipa tion  

from  a ll stakeholders is  needed. Fourth, when business proceeds as 

usual, site-based management w on't work; there has to be a high level o f 

stakeholder com m itm ent (W ohlstetter, 1995).

W hether or not site-based management is successful, its  

im plem entation affects a ll stakeholders a t the site; many roles w ith in  the 

school may change, once decisions are no longer imposed by central 

office adm in istration. In  the present study, the influence o f site-based 

management upon the role o f reading specialists was investigated.

Symbolic Interactionism  

Symbolic in teractionism  provided the theoretical fram ework fo r 

th is  research. The goal o f th is  study was to go beyond the surface
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defin ition  o f the role o f reading specialists and to understand how 

in terpretations o f social actions w ith  others infiuenced those roles.

Symbolic Interactionism  is a theory th a t seeks to understand the 

process o f m eaning m aking and views hum ans as acting in  response to 

in terpretations o f social in teractions (Schwandt, 1994). Three premises o f 

symbolic in teractionism  were explicated by B lum er (1969). F irst, people’s 

actions toward physical objects and other beings in  th e ir environm ent 

are based on the meanings these things hold fo r them . Second, the 

meanings develop fi'om  the social in teraction, w hich is com m unication, 

between and among hum an beings. Com m unication is sym bolic because 

it  is  through the use o f language and other symbols th a t it  is  achieved. 

Third, people continue to m odify and transform  the meanings, depending 

on the s itua tion  in  w hich they are placed. Thus, the meanings are 

interpreted and used as a guide for fu ture  actions.

To fu rth e r the understanding o f sym bolic interactionism ,

LeCompte and Preissle (1993) delineated assum ptions o f the theory.

F irst, people’s actions are based on th e ir perceptions o f the meanings o f 

social in teractions. Second, as interactions take place, perceptions o f 

in terpretations change, and new meanings are constructed. Thus, how 

people in te rp re t social in teractions between and among others is in  a 

constant state o f change. In  concert w ith  these tenets, sym bolic 

in te raction ists view hum an beings as engaging in  purposeful actions;
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through self-reflection o f social interactions, they form  th e ir own 

succeeding behaviors (Blumer, 1969).

In  order to understand how péirticipants in te rp re t the social 

in teractions in  th e ir environm ents, researchers m ust actively enter th e ir 

world (Blum er, 1969). Observing w hat the participants take in to  account 

and how they in te rp re t it  provides a description fo r researchers, from  

which in te rpre ta tions o f the pa rtic ipan t’s actions can be form ulated.

To apply th is  theory to research in  the fie ld , sym bolic 

in te raction ists closely consider overt behaviors, behavior settings, and 

in teractions o f the people under study (Denzin, 1989). As Geertz (1983) 

explained, the researcher does not try  to understand an event by getting 

inside the person’s head, bu t ra ther by looking over the partic ipan t’s 

shoulder. A dler &  Adler (1994) noted sym bolic in te raction ists prefer to 

in te ract w ith  th e ir participants, as they gather data from  them.

As w ith  other qualitative inquiries, researchers m ust accept the 

fact th a t there is no design th a t is bias-free (Janesick, 1994). 

Understanding th is  means identifying one’s own biases early on in  the 

form ation o f the study and m aintaining an awareness throughout. As 

researchers in te ract w ith  th e ir participants, they m ust become 

accustomed to m aking decisions o f an eth ica l nature throughout th e ir 

data gathering.

For the purpose o f im plem enting sym bolic in teractionism  theory, 

phenomenology, a qualita tive method o f inqu iry, can be used.
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Phenomenology describes the meaning o f people’s experiences about a 

concept or phenomenon (Creswell, 1998). Researchers, using th is 

methodology, seek out the essence, o r underlying meaning, o f the 

participants’ experiences, b u t also go beyond th a t to understand how the 

experiences were internalized through memory, image, and meaning 

(Moustakas, 1994).

In  order to pu t a phenomenological study in to  practice, there are 

three basic steps to follow (Patton, 1990). The firs t step is epoche, the 

period o f tim e when the researcher m ust examine personal biases and 

e ither elim inate or gain c la rity  from  them. It is  not a singular period o f 

tim e th a t the researcher spends on th is ; it  is an ongoing process. The 

second step is phenomenological reduction, a tim e during which the 

researcher clusters data around identified themes. The fin a l step is 

s tru c tu ra l synthesis, when the researcher describes the phenomenon as 

revealed by the data.

As a method o f inqu iry fo r sym bolic interactionism  theory, 

phenomenology is an excellent complement as both o f these seek to 

discover deep meanings o f consciousness, as people in te rpre t 

phenomenon and base th e ir successive actions on those interpretations. 

Throughout the present study, participants related th e ir in terpretations 

o f social interactions at th e ir sites th a t led to the development o f th e ir 

role as reading specialists. R ich descriptions o f the reading specialists’ 

perceptions o f th e ir role were provided in  interviews and observations.
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CHAPTERS

METHODOLOGY 

The purpose o f th is  study was to explore and document the role o f 

reading specialists in  a large school d is tric t. This study attem pted to 

answer the follow ing questions: (a) How do reading specialists describe 

th e ir role? (b) How are reading specialists’ roles influenced and m odified 

by th e ir ind iv idua l contexts? (c) W hat are the common in stru ction a l 

models and practices they use? This chapter describes the m ethods fo r 

im plem enting the study. F irs t I w ill present the overall design, followed 

by site description and partic ipan t selection. Next, I w ill describe the data 

collection methods. I conclude th is  chapter w ith  the data analysis 

strategies.

O verall Design

The overall design fo r th is  research was a m ixed method study. A 

survey instrum ent was used to collect quantitative data, zmd interview s 

and observations were used to collect qualitative data. The use o f 

m u ltip le  data sources w ith in  m y study accomplished triangu la tion  

(Tashakkori &  Treddlie, 1998). Specifically, I used the sequential m ixed

41

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.



42

method design (Creswell, 1995), firs t conducting the quantita tive phase 

and then follow ing w ith  the qualitative phase. Several other purposes 

were also accomplished by using a m ixed method study. Com bining both 

quantitative and qua lita tive  data collection allowed me to examine 

overlapping and d iffe ren t aspects o f an event and to discover 

inconsistencies and d iffe ren t viewpoints (Greene, Caracelli, & Graham, 

1989). I was also able to use the resu lt o f one method to in form  the use 

o f another; survey responses were used to develop appropriate interview  

questions. Using a m ixed method design added breadth to my study, 

w hich could not have been accomplished w ith  one method. The survey 

instrum ent supplied a w ealth o f s ta tis tica l data, w hich could not possibly 

have been gleaned through interviews o r observations. On the other 

hand, interview ing nearly one th ird  o f the survey respondents provided 

c la rifica tion  o f survey responses and extensive descriptions o f the role o f 

the reading specialist. The observations confirm ed the other two data 

sources.

In  addition, I applied a phenomenological design (Creswell, 1998) 

to the qualita tive phase as a means o f actualizing ^rm bolic 

in teractionism  theory. Using th is  approach, I firs t addressed my 

understanding o f the concept o f epoche; I had to be able to iden tify  and 

set aside my own preconceived ideas about how reading specialists m ight 

describe th e ir role, since I am a reading specialist. Next, I designed 

questions th a t w ould evoke descriptions o f the lived experiences o f the
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participants. Follow ing tha t, 1 collected data, through interviews and 

observations, from  individuals who had experienced the phenomenon, 

w hich was being a reading specialist. Next, I analyzed data by 

categorizing statements and transform ing them  in to  clusters o f meaning. 

In  the fin a l phase o f the phenomenological study, I brought the 

transform ations together in to  descriptions o f the experience.

Thus, the three data collection techniques o f survey, interview , and 

observation provided a m ulti-layered aggregation o f data.

Site D escription 

The C lark Coim ty School D is tric t (CCSD), located in  Southern 

Nevada, is  presently the sixth  largest d is tric t in  the country. The d is tric t 

covers 7,910 square m iles. The northern-m ost schools are located in  

Mesquite near the Utah border, w hile the ones farthest south are 173 

m iles away in  Laughlin near the Arizona border. The students served 

during  1999-2000 numbered 217,139; they were housed in  258 schools, 

151 o f w hich were elementary.

The teaching sta ff consisted o f 14,908 licensed teachers (CCSD 

Technology Development Services, 2000). W ith the exception o f a few 

ru ra l schools, each o f CCSD’s 151 elem entary schools employed a 

reading specialist, under the title  o f Reading Improvement Program (RIP) 

du ring  the 1999-2(XX) school year. The RIP teachers were the target 

partic ipan ts in  th is  study.
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P articipant Selection

There were three groupings o f participants. The firs t group was fo r the 

survey phase o f th is  study, and it  included a ll o f the RIP teachers in  

CCSD (N=144). The second group o f participants (N=22) was fo r the 

interview  phase o f the study, and it  included survey respondents who 

volunteered for an interview . The th ird  group o f participants (N=3) was 

fo r the observation phase o f the study and was drawn fi*om the interview  

group.

For the observation phase o f the study, the maximum varia tion 

strategy for purposeful sam pling was used to select the three 

participants. The goal o f th is  strategy was to summarize and describe the 

central themes or p rinc ipa l outcomes th a t crossed over pa rtic ipan t o r 

program variation. When common patterns emerge from  varia tion it  

helps iden tify the core experiences and shared characteristics o f a 

program (Patton, 1987).

Before d istinguishing varia tion among participants, the p rincipa l 

outcome o f schools perform ing w ell in  reading th a t cu t across them  was 

identified. Two crite ria  were used to make th is  determ ination. One was 

the schools' achievement levels, relative to th e ir established a b ility  levels; 

the other was marked im provem ent in  reading achievement over tim e.

For the past several years, CCSD’s fou rth  grade students had been 

adm inistered standardized tests th a t provided proficiency levels and 

a b ilify  levels. This testing process provided an approach to evaluating
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each school’s status by com paring its  a b ility  score w ith  its  achievement 

scores (CCSD Testing and Evaluation Department, 20CX)). For example, 

achievement scores fo r a school, whose a b ility  scores are a t the 37th 

percentile, should not be compared to a school, whose a b ility  scores are 

a t the 60th percentile. Instead, each school should compare its  

achievement scores to its  own a b ility  scores.

The data were obtained by com paring the results o f the fou rth  grade 

CTB/M cG raw-H ill TerraNova Complete Battery Plus (Nevada Proficiency 

Exam ination Program, 1999-2000) w ith  the results o f the CTB/M cGraw- 

H ill Test o f Cognitive S kills  (TCS/2), which determ ined a b ility  levels. 

CCSD Testing and Evaluation Departm ent (2000) provided the 

differences between actual and predicted achievement in  term s o f the 

mean norm al curve equivalent (NCE). The norm al curve equivalent uses 

an equal-interval scale. Therefore, the difference between any two 

successive scores on the scale is  the same, regardless o f th e ir position on 

the scale. This makes it  possible to calculate differences between actual 

and predicted scores. For example, if  a school’s predicted (ab ility) mean 

NCE is 39.8, and its  actual (achievement) mean NCE is  42.4, then the 

positive difference is 2.6 NCE’s. I f  the scores were reversed, a negative 

difference w ould be shown.

The next p a rt o f the purposeful sam pling process was to iden tify  

variations th a t cu t across the participants. Due to tim e constra ints, only 

the year-round schools could be considered fo r the observation phase o f
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the study. A  lis t was generated o f fifteen year-round schools whose 

reading specialists had been interviewed, since the partic ipan ts fo r the 

on-site observations w ould be selected firom th a t group. Added to the lis t 

was each o f the school’s a b ility  scores. Next, the calculated positive or 

negative differences between the a b ility  scores and the reading composite 

achievement scores were added to the lis t. Three d iffe ren t clusters were 

formed based on a b ility  scores: four schools th a t scored below the 50 * 

percentile; eight th a t scored between the 5 0 * and 5 9 * percentiles; three 

th a t scored a t o r above the 6 0 * percentile. One school from  each o f the 

clusters w ould be iden tified  fo r the on-site observation.

In  order to id e n tify  varia tion across participants, student population 

percentages were considered; specifically e th n ic ity  and economic status 

were noted fo r each o f the schools on the lis t (CCSD Testing and 

Evaluation Departm ent, 2000). The transcrip ts o f the interview s were 

reviewed, p a rticu la rly  noting variations in  in s tru ction a l practices and 

models, as described by the interviewees. Exam ining and com paring a ll 

o f those points led to the selection o f the three participants.

The three schools selected for pa rtic ipa tion  in  the on-site 

observation dem onstrated achievement in  reading b u t had variations in  

a b ility  scores, e th n ic ity  percentages, economic status, and instructiona l 

programs (Table 1).
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Table I  Demographic profile o f the three on-site observation schools

Ability
Score

(Median
Percentile

Rank)

Difference 
Between 
Predicted 

And Actual 
Achievement

Achievement 
Over Time 
(Median 
Percentile 

Rank)

Ethnicity
Percentages

Economic
Status

Instructional
Model

School
#l 37 -1.0 +15 in three 

years

6% White 
15% Black 
77% Hisp. 
2% Asian 
0.3% Amer. 

Ind.

79%
Low

Income

100% Push- 
In
Some
Project
LIFE
Some
Project
STARS

School
#2 54 +1.7 +4 for in the 

last year

49% White 
12% Black 
28% Hisp. 
9% Asian 
2% Amer. 

Ind.

44%
Low

Income

100% Pull- 
Out 
100% 
Project 
LIFE

School
#3 60 +1.5 +6 in the last 

year

76% White 
7% Black 
11% Hisp. 
6% Asian 
1% Amer. 

Ind.

8%
Low

Income

100% Pull- 
Out
No Project 
LIFE or 
Project 
STARS
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Data Collection 

Survey

The firs t instrum ent used fo r data collection was a questionnaire 

(Appendix I), modeled a fter one used in  a s im ila r study conducted by the 

W isconsin State Reading Association (WSRA) Reading Specialist 

Committee (1998), M odifications to the questionnaire were made to meet 

the needs o f th is  study. Principles o f survey question w ritin g  were closely 

followed (Neuman, 1997), specifically avoiding: slang, am biguity, 

em otional language, leading questions, and double negatives.

The sequence o f questions was presented to m inim ize the 

discom fort and confusion o f the respondents (Neuman. 1997). The 

opening questions addressed personal data, fo r example, num ber o f 

years teaching; these easy-to-answer questions helped the respondents 

feel com fortable about the questionnaire. The m iddle questions were 

organized in to  common topics: demographic data about th e ir school, 

instructiona l practices, and responsibilities. The ending questions were 

non-threatening, open-ended, and provided an opportunity for additional 

commentary by the respondents.

P iloting the questionnaire was recommended in  order to check fo r 

c la rity  o f the questions and to receive feedback fi*om respondents o f a 

s im ila r population (Newman &  McNeil, 1998; Sanders &  Pinhey, 1983).

To accomplish th is, three T itle  I reading teachers were asked to complete 

the questionnaire emd provide feedback. Some m odifications were made
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to the questionnaire based on feedback from  the p ilo t participants.

Since th is  was to  be a m ailed questionnaire, cosm etic aspects were 

considered. The m ailed questionnaire had to function  effectively on its  

own, because once it  was m ailed, there would be no opportun ity to make 

m odifications o r corrections (Alreck and Settle, 1995). My prim ary 

responsib ility, using survey methodology, was to ensure the 

questionnaires would be returned (Sanders and Pinhey, 1983). Many 

factors contribute to response rates: sponsorship o f the questionnaire, 

attractiveness and c la rity  o f the form at, length, nature o f the 

accompanying cover le tte r th a t requests cooperation, ease of fillin g  out 

the questionnaire and m ailing it  back, and inducem ents offered to reply. 

A ll o f these issues were considered in  the preparation o f the survey 

questionnaire; and they are addressed below.

An attem pt was made to acquire sponsorship from  CCSD; I 

requested a le tte r o f support fo r the study from  CCSD Academic Services. 

I was unable to obtain th e ir backing, so there was no sponsorship to 

include w ith  the questionnaire.

The attractiveness and c la rity  o f form at were considered in  detail. 

The survey questions were grouped by categoiy, and the categories were 

pu t in to  a boxed form at th a t created clearly defined sections. I t  was 

im portan t to divide the task o f responding in to  a series o f brie f, 

stra ightforw ard subtasks (Alreck &  Settle, 1995). The use o f sections 

lim ited  the length o f the questionnaire; long questionnaires are less like ly
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to  be returned (Newman and McNeil, 1998). The form at o f the 

questionnaire len t itse lf to ease o f response; many o f the questions could 

be answered w ith  a sim ple check o r circle  to indicate a choice.

Once the questionnaire was prepared, the next consideration was 

the nature o f the accompanying cover le tte r requesting cooperation from  

the respondent. The firs t th ing  to consider was whether or not the le tte r 

w ould be personalized. Using each respondent’s name in  the salutation 

o f the cover le tte r can increase response rates (Alreck &  Settle, 1995; 

Sanders &  Pinhey, 1983). My cover le tte r could not be personalized 

because there was no current lis t o f RIP teachers available from  CCSD. 

Academic Services explained th a t when the d is tric t did a m ailing to the 

reading specialists, labels addressed RIP Teacher and the name o f each 

elem entary school were used. Therefore, Dear RIP Teacher... became the 

sa lu ta tion  on my cover le tter.

The personalization o f the le tte r is no t as im portant as the content. 

Respondents m ost like ly  accept o r reject the task o f responding to a 

questionnaire w ith in  the firs t few seconds o f receiving it. To promote 

acceptance o f the task, 1 followed A lreck and Settle’s (1995) guidelines fo r 

provid ing specific inform ation in  the cover le tte r. The issue o f anonym ity 

was addressed in  a b rie f note a t the beginning o f the questioim aire. The 

target date fo r re tu rn  o f the questionnaire was designated in  the cover 

le tte r (Rea and Parker, 1997).

Cover le tte rs th a t are w ritten  in  more o f a perm issive style than a
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firm  one are more like ly  to  obtain responses (Sanders and Pinhey. 1983), 

and they should not be too s tiff or form al (A lreck and Settle, 1995). Since 

reading teachers often use poetry, rhythm , and rhyme, I decided to w rite  

the cover le tte r in  verse (Appendix I). A self-addressed envelope was 

enclosed fo r ease o f m ailing the questionnaire back.

The survey instrum ent was designed as a self-adm inistered 

questionnaire. A ll o f the questionnaires were m ailed on the same day and 

a log was kept o f the dates responses were received; the last one was 

received one m onth la te r than the firs t. The researcher had eth ical 

obligations to the respondents and respected and m aintained the 

anonym ity th a t they were prom ised (Alreck &  Settle, 1995).

In  order to accom plish the preservation o f the respondents’ 

anonym ity, the researcher’s assistant firs t processed the returned 

questioim aires. The respondents were asked to include th e ir school 

identifica tion num ber in  the school demographics section o f the 

questionnaire. In  addition, they were asked to indicate if  they were 

w illin g  to volunteer to be interviewed a t a la te r tim e. The research 

assistant checked each school num ber against a m aster lis t o f schools 

and re numbered the questionnaires w ith  consecutive numbers, as they 

were received. The assistant kept a m aster lis t to w hich only she had 

access, during the data collection and analysis phase o f the study. The 

research assistant removed the school num ber th a t had been fille d  in  by 

the respondent. I f  the respondent had volunteered fo r an interview , the
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assistant highlighted her handw ritten num ber to iden tify the respondent 

as a volunteer. Throughout the analysis o f the survey data, the 

researcher d id  not have access to the identities o f the respondents, who 

had not volunteered to interview . Data management is addressed in  

Appendix III.

Interviews

The next phase o f the study was qualitative and consisted o f in-depth 

interviews consistent w ith  phenomenological design. The interviews were 

conducted e ither in  person o r on the telephone. Four questions were 

given to the interviewees in  advance; How would you describe a typ ica l 

workday? W hat interactions w ith  adm inistration have influenced you in  

defining and m odifying your role? W hat interactions w ith  s ta ff members 

have influenced you in  defining and m odifying your role? and W hat 

interactions w ith  students have influenced you in  defining and m odifying 

your role? The rem ainder o f the interview  was open-ended.

Since the interview  phase o f the study combined two approaches, 

in form al conversational and interview  guide, an interview  protocol 

(Appendix II) was easify designed. The protocol had a header to record 

pertinent data includ ing tim e, date, place, interviewer, and interviewee, 

and also a rem inder to discuss the purpose o f the study w ith  the 

interviewee (Creswell, 1998; Spradley, 1979). The four questions given to 

the interviewees in  advance were listed on the protocol. To manage the
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data collected in  the interviews, the researcher prepared a w ritten  

facsim ile w ith  key ideas and episodes w ith in  a few hours o f the 

interviews (Stake, 1995).

To prepare fo r each interview , I began w ith  the interview  protocol 

described above. Along w ith  the header fo r pertinent data, it  included the 

four questions asked o f each interviewee: How would you describe a 

typ ica l workday? W hat interactions w ith  adm in istration have influenced 

you in  defining and m odifying your role? W hat interactions w ith  sta ff 

members have influenced you in  deflning and m odifying your role? and 

W hat in teractions w ith  students have influenced you in  defining and 

m odifying your role? As I prepared fo r an interview , I read and reread the 

interviewee’s survey responses. When I discovered a response th a t was 

unclear, incom plete, o r in  need o f fu rthe r explanation, I developed a 

question and added it  to the interview  protocol. There were two questions 

tha t I added to each interview . The firs t asked fo r a description o f the 

school population. The last question I asked each interviewee was why 

they returned the questionnaire. For the in-person interviews, I took 

notes by hand as qu ickly as possible. For some o f the telephone 

interviews, I took notes by hand and fo r others I typed th e ir responses on 

a com puter keyboard, as they answered the questions. Most o f the 

interviews took place e ither before o r after school. In  m ost cases, I went 

to the interviewee’s school, b u t in  a few cases they came to m y school.
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One interviewee suggested we meet h a lf way between our schools, and 

th a t’s w hat we did. Data management is  addressed in  Appendix III.

Observations

I spent one day observing each o f three participants. As a 

pa rtic ipan t observer, I stepped in to  the flow  o f the behavior, w hich was 

being studied (Sanders &  Pinhey, 1983). Along the continuum  of 

involvem ent in  partic ipan t observation there are d ifferent degrees o f 

involvem ent: nonparticipation, passive, moderate, active, and complete 

(Spradley, 1980). My on-site observations fe ll in to  the passive range; I 

found an observation post at each scene o f action, b u t I did not in te ract 

w ith  other people to any great extent. I aligned myself, as m uch as 

possible, w ith  the lower degree o f involvem ent on the continuum  o f 

partic ipa tion . The purpose o f my on-site observations was to triangu la te 

data collected in  the survey and interview  phases o f the study. I d id, 

however, use the opportunity to obtain fu rth e r explanation o f the 

perceptions o f th e ir roles from  the partic ipan ts (LeCompte & Preissle, 

1993).

For recording data during the on-site observations, the double­

entry note-taking style was used (Creswell, 1998). A page was separated 

w ith  a line  down the m iddle. The le ft side was used fo r descriptive notes, 

and the rig h t side was used fo r reflective notes. To focus each 

observation, I began by describing the program  setting (Patton, 1987). I 

drew a diagram  o f each o f the pa rtic ipan ts’ w ork areas, along w ith  a
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narrative description. The centra l focus o f the observation was the 

activities th a t took place and the partic ipan t behaviors. For 

docum entation in  my fie ld  notes, I listed un its  o f activ ity  and th e ir 

chronological sequence. Since the reading specialists followed da ily 

schedules, it  was possible to structu re  the observations according to the 

chronological un its  o f a c tiv ity  designated in  them. Data management is 

addressed in  Appendix III.
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CHAPTER 4

DATA ANALYSIS AND RESULTS 

The purpose o f th is  study was to explore and docum ent the role o f 

reading specialists. The three questions tha t guided the study were: (a) 

How do reading specialists describe th e ir role? (b) How are reading 

specialists’ roles influenced and m odified by th e ir individued contexts? 

and (c) W hat are the common instructiona l models and practices 

reading specialists use? Considering the purpose and the guid ing 

questions, a discussion o f data analysis and results follows. The survey 

results w ill be discussed firs t and w ill be followed by interview  and 

observation results.

Survey Results

O f 144 questionnaires addressed to RIP (Reading Im provem ent 

Program) teachers and sent to elementary schools, 78 were returned. 

Four o f the questionnaires were completed by s ta ff members who noted 

they were in  positions other than RIP. One o f them , although o ffic ia lly  

assigned to her site as RIP, explained tha t she was the SFA (Success For 

A ll) Facilita tor. Two described themselves as reading o r learning 

strategists. The fo u rth  iden tified  herself as a classroom size reduction

56
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teacher. Results from  those fou r questionnaires were included w ith  the 

others. One o f the questionnaires was returned from  a re tirin g  teacher 

who d id  not respond to the questions. By om itting  her incom plete 

questionnaire, the to ta l num ber o f responses was 77. One o f the 

questionnaires was addressed to the researcher, also a RIP teacher, 

m aking the to ta l num ber o f possible questionnaire responses 143. The 

num ber o f returned questionnaires equaled a response rate o f 54%. Each 

respondent d id  not answer every question on the questionnaire.

Therefore, summarized data tota ls do not always equal 77 responses. In 

a ll cases, percentages were rounded to whole numbers (see Appendix I 

fo r summarized data table).

School Demographics 

Forty-eight percent o f respondents indicated th e ir assignments 

were a t nine-m onth schools. Another 48% were assigned to year-round 

schools; 90% o f those noted they were on an extended contract. This 

refers to the d is tric t’s policy o f using add-on days fo r specialists in  year- 

round schools. The specialists are given an option to add a m inim um  of 

25 days through a m axim um  o f 45 days to the standard 184-day 

contract. S ix respondents noted there W£is one other reading teacher at 

th e ir school; fo u r responded they had two additional reading teachers.

The rem ainder o f the school demographic section o f the 

questionnaire dem onstrated w hich grade levels were serviced by the 

reading specialists (Figure 1). Second grade led the others w ith  86% of
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GRADE LEVELS SERVICED

Grade

Figure 1. Frequency d is trib u tio n  o f grade levels serviced by reading 
specialists.

respondents servicing th a t grade, a t least pa rt o f the tim e. F irs t grade 

followed w ith  68%, and next was th ird  grade w ith  62%. Reading 

specialists reported w orking m ost often w ith  e ither two (32%) or three 

(38%) d iffe ren t grade levels. S ix percent o f the teachers reported w orking 

w ith  only one grade level; and fou r percent reported w orking w ith  a ll 

grade levels, kindergarten through fifth  grade (Figure 2).
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NUMBER OF GRADE LEVELS SERVICED

One Two Three Four

Number of Grades

Five Six or 
More

Figure 2. Number o f grade levels serviced by reading specialists.

Personal Data

Part Two o f the questionnaire requested personal data from  the 

respondents. This section o f the questionnaire provided a s ta tis tica l 

description o f the reading specialists. They were, fo r the most part, h igh ly 

educated w ith  many years o f teaching experience. On the other hand, 

they were re lative ly new in  th e ir positions as reading specialists and 

re la tive ly new to th e ir current sites. Seventy-one percent o f respondents 

indicated an educational level o f a m aster’s degree plus at least th irty - 

two credits. Many o f the respondents indicated a level beyond tha t. 

Several o f the respondents w ith  a level below the m aster’s degree plus 

th irty -tw o  indicated they were currentfy w orking on tha t as a goal. S ixty- 

nine percent indicated having the highest possible reading endorsement
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(Reading Specizülst Endorsement #391-290) on th e ir Nevada state 

teaching license.

The teaching experience o f the respondents was extensive (Figure 

3). Five percent o f respondents indicating th e ir teaching experience to be 

between one and fou r years. Another 15% indicated they had been 

teaching between five and nine years. The balance o f the respondents. 

80%, had been teaching ten o r more years. The average fo r a ll

TEACHING EXPERIENCE

1-4 5-9 10-14 15-19 20-24 25-29 30-34 35-40

Number of Years

Figure 3. Reading specialists’ years o f teaching experience.

respondents was nineteen years. However, many o f the teachers were 

re lative ly new to th e ir positions as specialists, w ith  the highest num ber 

in  the 1-4 year range w ith  55%. Ten percent had been specialists fo r 

fifteen or more years (Figure 4).
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EXPERIENCE AS A READING SPECIALIST

I»
d.

10-14 15-19 20-24 25-30

Number of Years

Figure 4. Number o f years experience in  a reading specialist position.

The specialists were relatively new to th e ir sites, w ith  30% having 

been a t th e ir locations fo r 1-2 years and 23% fo r 3-4 years. O nly nine 

percent o f the respondents had been a t th e ir school fo r ten o r more years 

(Figure 5).
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YEARS AT CURRENT SITE

® 25%

® 20%

5-6 7-8 9-10

Number of Years

10+

Figure 5. Number o f years reading specialists were employed a t 
curren t site.

The respondents indicated the year they graduated from  college; 

the highest percentage fo r any single group o f years was 1970-1974 w ith  

23%. The second highest grouping (17%) fe ll twenty years la te r in  the 

range o f 1990-1994. Tied fo r th ird  were 1975-1979 and 1980-1984, each 

w ith  14% (Figure 6). The ages o f the teachers cannot be im plied from  th is  

data, only the num ber o f years since they graduated from  college.
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YEAR GRADUATED FROM COLLEGE

I
0

1 § 
d

25% X

20%

15%

10%

59-64 65-69 70-74 75-79 80-84 85-89 90-94 95-99 

Graduation Year

Figure 6. The year reading specialists graduated from  college.

Many o f the respondents indicated membership in  professional 

organizations. Some were members o f IR A-Intem ational Reading 

Association (40). O thers were members o f S ilver State Reading 

Association (44), and some indicated membership in  other organizations 

(11), fo r example. Southern Nevada Reading Council.

Instructiona l Models

In  Part Three o f the questionnaire, the specialists indicated, w ith  

percentages, the am ount o f tim e they spent teaching reading in  e ither a 

pu ll-o u t o r a push-in model. Results showed 94% o f reading specialists' 

instructiona l tim e was in  a p u ll-o u t model, while 6% was push-in.

Respondents indicated, w ith  percentages, how m uch tim e they 

spent w orking w ith  students in  d iffe rent groupings; results showed the
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teachers provided in s tru ctio n  to sm all groups 86% o f the tim e, ind iv idua l 

students 8% o f the tim e, and whole-group 6% o f the tim e.

Respondents were asked to indicate the size o f rem edial groups 

they scheduled. The choices ranged from  one to eleven-plus. Twenty-six 

percent o f respondents indicated working w ith  only one size group; those 

included groups o f one, four, five, six, seven, eight and eleven-plus. 

Eighteen percent o f respondents noted w orking w ith  two d iffe ren t size 

groups; 17% circled three sizes, and 21% checked fou r sizes. A lthough 

the teachers indicated w orking w ith  a wide variety o f groups, the most 

frequently m entioned sizes were four (44%). five (65%) and six (56%) 

(Figure 7).

7 0 % /

GROUP SIZE

40%

3 4 5 6 7 8 9
Number of Students In Group

10 11+

Figure 7. Reading specialists worked w ith  a variety o f group sizes.
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Participants responded to a question concerning two models o f 

reading instruction  fo r w hich tra in in g  is  offered throughout the d is tric t. 

The firs t is  Project LIFE, a prim ary in tervention model based on Reading 

Recovery. The second is Project STARS, developed in  the d is tric t, as an 

interm ediate in tervention model o f guided reading. Results revealed 

Project LIFE was used by 90% o f the specialists; 55% indicated always 

using it, 35% sometimes, and 10% never. Project STARS was reportedly 

used by 26% always, 42% sometimes, and 32% never.

Instructiona l Practices

Part Four o f the questionnaire concerned instructiona l practices. 

Three issues were addressed: strategies, assessment, and docum entation 

o f assessment. The strategies section consisted o f a checklist. The 

assessment portion was open-ended and asked fo r a lis t o f the most 

frequently used assessment instrum ents. The docum entation section 

was also open-ended and asked how student growth was documented 

and w ith  whom the docum entation was shared.

Strategies

An extensive lis t o f strategies was provided in  the questionnaire; 

respondents were asked to  check the ones they used. The strategies most 

often checked by the reading teachers were choral reading (90%), 

rete llings (87%), m anipulatives (86%), repeated reading (78%) and Words 

Their Wav word study activ ities (77%) (Table 2).
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Table 2. Percentage o f teachers using in stru ction a l practices, selected 
from  a checklist.

Reading Strategy % Reading Strategy %

Choral Reading 90% M aking W ords 55%

Retellings 87% G raphic Organizer 55%

M anipulatives 86% Prediction Webs 53%

Repeated Reading 78% LEIA - Language Experience 
Approach

45%

W ords Their Wav 77% Reader Response 42%

Book W alks 74% Venn Diagrams 42%

DRA - D irected Reading 
A ctiv ity

69% Concept Webs 35%

DRTA - Directed Reading 
T hinking A ctiv ity

61% Readers’ Theatre 32%

Echo Reading 57% Phonics 32%

K-W -L 57% Software 31%

The fin a l choice on the checklist provided an opportunity for respondents 

to note other strategies th a t were no t included in  the lis t. Table 3 shows 

the varie ty o f other strategies noted by the reading specialists. The 

respondent’s iden tifica tion  num ber precedes the strategy.
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Table 3. Respondents identified strategies not provided on the 
questionnaire’s checklist.

Resp.
#

Reading Strategy Resp.
#

Reading Strategy

#18 listen ing lib ra ry #43 Success For A ll

#19 McCracken - Spelling 
Through Phonics

#45 Teacher-made to 
meet needs

#23 Interactive w riting , 
reciprocal 
teaching, word w all

#46 Project LIFE form at

#25 ReQuest, 
sum m arization, 
GIST, Language/text 
Experiences

#47 Poetry, data disks, 
Gonzales Method, word 
fam ilies

#26 W riting  process #50 w ritin g  logs

#27 Steck Vaughn Sight 
W ord Books

#61 Journals

#38 whatever meets the 
needs

#72 George Gonzales 
strategies

#39 Story Gram m ar #73 Success For A ll - S k ill 
Focused W riting

#42 Success For A ll

Assessment

An assessment section o f the questionnaire asked respondents to 

lis t the instrum ents they used most frequently. Project LIFE assessments 

were listed m ost often, w ith  59% o f the reading teachers noting them.

The Project LIFE assessment battery includes, among others, Marie 

Clay’s (1993) Observation Survey. There is a le tte r iden tifica tion  test, 

w ritin g  vocabulary, sight word lis t, concepts o f p rin t, w ritin g  d icta tion.
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and the Scott-Foresman testing booklets packet th a t determ ines the 

students’ Reading Recovery levels.

O ther assessments noted by teachers were: F lyn t &  Cooter 

Inform al Reading Inventory (39%), Slosson SORT (33%), Q ualitative 

Spelling Inventory from  Words Their Wav (26%), runn ing  records (26%), 

and the San Diego Q uick graded word lis t assessment (20%). In  addition, 

some assessments were mentioned by one or two respondents. These 

included the Ohio W ord test, Sucher-AUred Placement Inventory, BASIS, 

S ilvaro li Reading Inventory, S.T.A.R.. HBJ Basal Assessment, a w riting  

sample, CBAP (the d istrict-w ide criterion-referenced test), and a learning 

m odalities test.

Docum entation

A survey question asked respondents how they documented 

studenc grow th. S ixty percent referred to periodic testing, on-going, pre 

and post, quarterly, o r by semester or trim ester. Thirty-one percent 

mentioned runn ing  records, while ten percent cited student portfo lios. In  

the same section o f the questionnaire, a question asked how the stated 

docum entation was shared. The responses indicated th a t docum entation 

was m ost often shared w ith  classroom teachers (88%) and parents (74%). 

A dditionally, respondents indicated sharing docum entation w ith  

adm inistrators (40%); students (17%); Success For A ll personnel (6%); 

and a varie ty o f s ta ff committees (13%), includ ing Student Intervention 

Team, S tudent Intervention Program, and Learning Improvement Team.
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Responsibilities

In  p a rt five o f the survey questionnaire, the respondents defined 

th e ir responsibilities. F irst, they were asked to indicate from  a selected 

lis t, w hich o f the responsibilities were p a rt o f th e ir role at th e ir site. Next, 

they ranked responsibilities by overall tim e spent on each.

S tan d a rd ized  T esting

The firs t section o f the lis t referred to involvem ent w ith  

standardized testing. Three d iffe rent levels o f involvem ent were noted on 

the questionnaire; they were test coordinator, test adm inistrator, and 

test proctor. The term inology was not defined in  the questionnaire, and 

th a t may be a lim ita tio n  fo r th is  section. However, across the school 

d is tric t, each elem entary school had a designated test coordinator, who 

reported d irectly  to the principa l. A lthough, the extent o f duties in  th is  

position may vary from  site to site, one specific s ta ff member was 

identified as the test coordinator to the CCSD Testing and Evaluations 

Departm ent, fo r the purposes o f com m unication and tra in ing . The term  

test adm in istra tor referred to the person who reads the scripted 

directions to the students and generally oversees the test-taking 

sessions. The term  test proctor referred to the extra person in  attendance 

during  test-taking sessions, as directed by testing protocol th a t indicated 

an a d u lt/s tu d e n t ra tio  requirem ent fo r the sessions. Sixty-one percent o f 

respondents indicated involvem ent w ith  standardized testing a t th e ir 

sites. O f those, 21% specified they served in  a ll three testing roles -
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coordinator, adm in istrator, and proctor. The rem aining 40% were 

involved in  a variety o f ways; 10% noted they were proctors only, w hile 

another 10% reported being both adm inistrators and proctors.

D utv

A second categoiy on the lis t o f responsibilities was duty, w hich is 

commonly acknowledged as the supervision o f students. Respondents 

could check the item  and then indicate the am ount o f tim e spent in  

hours and m inutes in  one m onth. A lthough many o f the teachers d id  not 

indicate having any duty, the average am ount o f tim e spent fo r a ll 

respondents (N = 77) was nine hours and fifty -s ix  m inutes per m onth. 

Substitute Teaching

The th ird  categoiy o f responsib ilities was substitu te  teaching. 

Respondents were asked to indicate if  they served as substitu te  teachers, 

and if  so, to indicate the num ber o f tim es in  a year. There are occasions 

in  a CCSD school when there is no t an available substitu te  teacher to f ill 

in  fo r an absent classroom teacher. When th is  happens, one o f the 

options fo r bu ild in g  adm in istrators is to u tilize  a specialist who has a 

flexible schedule or, in  other words, who is not assigned to a specific 

classroom fo r the school day. Since reading specialists fa ll in to  th a t 

category, they may be asked a t tim es to serve as substitu te  teacher fo r 

pa rt o r a ll o f a day. S ixty-nine percent o f respondents indicated they 

served as substitu te  teachers in  th e ir schools; 31% did no t indicate 

function ing in  th a t role. The average num ber o f tim es per year to serve as
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substitu te teacher fo r a ll respondents (N = 77) was four. However, fo r the 

respondents who indicated substitu te teaching (N = 53), the average 

num ber o f tim es per year was six. The num ber o f tim es during a year 

th a t the reading specialists did substitu te teaching ranged from  one to 

twenty-five (Figure 8).

SUBSTITUTE TEACHING

18% 
16%

Percentage Of 14% 
Those Who 12% 
Responded 10% 

"Yes" 8%
(N = 53) 6%

4%j 
2% 
0%-!

20% r1 %
18% ^ ■
16% ^ ^  H
14%  ̂ H i r

litUvtl
■j 1 j  i : j ■ j  m-j gym

2 3 4 5 6 8 10 11 15 20 25
Days Per Year

Figure 8. Reading specialists th a t substitu te  teach a t th e ir schools.

S ta ff Development

The next item  on the lis t o f responsibilities was s ta ff development. 

Thirty-one percent d id  no t check any involvem ent in  s ta ff development. 

O f the 69% who indicated involvem ent, m ost noted planning, 

im plem enting, or presenting throughout the year. Many indicated th e ir
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involvem ent was lim ited w hile some fifteen percent checked the item  w ith  

no fu rth e r explanation.

Q uasi-Adm inistrative Duties

Q uasi-adm inistrative duties (i.e. scheduling) was the next item  

under responsib ilities. Respondents could check the item  and then lis t 

the duties they considered to fa ll under th is  category. T h irty  percent o f 

respondents checked the item , and most o f them  provided an example. 

The two m ost often mentioned duties were SIT/SIP chairperson and 504 

Liaison. F illin g  in  fo r the p rincipa l and m aking the da ily announcements 

were other duties mentioned by the teachers. One teacher responded, 

'Too many to lis t. "

Support for Parents/Fam ilies

The next item  in  the responsibilities section was support for 

parents/fam ilies. There were four choices th a t could be checked under 

th is  category: parent institu tes; parent conferences; newsletters; and 

other, w ith  a space fo r lis tin g  examples. By fa r the largest involvem ent 

w ith  parent support was in  parent conferences (52%). O nly 10% showed 

partic ipa tion  in  parent institu tes and 13% w ith  newsletters. O f the 20% 

who noted other fam ily support, several respondents listed fam ily reading 

nights or other workshops fo r parents.

Support fo r Teachers

The la s t item  on the lis t o f responsibilities was support fo r 

teachers. This was a tw o-part question. The firs t listed fou r options to
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check: 83% reported assessment o f students; 71% reported giving one- 

on-one eissistance; 52% provided support by m aintain ing a central 

reading room; and 47% gave dem onstration lessons. The second pa rt o f 

the teacher support question referred to provid ing resource m aterials. 

Several options were given, and the follow ing shows the results o f 

m aterials provided by the respondents: strategies (71%), assessment 

instrum ents (65%), jo u rn a l articles (40%), lessons (39%), and other 

(18%). O rdering leveled books and providing RIP TIPS o f the M onth were 

two examples o f other resources.

Rank O rder o f Responsibilities

In  the second pa rt o f the responsib ilities section o f the 

questionnaire, the respondents were asked to rank order th e ir 

responsib ilities by overall tim e spent. A lis t was provided, and 

respondents were asked to rank only those item s th a t comprised th e ir 

roles as reading specialists. P u ll-out rem edial in s tru ction  was ranked 

firs t by 77% o f the respondents, support fo r teachers was ranked second 

by 44%, and duties (playground, etc.) was ranked th ird  by 22% o f the 

respondents.

Perceptions

Part S ix o f the questionnaire addressed perceptions o f the reading 

specialists. Each o f the four open-ended questions w ill be discussed 

below.
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Prim ary Reason fo r Reading D ifficu ltie s  in  Referred Students

Every respondent provided an answer to the question o f w hat they 

perceived to be the prim ary reason fo r reading d ifficu lties in  the children 

referred to them. Their responses fe ll in to  several d ifferent domains: 

hom e/parents, learning d isab ilities, developmental delays, and 

teach ing /instruction .

Hom e/Parents

The largest domain, noted by 48% o f the respondents, was the 

home. A ll o f the responses th a t named parents or home were combined 

in  th is  domain, and a taxonom y was developed. Several subsets emerged, 

c la rify ing  why the hom e/parents are believed to be the prim ary reason 

fo r reading d ifficu lties. One subset was a general category o f responses 

th a t stated there was a lack o f parent involvem ent o r support a t home. 

Twenty-seven percent o f respondents wrote s im ila r comments. The 

specialists noted lack of: support from  parents, support from  home, 

parental support w hich should s ta rt w ith  b irth , parental support w ith  

homework and reading.

A second subset o f th is  dom ain was lack o f literacy experiences a t 

home. In  th is  category, specialists noted students did not spend tim e 

reading a t home, nor were they read to a t home. One respondent wrote, 

"They have not had the lite racy experiences p rio r to entering school th a t 

are necessary prerequisites fo r learning to read." Another respondent 

wrote, "The lack o f reading experiences the children come to school w ith .
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They don’t  know any le tters, or sounds, not even the ones in  th e ir 

names '

No books, lite ra tu re , o r exposure to p rin t at home was another 

subset o f the hom e/parents dom ain. As one respondent stated.

"Students th a t I see come to me from  homes th a t are lite ra tu re  deprived." 

Another respondent wrote, " The m ain reason students seem to have 

reading d ifficu ltie s  is  a lack o f exposure to books. Many o f my students 

do not have any books a t home."

A th ird  subset o f the hom e/parents dom ain was English Language 

Learners (ELL). Eighteen percent o f respondents included th is  in  th e ir 

answers. One respondent wrote, "Students have lim ited  English language 

proficiency or experience. Parents aren’t  fluen t in  English." Another 

wrote, "English as a second language (some have no strong prim ary 

language, bu t a m ixture)." "Some students do not have parents who read 

English," and "M any are b ilingua l," were other comments.

A fou rth  subset o f the hom e/parents dom ain was attendance and 

transiency. Fourteen percent o f respondents noted th is  as a reason fo r 

referrals. One respondent wrote, "It’s hard to say fo r sure, b u t I th in k  

transiency and absenteeism play a m ajor role w ith  my students." Another 

respondent w rote, " Lack o f school attendance, student not attending 

kindergarten."

Learning D isab ilities

A second dom ain o f reasons fo r reading d ifficu ltie s  was learning
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disab ilities. Seventeen percent o f respondents noted th is  as a reason fo r 

reading referrals. Many answers were general, sim ply noting, "Learning 

d isab ilities." O ther responses were more detailed. Some o f the d isab ilities 

item ized by the respondents were: auditory memory deficits, visua l 

processing deficits, vision d ifficu ltie s , em otionally handicapped, and 

ADHD.

Developmental Delavs

A th ird  dom ain o f reasons fo r reading d ifficu ltie s  was 

developmental delays. Fourteen percent o f respondents noted th is  as a 

reason fo r reading d ifficu ltie s  w ith  th e ir referred students. Some 

respondents replied w ith  a general comment noting developmental 

delays, w hile others m entioned chronological age in  th is  category. One 

respondent wrote, "Developm entally im m ature (often chronologically 

young fo r th e ir grade level)." Another respondent wrote, "Some are not 

developm entally ready, late sum m er/Septem ber b irthday." "Not m ature 

enough to concentrate and absorb" and "Difference in  rates o f 

m aturation" were also comments.

T eaching/Instruction

A fou rth  dom ain o f reasons fo r reading d ifficu ltie s  in  referred 

students was teach ing /instruction . Eighteen percent o f respondents 

noted it  as one o f the reasons fo r reading d ifficu ltie s . A  taxonomy o f th is  

dom ain showed several subsets w ith in  it: lack o f consistency o f 

instruction , not enough practice, no t given text a t in stru ction a l level, not
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enough d irect in stru ction  o f sk ills , and the need to provide d ifferent 

strategies. One respondent wrote, "Lack o f teaching in  zone o f proxim al 

development." Another wrote, "They need to be presented w ith  new and 

other strategies. Most classrooms are using one approach; it  takes 

many." A fte r lis tin g  three other reasons fo r reading d ifficu lties, a fin a l 

comment from  one respondent was, "You asked fo r only one reason, b u t 

I’m on my soapbox - conflicting  methods o f teaching w ith in  the school." 

Im pact on C hildren

A second open-ended question asked the respondents how they 

perceived th e ir im pact on children. E ighty-four percent o f respondents 

answered they had a positive im pact on students. Some o f the words 

they used to describe th e ir im pact were: enormous, big, substantial, 

v ita l, sign ificant, superior, strong, im portant, effective, super, and 

profound. Many o f the specialists commented on bringing the struggling 

readers up to grade level, and several mentioned bu ild ing self-esteem 

and confidence. A sm all num ber (5%) o f respondents, who did not feel 

they made an im pact, referred to other in te rfering duties tha t caused 

inconsistency in  th e ir schedules. They commented if  they could meet 

w ith  students regularly, they would make a positive im pact.

Prim arv Responsibility

The th ird  open-ended question asked w hat the teachers believed 

should be th e ir prim ary responsib ility. E ighty-four percent o f 

respondents answered in  term s o f provid ing early intervention o r sm all
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group in s tru ction  to students. They described the students w ith  the 

follow ing term s: in  need o f rem ediation, in  need o f im provem ent, below 

grade level, struggling, and a t-risk . S ix percent o f respondents indicated 

th e ir prim ary responsib ility was to provide support and m odeling fo r 

classroom teachers. Three percent replied they should foster a love o f 

reading and books, w hile another three percent perceived th e ir princip le 

responsib ility as teaching word attack skills .

Present Role and Beliefs

The fou rth  open-ended question asked the respondents in  w hat 

way th e ir present role was not meeting th e ir beliefs as they had stated 

them  in  the previous survey question. Thirteen percent o f respondents 

le ft th is  question blank, and another 4% answered "N /A ."

Role Matches Beliefs

Twenty-nine percent o f respondents indicated th e ir role matched 

th e ir beliefs. Some respondents mentioned th e ir adm in istra tor in  th e ir 

comment. For example, one wrote, "My adm in istra tor is  to ta lly  

supportive o f m y efforts to spend 100% o f my tim e pu lling  students fo r 

Project LIFE in stru ction ." Another respondent wrote, 'Tm  very luclqr. My 

adm in istra tor supports my be lie f th a t my firs t jo b  is  to teach m y RIP 

kidsi!:)" Another positive comment about adm in istration was, "I love 

w hat I do and how I do it. I feel th a t the adm in istration and s ta ff agree 

w ith  my beliefs and support my program. My p rinc ipa l has the same 

philosophies as 1 do and is  an excellent source o f encouragement and
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leadership."

O ther Responsibilities

Twenty-five percent o f respondents, includ ing some who fe lt the ir 

role matched th e ir beliefs, stated other responsibilities took tim e away 

from  teaching reading. Some o f the statem ents the specialists made are 

listed below:

• "...add itiona l responsibilities as yearbook advisor and ATP 

(assigned technology person) sometimes con flic t w ith  planning tim e 

needed fo r RIP."

• "Being puUed-out fo r subbing!"

• "...I feel RIP programs suffer when the RIP teacher is pulled to sub 

a t a moment’s notice."

• "Beginning o f the year - testing dominates (TerraNova)"

• "I am pulled away from  my students often - to  adm inister tests, 

substitu te , w rite  grants, etc."

Time

An additional fourteen percent o f respondents indicated there 

wasn’t  enough tim e to w ork w ith  students, b u t they cited reasons other 

than con flicting  responsibilities. For example, one respondent said she 

was spread over too m any grade levels; and scheduling around 

preparation periods was d ifficu lt. A  respondent commented she was 

unable to service the am ount o f students needing assistance in  an at- 

ris k  school; she said a t-risk  schools need two reading teachers. One
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specialist noted she had very little  tim e to be a resource for teachers o r to 

give dem onstration lessons. Another specialist summarized. "A t the 

present tim e I only service about 45 students. I feel tha t the rest o f the 

student body deserves these opportunities as w ell. I w ish 1 could go in  

and teach strategies to students and o r teachers to enable our entire 

student body to benefit from  having a reading specialist."

ELL and Learning D isab ilities

A sm all num ber o f respondents (8%) commented tha t English 

language learners and students w ith  d isab ilities have a great im pact on 

th e ir program. Below are some o f th e ir comments:

• "I often feel like  a clearing house fo r resource referrals. I’m the 

form al in tervention on a SIP form . I never w ork w ith  the kids who 

are on the b rin k ’. My crite ria , per p rincipa l directive, is  the bottom  

10% ."

• "We have so many Spanish speaking students tha t the teachers 

are over whelmed. We have no ELL p u ll-o u t program, so they refer 

those students to me. In  an e ffo rt to  help, I take them. This 

changes m y program immensely. I’d like  to w ork w ith  students 

who have readiness sk ills ."

• "I feel frustra ted a t not being able to be o f more assistance to the 

growing num bers o f ELL students, pa rticu la rly  those who speak 

little  or no English (AA coded students)."
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• "There are children who have serious learning problems and need 

more extensive, long term  rem ediation than I can offer."

Comments /Concerns 

The fina l section o f the survey questionnaire provided a space fo r 

respondents to add any comments o r concerns. Foriy-five percent o f 

respondents provided comments. Many o f the com m ents/concerns fe ll 

in to  the same domains, as d id  the answers to the previous question 

about present roles m eeting beliefs.

O ther Responsibilities

One domain was the am ount o f tim e taken away from  reading by 

other responsibilities; 10% o f respondents noted th a t as a concern. Five 

percent o f respondents said one reading specialist per school was not 

enough, and four percent commented Project LIFE and Project STARS 

are not enough to meet the needs o f a ll the students.

A dm inistration

The domain o f adm in istra tion ’s im pact on the specialist’s role 

emerged from  responses in  the com m ents/concerns section; 10% o f 

respondents mentioned adm in istra tion. Below are some o f th e ir 

comments.

• "The site adm in istra tor is  the key factor in  program success. T rust 

in  both directions is  c ritica l, more so than knowledge o f program s, 

etc. the overty con tro lling  o r m anipulative adm in istra tor w ill on ly 

reduce success. "
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• "O ur role as specialists should be supported by adm in istra tion and 

teachers."

• "I feel the RIP position needs to be global w ith in  a school.. I am 

fortunate to w ork fo r an adm in istrator who shares w ith  m y belief 

in  early in tervention and allows me to support teachers in  a variety 

o f ways."

• "A lthough I have a great adm inistrator, I have seen RIP teachers 

pu lled-out fo r substitu ting  regularly, or testing, o r com puters. This 

greatly im pairs th e ir a b ility  to reach students."

• "Many RIP teachers become overwhelmed by the other duties 

placed on them , especially during TerraNova and CBAPs. W hy do I 

need a ll o f the extra reading classes fo r certifica tion  when a good 

part o f m y job  has nothing to do w ith  reading?"

• "O ften the reading position becomes a catch a ll’ fo r several 

responsib ilities"

• "I have talked to a variety o f principals th is  spring about the RIP 

positions in  th e ir schools and have been appalled a t how they are 

u tiliz in g  th e ir RIP teachers! (Double dipping, lunchroom  

supervisors, etc.! This concerns me."

School D is tric t

A fin a l dom ain th a t emerged firom the com m ent/concerns section o f 

the questionnaire concerned the school d is tric t. Follow ing are some o f 

those comments:
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• "I th in k  th a t the d is tric t should have some sort o f ’guidelines’ fo r 

the RIP program . A ll RIP teachers should be required to do the 

same assessments so th a t when students transfer to new 

schools, they can p ick up where they le ft o ff in  th e ir RIP class."

• "I w ish the d is tric t would change the title  o f R.I.P. - It really 

im pacts students."

• "I would love to have a RIP class th a t was respected as a regular’ 

class is. They do not close a firs t grade class and te ll the students 

not to come. They need to value the RIP classroom. To me, the 

d is tric t is te llin g  the RIP students they are not as im portant as 

others."

• "I th in k  there should be a RIP coordinator - someone who we are 

accountable to and has opportunities to go to school sites to 

observe RIP teachers. I f  there are schools th a t have a RIP teacher 

who does not take teaching reading and w ritin g  seriously and 

th e ir kids consistently do not make growth, then they should be 

forced to go back to the classroom. There are many RIP teachers 

who do not take th e ir job  seriously because they are not held 

accountable."

• " It w ould be nice if  the CCSD Reading TOSAs (Teachers On 

Special Assignment) from  Academic Services conducted 

orientation meetings in  August/Septem ber each year, and at 

least one strategies, techniques, instrum ents, research, review
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inservice each year fo r reading specialists. This has been le ft to 

reading teacher associations such as SNRC (Southern Nevada 

Reading Council) and RIP teachers groups in  the past. CCSD 

should do more to guide and communicate w ith  reading 

specialists."

Interview  Results 

A to ta l o f 27 RIP teachers volunteered to be interviewed. A varie ty 

o f circum stances prevented five o f the interviews from  taking place; fo r 

example, one o f the teachers was out on medical leave. O f the 22 

interviews completed, th irteen were in  person. I conducted ten interview s 

a t the RIP teachers’ own schools; two o f the teachers came to my school, 

and one met me h a lf way between our schools. The other nine interview s 

were conducted on the telephone. A lthough my preference would have 

been to do a ll o f the interview s in  person, it  wasn’t  possible. Since CCSD 

schools are geographically located m any m iles from  each other and trave l 

tim es across snarled freeways can be long, it  wasn’t  possible to v is it 

some o f the faraway schools. It was necessary fo r the interviews to take 

place e ither before or a fter the contracted school day, w hich is 

approxim ately 8:20-3:30. A lthough 1 was w illin g  to go to th e ir schools, 

some o f the interviewees were not w illin g  to meet me e ither early before 

school o r to stay quite late afterward. In  those cases, the interviews were 

done on the telephone.
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The interviewees were given the four preplanned questions before 

the scheduled interview . Each w ill be discussed below.

How W ould You Describe A Tvpical W orkdav?

Four topics emerged from  the interviewees’ responses to th is  

question and are discussed below.

D ailv Schedule

From the interviewees’ descriptions o f a typica l workday, the firs t 

theme to emerge was the rig id ity  o f the specialists’ schedules. They 

booked themselves very tig h tly , m eeting w ith  sm all groups in  both the 

m orning and afternoon. Forty-five percent o f interviewees noted w orking 

w ith  seven d iffe ren t groups throughout the day. The am ount o f tim e 

allocated to each group varied; the tim es mentioned ranged from  35-45 

m inutes. However, sometimes a teacher would fit  a single student in to  a 

20-m inute tim e slo t fo r a one-on-one session. The sizes o f the groups 

also varied; the range m entioned was from  one to eleven. Twenty-three 

percent o f interviewees worked w ith  six groups throughout the day, and 

27% worked w ith  five. The teachers, who worked w ith  five groups 

mentioned tim e allocations from  45-55 m inutes per group. One 

interviewee (5%) was the RIP teacher at a Success For A ll school, so her 

schedule was d iffe ren t than the other participants. She referred to herself 

as the head tu to re r. She said she conducted one 90-m inute whole-group 

reading lesson, as d id  every other teacher in  her school; and then she did 

one-on-one tu to rin g  fo r the rest o f the day.
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Instructiona l Programs

A second theme tha t emerged from  the data was the type o f 

instructiona l program used by the reading specialists. There were four 

domains o f instructiona l programs: use o f Project LIFE, use o f both 

Project LIFE and Project STAItô, use o f m odified Project LIFE, and non­

use o f Project LIFE or Project STARS. A taxonom ic analysis o f th is  

dom ain provided fu rth e r insigh t to the instructiona l decisions made by 

the specialists.

Use o f Project LIFE

In  the group o f seven (32%) interviewees who indicated using 

Project LIFE, s ix  o f them  noted they used it  exclusively. One o f the 

teachers reported, "The teachers iden tify the kids fo r the program. I end 

up w ith  the kids who are not ready for Project LIFE." The interviewee 

noted she used Total Reading Program, and then switched to Project 

LIFE, when the students became ready fo r it.

O f the seven teachers, a ll b u t one indicated w orking w ith  only firs t 

and second graders. One teacher reported using Project LIFE w ith  firs t, 

second, euid th ird  graders. However, a closer exam ination o f her 

comments describing her lessons, demonstrated th a t she did not in  fact 

use Project LIFE. Two o f the tenets o f Project LIFE are to group the 

students by the same Reading Recoverv level and to adm inister running 

records every day. The interviewee reported having a group th a t included 

a Reading Recoverv level one and a Reading Recoverv level 20. She said.
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in  th a t case, she would use a level 12 book fo r Instruction. She also 

reported doing a ll o f her running records on Friday, instead o f on a da ily 

basis because, "You can’t  keep other kids doing w hat they’re supposed to 

do w hile doing a runn ing  record on someone else."

Use o f Project LIFE and Project STARS

Another dom ain o f instructiona l programs was the use o f Project 

LIFE and Project STARS; another seven (32%) interviewees reported 

using both programs. An analysis o f th e ir data showed they a ll worked 

w ith  a t least one interm ediate grade level. Respondents reported working 

w ith  the follow ing varieties o f grade levels: three worked w ith  grades one 

through four; two w ith  grades one through three; one w ith  grades two 

and three; and one w ith  grades two, three, and four.

M odified Project LIFE

Two (9%) o f the interviewees said they used a m odified Project LIFE 

lesson form at. One said she d idn’t  use the program, b u t she used the 

m aterials from  it. The other interviewee was more detailed in  her 

explanation o f how she m odified Project LIFE lessons. She said she used 

the leveled books designed fo r the program, b u t she couldn’t  do those 

spur o f the moment k ind  o f lessons. This reference was to the Project 

LIFE practice o f getting the teaching po in t fo r the lesson from  the day’s 

runn ing  record. She said she had too m uch experience to leave the 

lesson to chance emd th a t she knew w hat she wanted to cover in  a 

lesson.
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Non-Use o f Project LIFE or Project STARS

The fin a l dom ain o f in s tru ction a l programs was th a t o f non-use o f 

Project LIFE or Project STARS; five (22%) interviewees were in  th is  

category. One o f the specialists was in  a school th a t housed on ly th ird  

through fifth  grades. Her program was quite different than others 

described in  th is  study. She worked m ostly w ith  th ird  graders, using 

chapter books and coordinating sk ills  w ith  the th ird  grade teachers. She 

worked w ith  groups o f eleven students, because tha t was how many she 

could f it  in to  her storage closet classroom. The other four teachers who 

indicated not using Project LIFE or Project STARS made the follow ing 

comments:

• "I do a guided and fluency reading lesson, and I do a phonics 

lesson and some sort o f comprehension lesson, cloze or read and 

answer."

• "I don’t  care fo r Project LIFE. It ’s too boring. I know w hat to do. I 

have huge files on everything, fo r example, diphthongs. I ju s t p u ll 

ou t a file , and 1 have a ll kinds o f activities fo r kids."

• "I use Project LIFE principles, b u t I don’t  feel th a t it  is  adequate. A 

lo t o f comprehension, a lo t o f w ritin g  is needed. Those little  d in ly  

sentences fi*om Project LIFE are not enough."

• "I use some components o f Project LIFE. I’ve been teaching fo r 24 

years, and there’s no one program  th a t works."
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O ther D uties/R esponsibilities

O ther duties and responsibilities was a theme tha t emerged from  

the interview  data. Three (14%) specialists served as test coordinators, 

and three (14%) were on ca ll to help w ith  com puter services. Seven (32%) 

interviewees m entioned serving as 504 Liaison, and seven (32%) 

mentioned serving as substitu te  teachers in  th e ir bu ild ing. One 

interviewee said in  one week she had been pulled three days in  a row to 

substitu te  fo r an absent teacher. On the fo u rth  day, she was again 

asked, and she fin a lly  said, "No." Another interviewee said she was in  the 

grocery store one day when a student from  her school turned and said, 

"Mom, tha t's  our sub." The specialist said she thought to herself, "No, I’m  

a teacher." She said she knew then tha t she would have to stand up fo r 

herself. She went to her adm in istrator and asked to be released from  

some o f her extra duties. Then, she said, the GATE teacher or a student 

teacher were sometimes called upon to substitu te  teach.

S tudent Intervention Team /Student Intervention Program 

Nine (41%) interviewees listed S tudent Intervention Team or 

S tudent Intervention Program as additional duties. Some o f the 

interviewees’ comments were as follows:

• "Put a sta r next to SIP, because it  is  an overwhelm ing, tremendous 

responsib ility. I am the one person who doesn’t  have an option to 

be on the com m ittee."
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• "My adm in istra tor assigned me to be SIT chair. I find  it  to be very 

tim e consum ing. The teacher caseworkers do no t pass on paper 

work and screenings, so I become the caseworker fo r many."

• "SIP cha ir is  extrem ely tim e consuming. I run  the screenings and 

pu t the folders in  the lounge."

Workspace

The type o f room or workspace available to the interviewees was a 

theme tha t emerged from  the data. O f the 12 (55%) specialists who 

mentioned th e ir workspace, s ix o f them noted th e ir space was adequate. 

The other six worked in  very sm all areas, w hich had o rig ina lly  been 

designed as storage rooms.

W hat Interactions W ith A dm inistra tion Have Influenced You 

In  D efining And M odifying Your Role?

Two dom ains emerged from  the interviewees’ responses to the 

question about the influence o f th e ir adm inistration. One was the 

adm in istra tion ’s influence on program form at, and the other was the 

adm in istration’s influence on w hich grade levels w ould receive services. 

Program Form at

Ten (45%) interviewees m entioned they were given direction fi"om 

th e ir adm in istra tor on the form atting o f th e ir program . A dm inistrators 

were diverse in  th e ir directions to the RIP teachers. Three adm inistrators 

said to conduct a p u ll-o u t program, w hile two said to do a push-in 

program. Three adm inistrators said the focus should be on w orking w ith
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teachers, w hile another said to w ork w ith  student intervention, not 

teacher in tervention. In  a year-round school where the students track in  

and track out, one RIP teacher was to ld to f ill the chairs. Her 

adm in istrator said if  there were s ix books, then there would be six kids. 

Grade Levels Serviced

Seven (32%) interviewees commented th e ir adm inistrators directed 

w hich grade levels should be serviced. Two were to ld to work w ith  firs t 

and second grade. One o f those was given perm ission to p u ll the 

students during th e ir special classes (m usic, a rt, Ubraiy, or P.E.). One 

interviewee was to ld  to w ork w ith  second and th ird  grade, while two 

others were to ld  to service grades one through three. One interviewee, 

who was cu rren tly  w orking w ith  grades one through four, was to ld  th a t 

she would move down in  grade levels the next year. An interviewee, who 

was w orking w ith  second and th ird  grade, said her adm inistrator 

attem pted to d irect her to w ork w ith  th ird  and fourth  grades instead. She 

to ld  him , "This is a big school, and we’re shooting fo r early intervention, 

so he le t it  go."

W hat Interactions W ith S ta ff Members Have Influenced You 

In  Defining And M odifying Your Role?

Planning and scheduling w ith  classroom  teachers was one o f two 

domains th a t emerged firom the interviewees’ responses to the question 

about s ta ff members; the other dom ain was assistance to classroom 

teachers.
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Planning and Scheduling

S ix (27%) interviewees m entioned planning or scheduling w ith  the 

classroom teachers o r grade level teachers. However, a closer 

exam ination of th e ir comments demonstrated they were not necessarily 

planning together. One interviewee said it  was her decision to p u ll by 

classroom, and teachers d id  not even refer students. She added, "O ther 

than tha t, 1 discuss scheduling and in pu t about th e ir students." Another 

specialist described a program  th a t d idn 't leave m uch room for planning. 

She said she took students whose Reading Recovery levels were seven or 

below. She would take them u n til she had 30 students, which fille d  her 

program. She would s ta rt w ith  level six or seven and exit the students a t 

level 14. One interviewee explained her scheduling procedures; she said 

to the teachers, "Here are the tim e slots. 1 can spend x  num ber o f 

m inutes. Take your p ick."

The other three participants who mentioned planning and 

scheduling w ith  the classroom teachers presented a different view o f 

th e ir interactions w ith  s ta ff members. One RIP teacher explained th a t in  

prim ary grades they worked together as a team. W ith a ll o f the reading 

groups being flexible, students could easily be moved as needed. Another 

RIP teacher said she worked w ith  second grade u n til Christm as and then 

worked w ith  firs t grade fo r the rest o f the year. One o f the RIP teachers 

expressed firustration about scheduling. She explained she could not 

group by reading level because she had to w ork around a ll other
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schedules. She pulled from  only one classroom at a tim e. She 

commented, "1 am low  man on the totem  pole fo r scheduling."

Assistance to Classroom Teachers

Assistance to classroom teachers was the second dom ain th a t 

surfaced from  the interview  question about in teractions w ith  s ta ff 

members. Ten (45%) interviewees mentioned helping or supporting in  

reference to the classroom teachers. E ight o f the ten made general 

comments about doing anything a t a ll to  help the classroom teachers. 

They helped w ith  assessments, m aterials, suggestions, and advice. One 

interviewee said if  a classroom teacher asked her, she would take one 

more student. Another said she always asked, "W hat can 1 do to help?"

Two o f the interviewees who mentioned help or support explained 

th e ir interactions d iffe ren tly from  the other eight. One cla rified , if  the 

teachers were doing Project LIFE in  th e ir classrooms, then she w ould not 

do Project LIFE w ith  the students because th a t would be redundant. She 

explained in  those cases, she would support w ith  phonics and sight 

words. One fin a l comment in  th is  domain was from  an interviewee, who 

turned the notion o f support around. She said the classroom teachers 

feel the RIP teacher has more expertise, so the teachers support her to 

help th e ir kids.

W hat Interactions W ith  Students Have Influenced You 

In  D efining And M odifying Your Role?

Two themes became clear from  the partic ipan ts' responses to the
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question about student influence; one was the ELL students in  th e ir 

programs, and the other was th e ir attem pts to meet the varying needs o f 

th e ir students.

English Language Learners (ELL)

Nine (41%) interviewees m entioned ELL students in  the ir 

responses. Three interviewees said they spend tim e one-on-one w ith  ELL 

students. Two interviewees m entioned the increasing ELL population in  

th e ir schools. One said Project LIFE works fo r ELL students, as w ell as 

the other reading students. However, another interviewee said there was 

a need to be more concrete w ith  ELL students. She commented, " If the 

story is about a raccoon, you have to bring in  a p icture o f a raccoon. 

There’s a lo t o f repetition and a lo t more ta lk ing ."

Varying Needs o f Students

E ight (36%) interviewees commented on meeting the varying needs 

o f th e ir reading students. They discussed watching fo r strategies and 

weaknesses, looking a t progress, and constantly reevaluating. They 

discussed providing d iffe ren t lessons fo r d iffe ren t groups, reinforcing the 

classroom teacher’s instruction , and m odifying lessons when necessary. 

As one interviewee commented, "Some need more rem edial. Some need 

more w riting . 1 m odify fo r th e ir needs."
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Observation Results 

The follow ing sections describe the three on-site observations.

Pseudonyms fo r the RIP teachers are used throughout the discussion.

A lice/School #1

School Demographics

The firs t on-site observation took place a t School #1 (Table 1). The 

school was described as 79% low income w ith  the follow ing e thn icity 

percentages: 6% W hite, 15% Black, 77% Hispanic, 2% Asian, and 0.3%  

American Indian. Results o f the most recent fou rth  grade standardized 

testing had shown a difference o f -1.0 norm al curve equivalents between 

the actual reading composite achievement score and the predicted score. 

However, the reading composite score had shown steady increase from  

the three previous years from  the median percentile rank o f 16 to 31. 

Also, based on the same standardized testing, the median percentile rank 

fo r a b ility  was 37. When the partic ipan t was asked to describe her school 

population, A lice said it  was a complete b ilingual, complete T itle  1 school. 

Survev Data firom P articipant

Survey data showed th is pa rtic ipan t to be a teacher w ith  more 

than 20 years experience. Alice had been a reading specialist fo r four 

years and at her current site fo r eight years. She had w ell over 32 credits 

beyond a m aster’s degree, and she had the reading specialist 

endorsement on her teaching license. A lice described her program as 

being 100% push-in, w orking w ith  only firs t grade in  a year-round
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school. For tim e spent w orking w ith  students, she identified 72% sm all 

group. 14% ind iv idua l students, and 14% whole class. A lice noted 

sometimes using Project LIFE and sometimes using Project STARS, and 

she indicated Total Reading Program as another instructiona l practice 

she used. In  the responsibilities section o f the questionnaire, A lice 

ranked fou r item s fo r overall tim e spent: firs t was push-in  rem edial 

instruction ; second was support fo r teachers; th ird  was s ta ff 

development; and fo u rth  was Accelerated Reader program.

Alice had answered tha t she believed her prim ary responsib ility 

was. To b ring  students up to the reading level o f th e ir classroom so they 

can participate in  regular class w ork." She perceived she had a positive 

im pact on children, noting tha t many o f the students she worked w ith  

were now top readers in  the next grade level. She responded th a t she 

believed the prim ary reason fo r reading d ifficu ltie s  in  the children 

referred to her was lack o f background experiences. She said the m ajority 

o f the students she worked w ith  did not know le tte r sounds.

Interview  Data from  P articipant

A lice described her typical workday as beginning w ith  w ork on the 

Accelerated Reader program, adding, deleting, or updating student data 

in  the com puter files. She also indicated checking and repairing books 

fo r the teacher lib ra ry  located in  her room. She described the rest o f her 

day as hold ing seven classes, a ll firs t grade, a ll push-in, and a ll 35-40 

m inutes long, fou r days a week. She said she used Total Reading
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Program at the beginning o f the year, u n til the students were ready fo r 

Project LIFE.

To the question about how her adm in istra tor influences her role, 

A lice had explained th a t her p rincipa l le t her have Friday to not teach. 

This was so she could w ork on the school-wide Accelerated Reader 

program. Her adm in istra tor had directed her to do a push-in  program.

In  discussing how interactions w ith  s ta ff members influenced her 

role, A lice had replied th a t she took the lowest o f the low  students; bu t 

the classroom teachers s till included them in  reading groups, providing a 

double dose o f reading. She said each teacher provided a place in  th e ir 

room fo r her to keep m aterials and w ork w ith  the students.

In  responding to the question about how the students influence 

her role, Alice replied they impacted the size o f the group she worked 

w ith  in  each classroom. She said she interacted w ith  m any students, due 

to being in  charge o f a ll Accelerated Reader awards. She was also 

S tudent Intervention Team chair.

Since the partic ipan t had noted using Total Reading Program on 

her questionnaire, and 1 was not fam ilia r w ith  th a t program, 1 asked 

during her interview  fo r cla rifica tion . She described it  as a program from  

C aliforn ia th a t combines reading, w riting , listen ing comprehension, and 

handw riting. She described it  as a program th a t combined good parts 

fi*om many other places and th a t it  was s im ila r to Saxon Phonics, which 

she also used.
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Since A lice had indicated on her questionnaire tha t Accelerated 

Reader was ranked fourth  on overall tim e spent in  her role, 1 asked her 

fo r more in form ation during the interview . In  the Accelerated Reader 

program, she explained, students select a choice book tha t is a t th e ir 

independent reading level. The books are color coded w ith  dots fo r levels. 

Next, the students w rite  about the book. Then they go to a com puter and 

take a comprehension test on the book. For kindergarten and firs t grade, 

someone reads the test to the students. The results o f the 

comprehension test then become th e ir record. One h a lf of a student's 

grade is from  Accelerated Reader; the other h a lf is  from  classroom w ork. 

On Friday the principa l gives ou t prizes; these were based on a lis t o f 

crite ria , fo r example, reading the rig h t level book. A  fina l question 1 asked 

during our interview  was why she had returned the questionnaire. She 

responded, "1 wanted to get the results. A ll day I’m busy w ith  my seven 

classes. 1 wondered what others were doing."

In troduction to A lice’s School

To get to A lice’s school 1 drove no rth  o f the Las Vegas c ity  lim its . 

The neighborhood was fam ilia r because 1 had come to Alice’s school 

when 1 interviewed her. As 1 neared the school, the neighborhood seemed 

to become more and more run  down. T urn ing o ff the m ain street and in to  

the side streets surrounding the school, there were single-fam ily homes, 

mguiy o f w hich were in  disrepair; and there were old automobiles outside
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the houses. Once I parked and approached the m ain entrance o f the 

bu ild ing. I saw the fam ilia r sign, "A ll vis ito rs m ust report to the office."

The school, w hich had opened in  the early years o f the 1960s 

decade, was b u ilt in  the a rch itectu ra l model o f tha t era. There were no 

indoor hallways connecting classrooms; each classroom opened to the 

outside. When 1 entered the m ain office, the s ta ff were friend ly and called 

Alice a t once to announce my a rriva l.

D ailv Routine

For the purpose o f th is  study, A lice’s da ily routine has been 

separated in to  two sections as follows.

M orning

As we began the day a t 7:50, w alking through the office, A lice was 

asked questions by passing teachers about computers and the 

Accelerated Reader program . When she introduced me to the principa l, 

we were invited to attend a th ird  grade meeting, which would be starting  

in  a few m inutes. We went to A lice’s room, w hich was a large room 

shared w ith  two ELL teachers. She had ample space fo r her desk and 

m aterials. Since her in s tru ction a l program was 100% push-in, she did 

not need an area to w ork w ith  students. It was a large room, yet crowded 

w ith  bookshelves, a table, the teacher's desk, boxes, and other m aterials. 

She had several bookshelves th a t she was using to create a teacher 

lib ra ry  w ith  the books leveled fo r the Accelerated Reader program. We 

discussed plans fo r the day and went to the th ird  grade meeting.
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The m eeting was facilita ted by the principa l, and the discussion 

was fou rth  grade TerraNova reading scores. The p rincipa l pointed out the 

areas o f need and had the th ird  grade teachers brainstorm  ways to 

improve those areas. As a test coordinator fo r my own school, 1 found the 

meeting very in teresting. The principa l displayed a breakdown o f the 

categories o f reading questions tha t appear on the test. The results 

showed the students’ area o f need to be in  word meaning and words in  

context. The p rinc ipa l explained th a t the word meaning questions 

addressed synonyms and antonyms and th a t the words in  context 

addressed cloze sk ills . D uring the meeting, the only comment offered by 

Alice was th a t the best technique she had seen was acting ou t words, fo r 

example, staggered. The principa l responded th a t was good fo r increasing 

vocabulary, b u t it  d id not help on the test and th a t som ething was 

m issing from  classroom instruction . It did not seem tha t the p rinc ipa l’s 

response validated A lice’s comment, bu t A lice showed no p a rticu la r 

reaction, nor d id  she m ention it  la ter. It was decided, among other 

things, th a t they would add a cloze procedure to the daily ora l language 

routine o f the day and then tweak the rest o f th e ir instruction . Follow ing 

the meeting, we returned to Alice’s room to prepare fo r the day. When 1 

commented about the principa l having facilita ted  the brainstorm ing 

session w ith  the teachers in  order to make decisions about instruction , 

A lice responded th a t it  was quite unusual fo r the p rinc ipa l to  act in  th a t
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m anner, th a t norm ally the teachers w ould have been to ld  w hat to do to 

im prove instruction .

As Alice prepared fo r the day, 1 asked her if  there was an outside 

opening ceremony fo r the student body, bu t she said the students line  

up and go rig h t to th e ir rooms. Soon edter the be ll rang, the p rinc ipa l’s 

voice came over the intercom  w ith  the m orning announcements. She led 

the Pledge o f Allegiance, followed by th irty  seconds o f silence and a 

p a trio tic  song. The p rincipa l announced the price o f yearbooks and said 

th a t today was track three p ictu re  day. Her concluding comment was, 

"Have an awesome, awesome day."

To begin her da ily in s tru ction , A lice and 1 went to a firs t grade 

classroom th a t was housed in  a portable. The firs t push-in lesson began 

a t 9:20 w ith  a group o f three students who were on a Reading Recoverv 

level three. The students used w hite boards and m arkers to w rite  fa m ilia r 

words. When one o f the students w rote a le tte r backwards, A lice used a 

teachable moment to discuss the difference between the le tte r b and the 

le tte r d. She rem inded the ch ild ren to th in k  about w hat th e ir tongues do 

when they say the two d iffe ren t le tte rs. She said w ith  one le tte r the 

tongue makes a circle and w ith  the other it  makes a stick; and th a t’s how 

you know how to w rite  a b o r a d. This was not som ething I’d ever heard 

o f before, so it  gave me cause fo r reflection. The reasoning behind th is  

in s tru c tio n  was th a t if  the s tick  sound is fe lt by the tongue, the student 

should w rite  the s tick  fo r the b. However, if  the circle was fe lt by the
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tongue, the student should w rite  the circle firs t, which would be pa rt o f 

the d. 1 thought when children were firs t learning to w rite  le tters, they 

were taught to w rite the s tick  firs t in  e ither case, whether a b o r a d, bu t 

it  d idn’t  seem appropriate to question Alice about th is  strategy.

Next the children were given stickers fo r re tu rn ing th e ir books. 

Then they choral read, using finger po in ting w ith  the text. The rest o f the 

lesson proceeded w ith  a new book. The teacher asked a question to draw 

out p rio r knowledge o f the topic o f the book, b irthday parties. The 

students talked, predicted, and then whisper read to themselves, each 

tu rn ing  around in  th e ir chairs, so th a t th e ir backs were to the table. 

Following the whisper reading, the students turned back to the table and 

choral read the new book, touching the words. The teacher d id  not read 

aloud w ith  them. They concluded the lesson by w riting  a sentence 

together.

A t 9:55 in  a d iffe ren t firs t grade classroom, Alice began a lesson 

w ith  four students a t Reading Recoverv level two. They also began w ith  

w hite boards. The RIP teacher conducted a b rie f word study lesson w ith  

the ike fam ily. Three o f the students were sent away from  the table to 

read alone, w hile the teacher d id  a runn ing record on the rem aining 

student. Next, the other students came back to the table, and they choral 

read the book, w hich had been used fo r the runn ing record. The teacher 

then handed ou t le tte r cards, w hich the students used to m anipulate the 

words some and come.
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A t 10:30 A lice went in to  a firs t grade com bination class, w hich 

meant there were two classroom teachers and two classes o f firs t graders 

a ll in  the same room. In  th is  classroom, she m et w ith  four students, who 

are in  her reading group, bu t fo r th is  day, she was adm inistering the 

d is tric t science test to them.

A t 11:00 in  a single firs t grade classroom, A lice worked one-on-one 

w ith  a student. This was a m odified Project LIFE lesson th a t included: 

w riting  a word fam ily, reading a fam ilia r book, w ritin g  a sentence, cu tting  

up the sentence to be pu t back together, and in troducing a new book.

In  each o f the classrooms tha t we went in to , the RIP teacher had a 

specific area where she worked w ith  the students. She had sm all p lastic 

storage bins or trays in  which to keep her supplies. She had the white 

boards, m arkers, books, sentence strips, and other necessaiy m aterials 

at her fingertips. In  one o f the classrooms she had referred the students 

to some le tte r cluster charts. 1 couldn't te ll if  they were part o f her 

w orkstation o r not, so 1 asked about them. She said they were pa rt o f a 

program, Saxon Phonics, and th a t a ll kindergarten, firs t, and second 

grade classrooms used the charts.

Afternoon

A t 11:30 Alice had her lunch break. She said fo r the next period, 

she didn’t  have a group because they were out on track break. Instead, 

she spent the tim e checking in  books th a t had been returned to the
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teacher lib ra ry  in  her room. She also opened up boxes o f new books th a t 

had arrived fo r the teacher lib ra ry.

A t 12:50 Alice began conducting the firs t o f two Total Reading 

Program lessons w ith  three students in  another firs t grade com bination 

class. She said tha t each o f the two classroom teachers took two reading 

groups and th a t she also took two. The firs t group worked w ith  vowel 

sounds th a t were on index cards in  a sentence s trip  holder. Then they 

used flashcards to play a game, using two and three-le tter words. I f  they 

said the word, they got the card and a sticker. Next they would make a 

sentence w ith  the cards they had won. When the cards had a ll been 

used, they returned to th e ir seats.

The next Total Reading Program lesson was in  the same classroom 

as the previous one. The form at was s ligh tly  d ifferent, bu t it  included 

saying words, w riting  words under pictures, discovering a new word, and 

using the new word in  a sentence. In  th is  lesson the RIP teacher 

combined the signals and gestures from  a program. Zoo Phonics, w ith  

the phonetic m arks from  Saxon Phonics.

W hen A lice returned to her room, two teachers brought her a cart 

loaded w ith  old basal series books. They said they d id n 't w ant them, and 

they needed the space in  th e ir room. She helped them  unload the books 

and said she would find  a place to store them . Her next du ty o f the day 

was to in s ta ll a p rin te r in  a special education classroom, in  which the
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students were out on track break. The rem ainder o f the day was the RIP 

teacher’s preparation period.

Summary

The day spent w ith  th is  pa rtic ipan t clearly triangulated data from  

her questionnaire and her interview . 1 observed her tig h t schedule o f 

teaching seven different reading groups, the use o f instructiona l 

programs she had indicated, and her involvem ent w ith  the Accelerated 

Reader program and com puters a t her school. D uring the day spent w ith  

A lice, she explained her Accelerated Reader duties in  more detail. She 

said th a t she enters every new student on the com puter fo r the 

Accelerated Reader program; she enters the student name, a pass code, 

and the teacher’s name. She said th a t next year she would reenter the 

entire school population. She also tra ins teachers in  using Accelerated 

Reader and in  using the STAR testing th a t accompanies the program.

She noted th a t her p rincipa l had sent her to another school to do an 

inservice on Accelerated Reader.

A lice had many years experience as a special education teacher, 

and she was a classroom teacher a t her site before moving in to  the RIP 

position. Four years earlie r her p rincipa l had m entioned th a t they needed 

a RIP teacher. When Alice to ld  her th a t she thought she had the 

necessary cred its/hours to become the RIP teacher, her p rinc ipa l to ld  

her to check it  out. A lice did, and th a t’s how she became the RIP teacher.
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As I observed Alice throughout the day, she had little  in te raction 

w ith  classroom teachers. When she went in to  rooms, there was little  tim e 

fo r discussion, because the classroom teachers were busy w ith  th e ir 

students. As fo r the students, they knew the routine o f coming to A lice’s 

table to w ork on reading. 1 did not notice any great joy in  th e ir com ing to 

w ork w ith  her; there did not seem to be any special rapport. The 

students came to the table, participated in  the lesson as directed, and 

then returned to th e ir seats. A lice’s m ost proud moments seemed to be 

when she discussed her role as the coordinator o f the Accelerated Reader 

program fo r the school. She was very excited about the teacher lib ra ry  

she was creating and had been anxious to get back to a new box o f books 

th a t had been delivered. She had m entioned th a t she interacted w ith  

many students in  the bu ild ing  due to her role as the coordinator o f the 

program. A lice exhibited self-confidence in  her ab ilities to teach reading 

saying, "1 am a firm  believer th a t people in  our position need to be h igh ly 

trained and th a t they need to be eclectic."

Barbara/School #2

School Demographics

An on-site observation took place a t School #2 (Table 1). This 

school was described as 44% low  income w ith  the follow ing e thn ic ity  

percentages: 49% W hite, 12% Black, 28% Hispanic, 9% Asian, and 2% 

Am erican Indian. Results o f the m ost recent fou rth  grade standardized 

testing had shown a difference o f+1.7 norm al curve equivalents between

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.



107

the actual reading composite achievement score and the predicted score. 

The reading composite score had shown an increase in  the previous year 

from  the median percentile rank o f 49 to 53. Also based on the most 

recent standardized testing, the median percentile rank fo r a b ility  was 

54. When the pa rtic ipan t was asked to describe her school population, 

she described it  as lower m iddle class, lots o f children liv ing  in  

apartm ents, some transiency, 35% ELL, w ith  the ELL students being 

m ostly H ispanic.

Survev Data from  P articipant

Survey data showed th is  participant to be a teacher w ith  more 

than 20 years experience. Barbara had been a reading specia list fo r four 

years and at her cu rren t site for five. Her educational level was 32 credits 

beyond a m aster’s degree, and she had the reading specialist 

endorsement on her teaching license. She described her program  as 

being 100% p u ll-o u t, 100% sm all groups o f five, and always using Project 

LIFE w ith  firs t and second graders in  a year-round school. She indicated 

using Developmental Reading Assessment by Joetta Beaver and Marie 

Clay’s Observation Survev. She noted docum enting student growth w ith  

pre and post testing, w hich she shared w ith  classroom teachers and 

adm inistrators. For overall tim e spent in  her role, Barbara ranked the 

follow ing responsib ilities: firs t was reading instruction , not rem edial; 

second was s ta ff development; and th ird  was support fo r teachers.
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Barbara had answered th a t her prim ary responsib ility was early 

intervention to prevent reading fa ilu re . To the question about her present 

role meeting her beüefs. she had responded th a t her adm in istra tor was 

to ta lly  supportive o f her efforts to spend 100% o f her tim e pu lling  

students fo r Project LIFE in stru ction . She believed her im pact on 

children to be substantia l; she said each year she was able to accelerate 

60-70 firs t and second graders so th a t they reached grade level in  

reading. To the question th a t asked w hat d id she believe was the prim ary 

reason fo r reading d ifficu ltie s  in  the children referred to her, Barbara 

wrote, "They have not had the lite racy experiences p rio r to entering 

school th a t are necessary prerequisites fo r learning to read."

Interview  Data from  P articipant

D uring the interview  conducted w ith  Barbara, she described her 

typical workday as Project LIFE a ll day, six 50-m inute groups o f firs t and 

second graders. She noted pu lling  groups by a b ility  level, bring ing 

students together from  diffe rent classrooms. She said she worked w ith  

the prep schedule, having the students come to reading during th e ir 

special classes, w hich are lib ra iy , m usic, a rt, and physical education.

She said she was supported by her adm in istra tor who trusted her 

knowledge to ru n  the program  and who approved the pu lling  o f students 

fi*om th e ir special classes. She noted not taking a preparation period fo r 

herself.
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When asked about her in teractions w ith  s ta ff members, Barbara 

said she had trained a ll o f the classroom teachers in  Project LIFE. She 

said she takes students who are a t Reading Recoverv level seven and 

below and exits them  from  her program  when they reach level 14. She 

said she had provided some classroom dem onstrations on shared 

reading, b u t she commented th a t once a dem onstration is done fo r one 

teacher, the others w ant it, too. Barbara said once th a t happens, kids 

aren’t  being pulled, and you have to ask yourself. "Am 1 doing 

dem onstrations, or am 1 pu lling  kids?"

When asked about interactions w ith  students, Barbara noted the 

increase in  the ELL population from  8% fou r years ago to 35% at the 

present tim e. Again, Barbara described her program  as very structured. 

My fin a l interview  question was why had she returned the questionnaire. 

Barbara responded, "RIP is im portant. Someone’s fin a lly  acknowledging 

it. Kids w ould be fa llin g  through the cracks w ithou t RIP."

In troduction to Barbara’s School

1 had been to Barbara’s school on the east side o f Las Vegas tw ice 

before. 1 had conducted our interview  there the firs t tim e 1 visited. The 

second tim e 1 went to the school was fo r ou r o rig ina lly scheduled daylong 

observation. However, when 1 arrived th a t day, a week earlier, 1 was to ld  

th a t Barbara was spending the day a t the new school a t w hich she would 

be teaching the next school year. Today’s appointm ent was a 

rescheduling o f the daylong observation. The neighborhood surrounding
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the school consisted o f some single-fam ily residences, m ostly neatly kept 

outside, and some apartm ent complexes. The school, having opened in  

the early 1970s reflected the model popular during th a t era. The layout 

o f the school was two large c ircu la r pods on each side o f the bu ild ing  

w ith  the offices and school lib ra ry  located in  the m iddle area o f the 

bu ild ing. The teachers’ lounge was located on a lo ft overlooking the 

lib ra ry. The office s ta ff was cord ia l and gave me directions to Barbara’s 

room when 1 arrived. 1 did not s ta rt the day w ith  Barbara u n til 8:30; th a t 

was the tim e she indicated 1 should come, noting no reason to be there 

too m uch before the s ta rt o f the students’ day.

D ailv Routine

For the purpose o f th is  study, Barbara’s da ily routine has been 

separated in to  two sections as follows.

M orning

1 met the RIP teacher in  her room a t 8:30. Barbara’s room was 

sm all, b u t quite adequate. There had recently been some rearranging o f 

rooms due to remodeling and pa in ting o f classrooms. She had been 

sharing a room w ith  the ELL fa c ilita to r, whose work area was now on ly a 

few feet away. The classroom was set up w ith  a kidney-shaped table, a 

b u lle tin  board, and many bookshelves fille d  w ith  leveled books. This 

classroom also served as a centra l reading room, where other teachers 

could check out leveled books. The ELL fa c ilita to r came by to thank the 

RIP teacher fo r a g ift she had given her. A teacher came by to discuss a
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student. The RIP teacher explained th a t she does stra ight Project LIFE 

lessons throughout the year, b u t now she would be doing end-of-year 

testing.

A t 9:15 Barbara went to get a student from  a classroom. She 

brought him  back to her room, where she adm inistered a series o f 

assessments. She asked a few random  le tters on the le tte r iden tifica tion  

assessment, adm inistered the Ohio W ord lis t, a sentence d icta tion  task, 

and began the DRA (Developmental Reading Assessment). The teacher 

introduced a book and did a book w alk through the book w ith  the 

student. Next, she pointed to the text on the firs t page and read it. Then 

she to ld  the student to do the same w ith  the rest o f the book. Barbara 

completed a runn ing record, as the student read. Follow ing tha t, she 

repeated the process w ith  a d ifferent book; and the assessment came to 

an end.

1 asked Barbara if  the selected letters on the le tte r iden tifica tion  

assessment had been random, or if  those were ones the student hadn't 

know earlier. She replied th a t those were the ones the student d id not 

know a t the last assessment. She said she doesn’t  do a complete battery 

a t th is  tim e. This process continued w ith  one student a fter another. 

There was ve iy little  varia tion in  the assessment process. W ith some of 

the students she added a concepts o f p rin t assessment. One student, 

who was on a level 18, was sent outside the room to read. The ch ild  

asked i f  she should read in  her head o r out loud. The RIP teacher’s reply
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was th a t she could read however she wanted. The student returned in  

approxim ately 30 seconds. The RIP teacher sent her back out again.

A fter a few m inutes, the student returned, and the teacher completed a 

running record, as the student read aloud. There was only one 

in te rrup tion  during the testing and th a t was from  a classroom teacher 

who came in  to discuss inva lidating the standardized test o f a student 

who couldn’t  read. The teacher concluded th a t she would go ta lk  to the 

assistant p rinc ipa l about it.

Afternoon

The pu lling  o f students fo r the end-of-year testing continued 

throughout the rest o f the m orning. The RIP teacher explained tha t 

Resource (Special Education) was on a push-in model throughout th is  

school, w hich m eant th a t the Resource teacher saw the students possibly 

two tim es a week. She said she does not get involved w ith  SIT; perhaps it  

had som ething to do w ith  teachers’ egos, b u t she was not asked to attend 

meetings. She had a reading student she could not move beyond a 

Reading Recoverv level six, and she had been ta lk ing  to the classroom 

teacher a ll year about him . The RIP teacher said students are never 

tested (for d isab ilities) a t her school. She said the classroom teacher had 

commented th a t even if  the ch ild  qualified fo r special education services, 

due to the push-in  model, he wouldn’t  get any help anyway. By 

lunchtim e, it  was clear th a t Barbara was through being observed. She
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explained th a t the rest o f the day w ould be more o f the same and th a t 

there rea lly w asn't anything else fo r me to see.

Summary

The day spent w ith  th is  pa rtic ipan t clearly triangulated data from  

her questionnaire and her interview . Barbara had reported in  both o f 

those th a t her program  was 100% p u ll-o u t and 100% Project LIFE. 

A lthough she was no t conducting lessons, she m ethodically used Project 

LIFE assessments during each pu ll-ou t. D uring her interview , she had 

noted her close w ork w ith  the ELL fa c ilita to r; during the observation, the 

rapport between them  was clear. Barbara's questionnaire had noted 

m aintenance o f a centra l reading room; tha t is  where the observation 

took place. There had been an absence o f m ention o f serving on a SIT or 

SIP committee, and the RIP teacher had made a reference to th a t during 

the conversation about the state o f special education a t her school.

There did not seem to be any special rapport w ith  the students 

w ith  whom Barbara worked. Perhaps because her program was so 

structured and quite rote, she had not developed any special connections 

w ith  her students.

Throughout the observation a t Barbara's school there was little  

in te raction  w ith  s ta ff members to be seen. Since Barbara was going to a 

d iffe ren t school fo r the upcom ing year, many o f her comments were 

directed a t w hat she would be doing there. She wanted to s ta rt a DRA 

tracking folder fo r students, having it  fo llow  them  through th ird  grade.
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She also discussed setting up the reading room a t the new school, 

in s ta lling  ra in  gutters on w hich to display books w ith  the fron ts facing 

out. She also m entioned th a t her role would probably change a t the new 

school where there was not going to be an assistant p rinc ipa l. She said 

she’d already been asked to help w ith  standardized testing.

A lthough some o f Barbara’s comments referred to the new school 

she would be going to, she seemed very self-assured in  her role a t her 

present school. She displayed her expertise about Project LIFE noting 

th a t they were taking the sound test out o f Project LIFE, th a t it  was not 

Marie Clay’s anyway and th a t it  had been pu t in  to appease the d is tric t. 

She said she learned more about children’s knowledge o f sounds from  

the sentence d icta tion then she d id  from  the sound iden tifica tion  task. 

From a personal perspective 1 found it  interesting th a t Barbara did not 

ask students to do a re te lling  after reading a passage, nor d id  she ask 

any comprehension questions. 1 d id ask her about th is , and she said it  

was too long a process and maybe she would do it  next year.

C arol/School #3

School Demographics

An on-site observation took place at School #3. This school was 

described as 8% low  income w ith  the follow ing e thn ic ity  percentages:

76% W hite, 7% B lack, 11% H ispanic, 6% Asian, and 1% Am erican 

Indian. Results o f the m ost recent fou rth  grade standardized testing had 

shown a difference o f+1.5 norm al curve equivalents between the actual
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reading composite achievement score and the predicted score. The 

reading composite score had shown an increase in  the previous year 

from  the median percentile rank o f 54 to 60. Also based on the most 

recent fou rth  grade standardized testing, the median percentile rank for 

a b ility  was 60. When the partic ipan t was asked to describe the 

population o f her school, she responded th a t they were in  a constant 

state o f flux. They did not have many ELL or many m inorities, b u t more 

lower class moved in , every tim e they were rezoned. A t firs t the ir zone 

had reached ou t to an affluent population, b u t then a new school took 

those students; and rezoning took place again. She sedd her school had 

been open fo r ten years, so tha t now the sta rte r homes were becoming 

the rentals. She explained tha t th is  meant lower economic a b ility  

children were moving in  from  other school areas; many o f the children 

had been to two, three, four, or five d iffe rent schools in  one year.

Survev Data from  Participant

Survey data showed th is  pa rtic ipan t to be a teacher w ith  w ell over 

20 years experience. Carol had been a reading specialist fo r three years 

and a t her curren t site fo r seven. Her educational level was 32 credits 

beyond a m aster’s degree, and she had the reading specialist 

endorsement on her teaching license. She described her program as 

100% pu ll-ou t. w orking 90% in  sm all group and 10% w ith  ind ividua l 

students. She served firs t through th ird  grade in  a year-round school, 

w orking w ith  groups ranging in  size from  one to  eight, using Project LIFE
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sometimes and Project STARS never. Along w ith  other instructiona l 

strategies, she named Steck-Vaughn. as a specific phonics program she 

used. Under responsibilities she added SIP co-chair, and ranked the 

follow ing fo r overall tim e spent in  her role: firs t was p u ll-o u t rem edial 

Instruction ; second was support fo r teachers; and th ird  was substitu te 

teaching. Next to the question about substitu te  teaching, she had 

indicated substitu ting  tw ice in  the curren t year.

Carol’s response to what she believed to be her prim ary 

responsib ility was th a t she should w ork w ith  sm all groups o f students, 

who were not reading successfully a t th e ir grade level. As to whether her 

role m et her beliefs, she said she was fortunate tha t it  did. She indicated 

lack o f support a t home as the prim ary reason fo r reading d ifficu ltie s  in  

the children referred to her. To the question o f her perception o f her 

im pact on children, she wrote, "I sincerely feel th a t I have a positive 

im pact on the children th a t I deal w ith . "

Interview  Data from  Participant

C£U’ol described her typica l workday as often beginning w ith  

meetings. She mentioned her role as SIP co-chair and 504 Liaison, and 

she added th a t there were facu lty meetings and other meetings. She said 

she began m eeting groups a t 9:00-9:05 and was solid a ll m orning except 

fo r ten m inutes fo r a restroom  break. She described w orking w ith  a ll 

d iffe ren t size groups, because the level o f need varied greatly. The rest o f 

her day a fter lunch, she described as. "...booked a ll afternoon." She said
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her emphasis was on second grade. She described her in stru ction a l 

program: "I do not do Project LIFE or Project STARS. I do a guided and 

fluency reading lesson and I do a phonics lesson and some sort o f 

comprehension lesson, cloze o r read and answer."

In  response to the question concerning im pact o f adm in istration. 

Carol noted there had been three d iffe rent principals, since she became a 

reading specialist. She reported she had very little  in teraction w ith  any o f 

them : they le ft her alone. As fo r s ta ff members in fluencing her role, the 

RIP teacher said it  was her own decision to p u ll by classroom, th a t the 

teachers did not even refer students. Otherwise, she discussed 

scheduling and in p u t about th e ir students w ith  them . To the question 

about the influence o f students on her role, she responded. " I th in k  tha t 

seeing th e ir fru s tra tio n  and seeing when something clicks and an idea 

je lled  or a phonetic ru le  makes sense." My fin a l interview  question was 

why had she returned the questionnaire. The partic ipan t responded. "I 

fe lt like  it  was like  a census. I f  you took the trouble to find  out the 

various and sundry RIP teachers, then we could f ill it  in  and re tu rn  it  to 

you."

In troduction to Carol's School

It was quite a drive firom the un iversity campus where my school is 

located to Carol's school in  the northw est area o f Las Vegas. The school 

was in  the m iddle o f a neighborhood w ith  w ell-kept homes and yards. 

Having opened in  1991 the school s till had a reasonably new look. The
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heüls were b righ t, and b u lle tin  boards were co lorfu l. When I arrived, the 

office s ta ff was firiendly, and they directed me to the room where the RIP 

teacher was attending a SIP meeting, already in  progress.

D ailv Routine

For the purpose o f th is  study, Carol’s da ily rou tine  has been 

separated in to  two sections as follows.

M orning

The daylong observation began w ith  a S tudent Intervention Team 

meeting in  a regular classroom. Three different cases were discussed 

between 8:25 and 9:00, and the committee made a decision fo r each one. 

Carol w ent to her room, which had been converted from  some other use. 

It had an odd shape, not square or rectangular. She had room fo r a 

teacher's desk, wardrobe, com puter, and a table fo r w orking w ith  

students. There was a s ink and cupboards in  the room and space le ft 

over fo r bookshelves. There were books on the shelves, bu t the books 

were quite dated.

A t 9:05 Carol's firs t student o f the day, a second grader, came to 

her room fo r a one-on-one lesson. She gave him  h is  weekly reading sheet. 

The teacher had explained in  her interview  tha t each o f her students 

received a reading sheet fo r the week. She would give a ticke t fo r a 

m onthly draw ing to any student who would bring back the reading sheet 

w ith  a parent signature. They began the lesson w ith  a story in  a basal 

reader. She read the in troduction , and then asked him  to  read aloud.
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She asked him  three tim es, "D id th a t make sense?" She stopped him  

after one paragraph. Next, she gave him  a Steck-Vaughn phonics page. 

The teacher read the page, and then the student read it. She had him  

underline the ru le, which was about the use o f er and est endings. A t 

9:35, a ca ll came from  the office to send the student to the com puter lab, 

and he le ft.

Two other second graders came in  a t th a t tim e. The students were 

each handed a sm all photocopied book w ith  a lam inated cover: they were 

Scholastic Phonics Readers. A fter reading th a t book, they worked on a 

phonics worksheet th a t had a crossword puzzle on it. Next, they took 

tu rns reading A t the Pond, from  a set o f MCP Phonics Practice Readers. 

They discussed short vowel rules, and the teacher referred them  to a 

blend chart several tim es. The students were dism issed a t 10:05.

A t 10:10 a group o f five students came to the RIP room, and the 

teacher gave them  th e ir weekly reading sheets. Next, they were a ll given a 

copy o f a dated basal reader. The teacher read the in troduction , and then 

the students read in  a round rob in form at. A t one point, the teacher 

asked. "D id th a t make sense?" Then she asked. "Can you take tha t word 

apart?" The teacher reread a sentence and then had a student reread the 

same sentence. Next, she commented. "D id th a t sentence make sense? 

You need to leam  to read to make sense." A t 10:25 the teacher checked a 

phonics worksheet the students had completed the day before. She made 

them  redo anything th a t was incorrect. The worksheet had contractions
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on the top and p lura ls on the bottom . Next, the students were each given 

a photocopied sheet from  Reading stories fo r comprehension success: 45 

high in te rest lessons w ith  reproducible selections and questions th a t 

make kids th in k , grades 1-3. Next they were given the comprehension 

question sheet from  the same book. Carol to ld  them  they m ust answer in  

a complete sentence because th a t had been a ru le , since the beginning o f 

the year. A t 10:35 the lesson was fin ished and the students le ft.

A t 10:45 a firs t grade boy and a second grade boy came to the RIP 

room. They shared one book, and took tu rns ta lk ing  about the pictures 

on every other page. Next, they worked w ith  a photocopied book and the 

accompanying worksheet from  Read and understand stories and 

activ ities: Grade K. For the la s t ten m inutes o f the lesson, they worked 

on the com puter.

A t 11:20 a firs t grade boy arrived fo r a one-on-one lesson. Carol 

used a book from  S w irl books, pa rt o f an SRA set. Carol’s SRA books 

were photocopied, lam inated, and sp ira l bound. W ith a great deal o f help 

from  Carol, the student read a selection about a bat ra t. They finished 

the lesson w ith  a phonics worksheet th a t addressed the usage o f qw. A t 

11:35 a teacher dropped by w ith  some SIP paperwork. Five m inutes la ter, 

the student le ft; and the RIP teacher went to lunch.

Afternoon

A t 12:20 a group o f fou r second graders arrived. The students were 

given th e ir weekly reading sheets. They began w ith  a phonics worksheet.
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The s k ill lesson was on adding ing and ed. Carol read from  the Teacher’s 

Guide. The students were also to ld  to circle words th a t had two syllables. 

She corrected the phonics sheets, insisting  th a t everything on them  be 

correct. Next, the students worked on another phonics sheet. Carol to ld 

them  to le t her see them , as they went along, and she checked everything 

on the sheets. When a ll had fin ished the phonics sheet, they were given a 

comprehension worksheet from  a Frank Schafier publica tion. There were 

five lines about ra in  on the sheet. The students were to ld  to read and 

then answer the six comprehension questions in  complete sentences. The 

teacher checked each sentence, and dism issed the students as they 

finished. Two le ft a t 12:50, and one le ft a t 12:53. The last student le ft a t 

12:55.

Meanwhile a t 12:54 a group o f four second graders arrived and 

received th e ir weekly reading sheets. This group began w ith  a story from  

a basal published in  1975. There were 33 words listed on the title  page o f 

the story. The RIP teacher read each word and had the students repeat 

them . Next, the students read in  round robin form at. They stopped 

m idway through the story, and Carol said th q r would fin d  ou t tom orrow  

w hat was going to happen. A t 1:05 they started a phonics sheet, w hich 

covered compound words, antonym s, synonyms, and homonyms. They 

a ll worked on the sheets together w ith  teacher d irection. Then they did 

the back o f the phonics sheet; and a t 1:25 they le ft.
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A t 1:33 two firs t grade teachers came by to ask Carol i f  she would 

adm inister the d is tric t standardized test to one o f th e ir students, and she 

agreed. D uring the next few m inutes. Carol counted out certificates for 

an upcom ing parent appreciation tea.

A t 1:48 a new group o f s ix second graders arrived. They worked 

out o f the same basal series as the previous group. The students read a 

selection in  round rob in form at, w ith  the teacher stepping in  from  tim e to 

tim e w ith  comments, fo r example. "How many vowels in  tha t word? 

Remember the ru le  about two vowels in  a word?" As the students read 

round rob in, the teacher was tearing phonics sheets out o f booklets. A t 

2:00 the teacher started a phonics lesson. F irst. Carol read the rule, and 

then she had the students underline the ru le . The phonics s k ill sheet 

was on adding s, ed. and ing. A t 2:10 the students were given a 

comprehension sheet firom a Frank Shaffer publica tion . There were five 

lines o f text. The students were to ld to silen t read and answer w ith  a 

complete sentence. D uring th is  tim e she to ld one o f the students to keep 

her eyes on her w ork. Then she to ld the same student th a t her w riting  

would probably be better if  she sat up stra ight. To the same student she 

said she couldn’t  read one o f the answers and th a t there would need to 

be some erasing. A t 2:13 the teacher said she would have to in te rru p t 

th e ir stories, w hich she did, in  order to give them  directions fo r the 

backside o f the phonics sheet. She took th e ir stories, saying they would
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fin ish  them  the next day. The students worked on the phonics sheets 

u n til they le ft a t 2:20.

A t 2:24 a group o f four th ird  graders arrived. They began reading 

round rob in fi'om  a dated basal reader. Carol was tearing out phonics 

pages in  preparation fo r the lesson. A t 2:34 the teacher stopped the 

reading and asked the students to predict w hat was going to happen 

next. Then a phonics lesson began: the worksheets were on alphabetical 

order and dictionary guidewords. The teacher to ld  them  to le t her see 

th e ir alphabetized words before they decided on the guide words, so there 

would not be a lo t o f erasing. The phonics lesson continued w ith  the 

backside o f the sheet, covering synonyms, antonyms, and homonyms.

The students le ft a t 2:50.

As the th ird  graders le ft, a group o f firs t graders arrived. This 

lesson was very much like  the one-on-one earlier in  the day. They worked 

on a phonics sheet, very hands-on w ith  Carol. They read an SRA 

selection, w ith  w hich they needed a great deal o f assistance from  the 

teacher. A t 3:15 the students returned to th e ir classroom.

Summary

The on-site observation a t School #3 clearly provided triangu la tion 

o f the data from  Carol’s questionnaire and interview . D uring the 

interview , she had noted th a t she d id  a guided and fluency reading 

lesson, a phonics lesson, and some sort o f comprehension lesson, cloze 

or read and answer. That was w hat 1 observed a t her school. Carol had
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also described her schedule as booked a ll day long, and th a t was also 

very clear from  the day I spent w ith  her.

There was only lim ited  in te raction w ith  s ta ff to observe throughout 

the day spent w ith  Carol. A t the SIP meeting she contributed as needed 

and agreed w ith  conclusions drawn by the committee. Carol commented 

about the firs t grade teachers who asked her to adm inister a 

standardized test one-on-one w ith  a student. She said she d id n 't m ind 

because she was fortunate th a t her pa rtic ipa tion  w ith  standardized 

testing had been lim ited  to adm inistering make-ups. D uring lunch in  the 

teachers' lounge, other s ta ff members seemed fiie n d ly  to Carol and 

discussed a cloth ing party th a t several o f them had attended.

There was little  special rapport to be observed between Carol and 

her students. As her schedule was tig h t, so were her lessons. There 

seemed to be no great jo y  in  the students com ing to work w ith  her. Carol 

was very s tric t about everything being done ju s t rig h t so there was little  

tim e fo r lightheartedness. The students came fo r th e ir lesson, followed 

directions, and went back to th e ir classrooms.

Summary o f On-Site Observations 

The three on-site observations provided support fo r the 

questioim aires and the interviews. Overall, each o f the participants spent 

her teaching day as she had described in  the questionnaire and 

interview s. Each o f the participants had established a unique 

instructionad program  th a t was site specific. W hile a ll three o f the schools
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had dem onstrated reading achievement tha t matched o r exceeded th e ir 

a b ility  levels, the in s tru ctio n a l programs established by the reading 

teachers were qu ite d ifferent.

A com m onality across the roles o f the three reading specialists was 

th e ir tig h t schedules o f in stru ction . Another s im ila rity  among the three 

teachers was the level o f rapport w ith  th e ir students. A ll three reading 

teachers were very form al in  th e ir interactions w ith  th e ir students. There 

were no personal comments made to the students; the lessons began 

form ally, followed a form at, and ended form ally. None o f the students 

exhibited any p a rticu la r jo y  or other em otion com ing to, pa rtic ipa ting  in  

or, leaving th e ir reading class.

A ll o f the reading teachers had one aspect o f th e ir role, involving 

the m ate ria ls /a rtifacts  they used, w hich seemed to define them  more 

than others. W ith  A lice, it  was the Accelerated Reader program , w hich 

included the follow ing: the lib ra ry  collection she was bu ild ing , the data 

entry she conducted, the awards fo r children th a t she prepared, the 

inservice she had conducted a t another school, the one day a week her 

p rincipa l allowed her to w ork on the program and not conduct her 

regular reading in s tru ction , and the positive im pact on the entire student 

body fo r w hich she and her p rinc ipa l believed Accelerated Reader was 

responsible.

For Bgu"bara, the outstanding aspect th a t defined her was her 

knowledge and use o f Project LIFE, includ ing the follow ing: her be lie f
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th a t Project LIFE Instruction  provided success fo r m any students each 

year, her having served as a Project LIFE tra in e r a t her school, and her 

knowledge o f Project LIFE theory and practice.

The use o f phonics in s tru ction  seemed to iden tify  Carol’s role more 

than any other aspect. Phonics in s tru ction  was the focus o f each o f her 

reading lessons. She had in te rrup ted some o f her groups’ reading tim e, 

in  order to give them  fu rth e r directions on com pleting phonics pages. She 

was very s tric t on how the pages were completed, checking and 

rechecking students’ work, as they went along. D uring round robin 

reading, she sometimes stopped students and asked about or referred to 

a phonics rule.

Conclusions concerning a lin k  between the three d iffe rent reading 

specialists’ instructiona l programs and reading achievement in  th e ir 

schools cannot be made because there are many other contribu ting 

variables. However, one conclusion tha t can be drawn from  the three 

observations is th a t each o f the reading specialists had a different 

in stru ction a l program and each seemed to define herself by a different 

strength.

It became clear from  the d iffe rent foci o f th e ir roles th a t the 

participants had interpreted meanings o f social interactions in  order to 

m odify th e ir roles to m atch those in terpretations. A lice received positive 

feedback fi'om  teachers, students, and adm in istra tion fo r her role as 

coordinator o f Accelerated Reader. Barbara was known fo r her expertise
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in  Project LIFE as a tra ine r and a model teacher. Carol's beliefs were 

centered on the need o f her students to receive exp lic it phonics 

instruction .

Site-based management was edso instrum ental in  the roles o f the 

three participants. Alice had been directed by her adm inistrator to do a 

push-in program; and it  was obvious she believed her principa l respected 

her fo r the role she played in  the Accelerated Reader program. Barbara 

fe lt trusted and respected by her adm in istra tor to run her program as 

she saw fit, which was 100% Project LIFE. She was also supported by her 

adm inistrator in  pu lling  students firom th e ir special classes in  order to 

receive her reading instruction . Carol said three different adm inistrators 

had le ft her alone to run  her program . She said the principa l who gave 

her the position never asked w hat she did, and the assistant p rincipa l 

observed her lessons during th a t tim e. Her second adm inistrator had 

questioned her about m aterials she had asked to order, and he came to 

her room to observe fo r one session. Her current principal had observed 

her one tim e and had never come back. W ith little  or no feedback from  

adm inistrators, Carol continued to conduct her program, based on her 

beliefs about w hat struggling readers needed fo r instruction . Symbolic 

interactionism  as a theoretical firamework and site-based management as 

an educational practice provided ins igh t as to how three reading 

specialists developed and m odified th e ir roles based on th e ir
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in terpretations o f in teractions w ith  others and on th e ir ind iv idua l 

contexts a t th e ir sites.
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CHAPTER V

DISCUSSION AND IMPLICATIONS

The purpose o f th is  study was to explore and document the role o f 

reading specialists.

Research Questions

The m ain research questions addressed were:

1. How do reading specialists describe th e ir role?

2. How are th e ir roles influenced and m odified by the ir ind iv idua l 

contexts?

3. W hat are the common in s tru ction a l models and practices they 

use?

The discussion below is presented as responses to the three 

research questions, w fiich  guided the study and the relationship o f the 

find ings to the fou r elements o f educational theory, and practice th a t 

formed its  fram ework. The chapter concludes w ith  im plications and 

recommendations.

How Do Reading Specialists Describe Their Role?

The largest percentage o f reading specialists spent most o f th e ir 

tim e conducting p u ll-o u t instruction  w ith  sm all groups. They m ost often

129
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worked w ith  e ither two or three grade levels, w ith  second grade being the 

m ost frequently serviced, followed by firs t and th ird . These findings are 

s im ila r to  those o f Barclay and Thistle thw aite (1992) who found the role 

o f reading specialists had not changed very m uch over the previous 25 

years; they were s till providing sm all group rem edial instruction  to the 

lowest o f the low students. These findings also m irro r the work o f Bean et 

al. (in press), w hich showed th a t reading teachers worked predom inately 

w ith  prim ary grade children.

The m ajority o f CCSD reading specialists developed rig id  

schedules. Their da ily programs consisted o f in stru ction  for one sm all 

group after another, w ith  veiy little  tu rn  around in  between groups. The 

specialists perceived th e ir prim ary responsib ility as providing sm all 

group in stru ction  to students. A lm ost a ll fe lt they had a very positive 

im pact on the students they instructed; however, many comments often 

dem onstrated firustra tion over other duties th a t took tim e away from  

teaching reading.

Many reading specialists had a variety o f additional responsibilities 

beyond teaching reading to sm all groups o f children. Their expertise was 

p u t to good use when they engaged in  s ta ff development, support for 

parents and fam ilies, and support fo r classroom teachers. These 

additional leadership responsibilities para lle l the IRA’s position 

statem ent on reading specialists (In ternationa l Reading Association,

2000) and results found in  other studies (Bean, Knaub &  Swan, 2CXK);
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Bean et a l., in  press). However, the reading specialists reported having 

responsibilities th a t were not d irectly connected to reading in s tru ction  

such as: coordinating, adm inistering, and proctoring standardized tests; 

duty (supervision o f students); substitu te teaching; and quasi- 

adm inistrative duties, fo r example, chairperson o f the Student 

Intervention Team.

W hether or not reading specialists had extra responsibilities and to 

what degree these im pacted th e ir roles was found to be site specific. For 

example, in  some CCSD schools reading specialists were kept busy w ith  

standardized testing fo r the firs t few months o f school, while a t other 

sites, they were no t involved w ith  testing a t a ll. In  other instances, some 

reading specialists never had to substitu te teach in  th e ir schools, w hile 

one had substituted 25 tim es in  one year. This variation in  roles parallels 

Lambert and Ford’s (2000) study; in  spite o f a state statute th a t defined 

the reading specialist position w ith  five specific duties to be carried out, 

W isconsin specialists described 19 different aspects in  th e ir role.

O f in terest in  the present study is the fact tha t many o f the CCSD 

reading specialists expressed the need fo r more direction from  th e ir 

d is tric t; they wanted guidelines fo r th e ir position, inservices on specific 

lite racy strategies, a means o f com m unication among schools, and a 

coordinator fo r the entire reading program.
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How Are The Reading Specialists’ Roles Influenced And M odified Bv Their

Ind ividua l Contexts?

Three components o f ind iv idua l school context were found in  th is  

study: adm inistrators, s ta ff members, and students. A discussion o f the 

im pact o f these elements o f context on the role o f reading specialists 

follows.

Influence o f A dm inistrators

The school site adm inistrators influenced the role o f the reading 

specialist in  several ways. B u ild ing  principals assigned th e ir RIP teachers 

extra duties, some o f w hich took tim e away from  teaching reading. The 

role o f reading specialists in  CCSD appears to be developing in to  a iack- 

of-a ll-trades position. This find ing  is  s im ila r to  w hat is  happening 

nationa lly (Bean et a l., 1998).

A dm inistra tors were also involved in  the form at and focus o f the 

reading specialists’ programs. Some reading teachers were directed to 

conduct th e ir program  in  a specific model, e ither p u ll-o u t or push-in. In  

some cases, principa ls determ ined w hich grade levels would receive 

services. The reading teachers’ workspace was also assigned by the site 

adm in istrator; some RIP teachers were in  spacious rooms, w hile others 

were in  converted storage closets.

V aria tion is  the theme o f discussions o f site-based management in  

the lite ra tu re  (Bauer, 1998; David, 1995; Summers &  Johnson, 1995).
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In  th is  study, from  site to site, the role o f RIP teacher varied across 

programs and responsibilities. This outcome was anticipated, however, 

because by moving decision-m aking from  CCSD’s central adm in istration 

to each school, there would like ly  be variations in  the roles and programs 

across the d is tric t.

One factor th a t emerged from  the study was a lack o f any site- 

based council involved in  decisions about reading specialists' roles. 

Considering councils are one o f the m ain components o f site-based 

management (David, 1995; G lickm an, 1993; Kentta, 1997), it  was 

surp ris ing  th a t there was no m ention o f them  by the participants; any 

d irection about the role o f reading specialists came d irectly from  

adm inistrators.

Each reading specialist was in  a separate and ind ividua l context; 

thus, there were as many descriptions o f role, as there were participants. 

Some reading teachers fe lt very confident in  th e ir relationship w ith  th e ir 

adm in istrator. For example, one partic ipan t said, "My adm in istrator is 

to ta lly  supportive o f my efforts to spend 100% o f my tim e pu lling  

students fo r Project LIFE instruction ." On the other hand, one o f the 

reading specialists was to ld  by her adm in istra tor to f ill the chairs, " If 

there are s ix books, then you have s ix  students."

An underlying assum ption o f sym bolic interactionism  is tha t 

people construct meaning through in teractions w ith  others, and then act 

based on th e ir perceptions o f the meanings (LeCompte &  Preissle, 1993).
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The sym bolic in te raction ist researcher seeks to understand how 

participants make sense o f th e ir world, based on perceived meanings o f 

in teractions w ith  others in  th e ir environm ent (Blumer, 1969). A look a t 

the rich  qualitative data collected in  th is  study demonstrates how 

reading specialists develop and m odify th e ir roles based on th e ir 

in terpretations o f the social in teractions in  th e ir lives.

Influence o f S ta ff Members

Many o f the interviewees indicated other s ta ff members had some 

influence on defining th e ir role. From the descriptions o f th e ir programs, 

it  was clear RIP teachers made schedules th a t accommodated the 

classroom teachers’ da ily programs. In  some cases RIP teachers were 

able to form  reading groups w ith  students from  different classrooms; 

other tim es they were unable to w ork through scheduling conflicts. As fo r 

in teractions w ith  other s ta ff members, only a few participants mentioned 

scheduling and planning d irectly  w ith  classroom teachers. One 

specialist, when discussing the influence o f s ta ff members on her role, 

said she pulled students from  only one classroom at a tim e because, "1 

am low  m an on the totem  pole fo r scheduling. "

Many o f the interviewees commented th a t they frequently offered 

assistance and support to the classroom teachers. This was often done 

on the ru n  because o f the tig h t scheduling o f classes. Classroom 

teachers notified the RIP teachers o f new students in  th e ir classes and 

requested in itia l assessment inform ation.
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Influence o f Students

Students’ influence on the role o f reading specialists came 

p rim arily  from  the in flu x  o f English language learners (ELL). That is, the 

instructiona l needs o f these students required the RIP teachers to  use 

more concrete activities and engage in  more oral language use. Some RIP 

teachers provided one-on-one in stru ction  for ELL students u n til these 

students were able to be successful in  sm all group instructiona l settings.

As reported by W almsley and A llington (1995), im paired 

intelligence was addressed as a cause o f children’s reading d ifficu ltie s  in  

the early decades o f the tw entieth century. Reading specialists in  th is  

study made no note o f im paired intelligence as a cause o f reading 

d ifficu ltie s  in  the students referred to them. CCSD reading specialists’ 

perceptions o f the causes o f reading d ifficu lties in  th e ir students fe ll in to  

four d iffe rent categories th a t can be a ttribu ted to cu ltu ra l deprivation 

and low socioeconomic status. The four domains identified in  the 

find ings were: lack o f support from  home, lack of lite racy experiences a t 

home, lack o f English proficiency, and absenteeism and transiency.

This parallels Snow et al. (1998) and Walmsley and AUington’s (1995) 

assertion th a t it  is  d iffic u lt to separate factors a ttribu ted to m in o rity  

ch ildren’s reading d ifficu ltie s  from  those a ttribu ted to socioeconomic 

status.

Learning d isab ilities, as a cause o f reading d ifficu ltie s, are 

generalfy described as interference w ith  perceptual o r verbal learning
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(A llington, 1998). The reading specialists in  the present study identified 

learning d isab ilities as a cause o f reading d ifficu ltie s  in  th e ir students as 

well. They specifica lly noted: visual processing deficits, auditory memory 

deficits, vision d ifficu ltie s , em otionally handicapped, and ADHD.

In  re lationship to instructiona l influences. Snow et al. (1998) 

identified them as a cause o f children’s reading d ifficu ltie s . Inaccurate or 

inappropriate in s tru c tio n  can impede the reading progress o f students 

who have the a b ility  to be successful readers. A  find ing  o f th is  study was 

th a t reading specialists perceived inappropriate or inaccurate instruction  

as a cause o f reading d ifficu ltie s  as w ell. They specifica lly mentioned: 

lack o f consistency, practice, and d irect in s tru ction , along w ith  

inappropriate level text and inappropriate use o f strategies as causes for 

children’s reading d ifficu ltie s .

In  spite o f the reasons they perceived fo r ch ild ren ’s reading 

d ifficu lties, the RIP teachers sought to find  the best way to help them 

make progress in  reading. Below are some o f the RIP teachers’ 

comments:

• My im pact on ch ild ren has been substantia l.

• 1 am very successful in  teaching ch ild ren how to read.

• C hildren are excited to come to reading.

• 1 see trem endous growth in  my second graders.

• 1 know 1 have an im portant and profound im pact on children.
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• I m otivate them by constantly enforcing the positive and 

connecting real life  s itua tions to prin ted text.

W hat Are The Common Instructiona l Models And Practices The Reading

Specialists Use?

The reading specialists overwhelm ingly used a p u ll-ou t model o f 

in s tru ction  w ith  sm all groups. Servicing predom inately prim ary grades. 

RIP teachers most often used the school d is tric t's  program. Project LIFE. 

The other d istrict-w ide program. Project STARS, was also used by RIP 

teachers. However, since Project STARS is a program for interm ediate 

grades, and the reading teachers worked m ostly w ith  prim ary grades, 

less use o f Project STARS was an expected outcome. From a checklist o f 

reading strategies, the s ix w ith  the highest indicated percentage o f use 

were from  e ither Project LIFE (choral reading, retellings, m anipulatives, 

bookwalks) o r Project STARS (repeated reading. W ords Their W avl. The 

same was true o f the teachers’ use o f assessments; the Project LIFE 

batte ry was the most often used. These findings are s im ila r to those from  

a national survey (Bean et a l., 1998) in  w hich Reading Recovery was 

found to be used by more than 50% o f respondents. The national trend 

tow ard using a lesson fram ework fo r rem edial reading in s tru ction  is  also 

apparent in  CCSD (A llington, 1992; P iku lski, 1994).

The review o f the lite ra tu re  dem onstrated an ongoing disagreement 

about the success o f push-in  versus p u ll-o u t models o f rem edial 

in s tru ctio n  (A llington, 1994; Gelzheiser et a l., 1992; Bean et a l., 1991).
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Therefore, the am ount o f instructiona l tim e RIP teachers spent using a 

p u ll-ou t model was an unanticipated outcome o f the present study. It 

was surprising th a t the model used in  th is  d is tric t was so one-sided. 

CCSD reading specialists reported 94% of th e ir in stru ction a l tim e was 

spent in  a p u ll-o u t model.

Summary o f Findings 

Reading specialists, in  the sixth  largest school d is tric t in  the 

nation, spent more than 90% o f th e ir instructiona l tim e w ith  sm all 

groups o f prim ary students in  pu ll-ou t programs. The specialists’ 

workday consisted o f rig id  schedules meeting w ith  one sm all group after 

another. For many reading teachers, principals directed the grade levels 

served and the form at o f th e ir program. The most commonly used 

reading strategies and assessments were from  Project LIFE, a m odified 

version o f Reading Recovery. Depending on th e ir ind iv idua l contexts, 

many RIP teachers were given a variety o f additional responsib ilities th a t 

took tim e away from  the teaching o f reading. The RIP teachers were 

concerned about the additional duties; they believed th a t they made a 

positive im pact on the children fo r whom they provided reading 

instruction , and they d id  not w ant any o f th e ir in s tru ction a l tim e w ith  

children reduced.
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Im plications and Recommendations o f the Study

As more po litica l and social pressure is  placed upon schools to 

assure th a t "no ch ild  is le ft behind" (Paige, 2001), reading specialists w ill 

continue to play an im portant role in  the success o f elem entary grade 

children. The findings o f th is  study paralle l the national trend; th a t is, 

reading specialists are often asked to perform  duties th a t are outside o f 

th e ir own perceptions o f th e ir Jobs. On one hand, th is  may be a sign tha t 

schools are adm inistrative ly understaffed; on the other hand, it  may be 

th a t principa ls recognize reading teachers as responsible s ta ff members 

who are capable o f taking on extra duties. Regeu'dless o f the reasons, 

when taken to the extreme, th is  trend is po ten tia lly detrim ental to 

children when they are deprived o f in structiona l tim e w ith  reading 

specialists.

The h igh ly educated and experienced reading teachers in  the 

present study were often given additional duties, many o f w hich not only 

interfered w ith  teaching reading b u t were unrelated to the expertise of 

the reading specialist. One theme th a t resounded throughout the data 

was th a t the reading teachers believed th e ir im pact on ch ild ren ’s 

progress should supersede any other function o f th e ir role.

A lthough a premise o f site-based management is th a t stakeholders 

a t each site know w hat is best fo r students, th is  may not always be the 

case w ith  how reading specialists are used in  the schools. It would be 

beneficial fo r CCSD to design guidelines fo r the role o f RIP teachers, as
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some o f the participants requested. For example, the guidelines m ight 

include an exact description o f responsibilities, outside o f the d irect 

teaching o f reading to children tha t would be appropriate fo r reading 

specialists. These additional responsibilities m ight include the role o f a 

school-based reading consultant who works w ith  the many new 

classroom teachers hired each year.

I f  CCSD adm inistrators decide to make changes in  the role o f 

reading specialists, however, some resistance from  RIP teachers may 

resu lt i f  appropriate inservice in s tru ction  is  no t provided fo r the reading 

teachers. For the m ost part, the reading specialists were happy w ith  th e ir 

present roles as p u ll-o u t teachers and the m in im al am ount o f 

in teractions they had w ith  classroom teachers. Any changes in  the 

in teractions between reading and classroom teachers requires an 

acknowledgement o f the changes in  the social structu re  o f the school 

context and w ill take tim e to be implemented.

W hile guidelines may be help fu l to c la rify  how reading teachers are 

used in  schools, there was no ind ication from  the partic ipan ts' interviews 

th a t they were seeking more structure to th e ir in s tru ction a l programs. 

Because these reading teachers are w ell educated and function 

somewhat autonom ously in  th e ir schools, any form  o f mandated program 

would be m et w ith  great resistance. Even the w idely used Project LIFE 

fram ework is  often m odified to meet the needs o f the ch ild ren in  a 

p a rticu la r school and to f it  the beliefs o f the reading teachers themselves.
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Considering the wide use o f Project Life throughout the d is tric t, a 

question th a t CCSD m ight inqu ire  o f its  tra iners is whether or not 

enough theory is included in  the Project LIFE tra in ing  course. Noting its  

wide use and the m odifications th a t are made to the recommended 

lesson outline, a question th a t arises is if  the reading teachers are using 

Project LIFE as a fram ework w ith ou t understanding the theory behind its  

components.

This leads to another question th a t was unanswered by th is  study. 

It was true th a t a large percentage o f the reading specialists had the 

highest reading endorsement on th e ir Nevada teaching licenses. It was 

also true  th a t the reading specialists had many years o f teaching 

experience. This leads to the question o f how long it  has been since the 

reading specialists took a reading theory course.

A suggestion in  regards to coursework fo r CCSD RIP teachers 

comes from  the data tha t showed the reading specialists often 

m entioning the ris ing  num ber o f English Language Learners in  th e ir 

programs and the need to provide more oral language and different 

strategies fo r them. Perhaps, a ll CCSD reading specialists should have 

tra in in g  in  w orking w ith  English Language Learners; and a requirem ent 

fo r the position should be to have a TEÎSL (Teaching English as a Second 

Language) endorsement on th e ir Nevada teaching licenses.

F ina lly, the results o f th is  study suggest fu rthe r research in to  the 

role o f the reading specialists and th e ir instructiona l practices. Is there a
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direct relationship between rem edial reading instruction  emd reading 

achievement? How can reading specialists be best u tilized  in  a school 

setting to maxim ize reading achievement? W hat are ways to enhance the 

relationships between the reading specialists and the classroom 

teachers?
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Dear RIP Teacher...Greetings to you.
My name is  D ottle Kulesza. and I’m  a RIP teacher, too.

My home school is Paradise on the campus o f UNLV.
I teach second and th ird  grade reading, w hich is m y cup o f tea.

I’ve recently been granted perm ission by CCSD
To request your answers to the survey, enclosed, as you w ill see.

Please look over the reading specia list questionnaire.
And f ill it  ou t when you have tw enty m inutes to spare.

The reason I’m asking for th is  in form ation 
Is th a t it  is  the topic o f my dissertation.

The purpose o f th is  research is crystal clear, not muddy.
It’s en titled  "The Role o f the Reading Specialist: A Descriptive Study."

W ithout data from  you. th is  project w ill not survive.
Please do it  now. don’t w ait, re tu rn  it  by May five.

Enclosed you w ill find  the re tu rn  envelope;
I’l l  be aw aiting yours w ith  an abundance o f hope.

Thank you. thank you. thank you so much.
I f  you w ant the results. leave your name, keep in  touch.
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Reading Sperâlât Queslioiaiiire School*
Tlie piepoM of this qnM nm ira is to cxploR die role of raadiag ip td ilitt. Your rMpaaM « ill be ka(( oanSdmid. An Maaam 10 
dw roewdw win dwtk yew *h o o la i*b ir6r*epuipe*efaetiBgpirtie ifeiian only. OaoedwBuate h»  been checked tgw isi 
eeweier list, die emdsimt win remoeeiL ShcwOiteiaHpiaaewBBHtabeaidoBdMcaaacuineetdcriBiAkh te iw a y s a n  
prooeaed. Ih e rrw rd iw waifietieceweMiy newtin n e eewkh^ewhoalB— bersdUiatea. The ieemerch*win act know the 
idn ititirio fd ie re y d H iU B til the aarey date oelleainBeadielyw i phase oftheaudyhM bow ccaipleMd. A fiaal report w fll be 
aadeaiaiiaiaeRIPteadiermoatina. lfyoahaeeaaygiiaatioBs.plMsecaataaaie. Donie Kidaaa. E-aiafl: kwkesed@neiieda.odu

Part 1 - School Dcaiographica

Position: RIP Teacher TMe I  Reading Teacher
School: Year-round Nine Month
Extended contract: Yes No
Number ofteading teachers it  your site: ____
Grade levels you service:___ K ____ I ___2 ___ 3 ____ 4

Other

Part 2 - Personal Data

Year graduated from college:____
Total number o f years teaching:_____
Number ofyears as a reading specialist:_____
Educational level (Le. Masters phis 16):_______________________________
Currently working on an additional degree or endoiseung:_________________________
Membership m professional organiattiona: IRA  Silver State Reading Assoc. Other________
Nevada Slate Department of Education reading endorsemerd on your Bceose:
 #391-295 Reading Endorsement

(A bachelor’s degree, a teaching lioenae and 16 semester hours of literacy credits)
 #391-290 Readmg Specialist Endorsement

(A master’s degree, 3 years teaching experience, a teachmg license, and 16 semester hours o f 
Gteracy credits that mchide research m reading and clinical practioe m remedying probkma) 

No readmg endorsement at thb tune.

Part 3 • laatraetieaal Modela

Time
Time spent teaching reading to students: (Total should equal 100% ) ____
Time spent working with students: (Total should equal 100% )
 % small group ____ % ndividual studerrts ____ % whole class

% pull-out % invite-in

Sine of Groups
Circle any or aU of the numbers below that ssliratc the size of remedial groups that you schedule. 

I 2 3 4 5 6 7 9 9 10 11+

Programs
Indicate the extent to which you use the following programs:

Project LIFE: 
Project STARS: 
Other;________

sometimes
.always
.always

never
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Part 4 • IntractioM l Pnctien 

Stratcgia
PleaK check the BBlnictioaal ptaetioes that you use to teach leadkig to childien.

_DRA (Duected Reading Activity)

book walks 
chotalreadim
LEA (Language Experience Approach)
M airin j W im fa n r  U il r â iy  B ig  W nnfa

Readenf Theatre 
__ieader response 

Venn diagrams
 Â specific phonics program-Title:____

Computer software - Title(s):_______
Other, please hsL________________

 DRTA (Directed Reading Thinking Activity)
concent webs 
echo reading 
reneated readmg
Words Their Wav word study activities 
retellings
giaohic organizers 
K-W-L
manipulatives (Le. magnetic letters, etc.)

Please list the assessroerninstrumems you use most ftequently.

Documentation:
How do you document student growth?

With whom do you share this documentation?

Part 5 - Rcspouaibllitits

Please indicate which of the following responsibiBties ate part of your role at your she.
school test coordinator TerraNova______CBAPs Other________
test administrator TerraNova

TerraNova.test proctor
CBAPs
CBAPs

.O ther.
Other

dutv fnlavgrouod. lunchroom, bus, etc.1 Indicate amount of time morm month: hours muartes
substitute teacher- Indicate number oftimes this year___
sta f development - Extern of mvolvement:.
ouasi-adiiiiiiHtrative duties (Le. schedulinĝ  Please Est:.

Support for parents/fionflies: parent institutes parent conferenecs newsletters
other- PkaseEst:________________________________

Support for teachers: demonstration lessons mamteoanceofa central reading room
assessment of students  one-on-one assistance

Resource materials: journal articles 
lessons .other (Please note):.

.strategies

Overafi Time-Please rank order the following iterm by amount oftime spent on each. Rank onhr those ketrn 
thst comprise your role as a reading specisHst Consider #1 the highest amoum of time spent.
__support for teachen pull-out renmdial instruction invite-in remedial instruction

test coordinator duties ouasi-adniiiiisrrative duties reading mstruction, not remedial
duties (playground, etc.) substitute teaching instrtictioo. other than language arts
other, pkane note  other, please note other, please note
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Put i • PwccptioM
I. WhUdoyoupeeehieMihe|*i«ryreMonfcrreeliiBdiffiEHliesiBdieelifldreawho*eiefenBdtoyou 
fwservioo?

2. How do you peicetve yow impact 00 daUren?

3. WhatdoyoubeBwoafaooUbeyourptoimtyietpongiMky?

4. In what way<s) is your pRsentiole not meetmg yaw bdiBfl[s)u staled above?

Please add aqr conmeins, oofKons, etc.
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P ut s • VohMtMT f ir  latenrinr

If  you wouU fike to vohmleer to putk^Mle ÎD •  one-oiMne mieiview wüh the itseafciier, with the posUity 
of •  fi>Dow-up on-ste obacnntioii u  you perfiinn your duties, please sign bebw.

Name:_______________________________

School:
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READING SPECIAUST SURVEY RESULTS
SCHOOL DEMOGRAPHICS:

FOSmON/SCHOOL: GRADE LEVELS SERVICED: AMOUNT OF GRADE LEVELS
# % SERVICED BY TEACHERS;

RmdbgSpedmlW 73 MK # %
0% lOndergarten 5 8% Servictag... 8 %

Other 4 9% R m 52 88% One Grade 5 8%
Second 88 88% Two Grades 25 32%

Nhw Month 37 48% Ih M 48 82% Three Grades 29 38%
Yar-Round 37 48% Fourth 29 38% Four Grades 9 12%

Fifth 17 22% Five Grades 5 8%
EXTENDED CXTbmiACr: # Six Grades or More 3 4%

Y a 34
No 38

PERSONAL DATA:
YEARS

YEAR GRADUATED: • % TEARS TEACHING: • % READING SFECOAUST 8 %

106M 4 3 4% 1-4 4 5% 14 42 55%
198540 0 12% 5 9 12 18% 58 12 18%
1970-74 18 23% 10-14 13 17% 1514 14 18%
1975-70 11 14% 1519 7 9% 1519 3 4%
195084 11 14% 2024 19 25% 2024 4 5%
195580 7 9% 2529 13 17% 2530 1 1%
109094 13 17% 30-34 8 8%
199580 4 S% 3540 3 4%

YRS AT CURRENT SHE: # % AVERAGE YEARS: EDUCATION LEVEL: 8 %
1-2 23 30%
3 4  18 23% Teaching 19 BA /B S. 8 10%
58  8 10% Masters 8 10%
7 8  9 12% Reading Specialist 7 Masters *  16 8 8%

9-10 11 14% Mssters*32 58 71%
10* 7 9% At Current School 8

MEMBERSHIFS • NEVADA STATE DEPARTMENT OF EDUCATION
READING ENDORSEMENT ON UCENSE:

Intem itional Reading Asaoc. 40 8 %
saver Stale Reading Amoc 44 Reading Endonement 8391-285 23 29%

Other 11 Reading Specialist Endorsement 091-290 54 89%
Norte 1 1%
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INSTRUCnONAL MODEL5:

TIME SPENT: GROUP SEE: # % PROGRAMS:
1 18 24% # %

PUftout M% 2 11 15% Ao)ectLIFE
invtte-in 6% 3 18 21% Always 39 55%

4 33 44% Somethma 25 36%
5 49 88% Never 7 10%
8 42 58%

SmaU Group 8M 7 20 27%
Individual Shiden 8% 8 17 23% Pnyect STARS

Whobdaaa 8% 9 4 5% Always 15 28%
10 5 7% Somethnes 24 42%

11* 4 5% Never 18 32%

INSTRUCTIONAL PRACTICES:

STRATEGIES: •  %

Choral Raadh^ 88 90% DRTA 47 81% Reader Rcsponee 32 42%
Relaühv »7 87% Echo Reading 44 57% VmnDIaÿama 32 42%

Manipuladvea 88 88% K-W-L 44 57% Concept Weha 27 38%
Repaated Readli« 80 78% M alritie W n rH a 42 58% Readers'Theatre 25 32%
Word» Thrir Wav 99 77% Graphic Organizer 42 58% Hionics 25 32%

Book Walks 57 74% Prediction Wete 41 53% Software 24 31%
Directed Reading Aedvily S3 88% LEA 35 48% Other Strategies 18 21%

ADDmONAL RESPONSIBIUnES:

STANDARD TESTING: •  % SUBSTITUTE TEACHING: PARENT SUPPORT: # %
• % Parent hndtutes 7 9%

PMtidpation bi 47 81% Yes 53 89% Parent Confcrences 40 52%
No 24 31% Newsletters 10 13%

Other 15 19%
STAFF DEVELOPMENT: NUMBER OF TIMES PER YR:

• %
Participation bi 53 88% One 8 11% TEACHER SUPPORT: # %

Two 5 9% Demonstration Leseons 38 47%
QUASI. Three 8 15% Cattral Reeding Room 40 52%

ADMINSTRATION: Four 4 8% Student Aasesamente 84 83%
Five 10 19% Aieon-one Assistance 95 71%

Participation b> 23 30% Six 4 8%
Eight 5 9%

Ten 8 11% RESOURCE MATERIAL: « %
DUTY: Eleven 1 2% journal Articles 31 40%

His. Mins. Fifteen 1 2% Aaeeaamerd Instrumoits 50 88%
Average Per Month 9 98 T w otjr 2 4% Strategies 56 71%

Twenty Five 1 2% Irsenne 30 39%
O ths 12 18%
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Interview  Protocol 

Date:____________  Tim e:.

Interview er:.
Interviewee:.

Reminder: The purpose o f th is  interview  is to explore the role o f reading 
specialists.

Question One:
How would you describe a typica l workday?

Question Two:
W hat in teractions w ith  adm inistration have influenced you in  defining 
and m odifying you r role?

Question Three:
W hat in teractions w ith  s ta ff members have influenced you in  defining 
and m odifying your role?

Question Four:
W hat in teractions w ith  students have influenced you in  defining and 
m odifying your role?

Open-ended questions.
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Data Management 

Survey

The questionnaire was designed to describe the answers provided 

by a ll o f the respondents (Newman &  McNeil, 1998). The most common 

displays o f survey data are frequency d is trib u tio n  tables, charts, or 

graphs (Rea &  Parker, 1997). These presentations indicate the frequency 

o f responses to the survey questions. The W isconsin State Reading 

Association (WSRA) Reading Specialists Committee (1998) calculated 

averages from  th e ir survey results. Their report stated. T he average' can 

be used to derive conclusions about how the typica l reading specialist 

spends her o r h is tim e" (p. 360). Some o f the questions on my survey 

instrum ent le n t themselves to calculation o f averages as well.

To establish the in itia l database, fo r survey data th a t len t its e lf to 

num erical calculations, the M icrosoft program  Access was used. The 

Access program allowed fo r the survey questions to be displayed, as each 

questionnaire was entered. I t  also moved back to the firs t cell o f the next 

line  o f entry, once each questionnaire was entered. When the data from  

the 77 returned questionnaires was entered in  the Access database, the 

data was exported to a M icrosoft Excel data worksheet. The data was 

then m anipulated to show sums and percentages. This inform ation was 

used to develop a th ird  spreadsheet to fu rth e r assist in  anafyzing the 

data. Some o f the survey questions were not entered in  the database;
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these were questions to w hich there could be a variety o f d ifferent 

answers. An example o f th is  type o f question was the one th a t asked the 

respondents to lis t assessment instrum ents.

Responses to the questions, th a t had a variety o f d iffe ren t answers, 

were recorded in  M icrosoft W ord. F irst, the num ber o f each questionnaire 

was recorded, followed by the respondent’s answer. The answers to each 

question were recorded in  a separate word processing file . For some o f 

the questions, fo r example, one th a t asked what assessment instrum ents 

were used (Appendix I), the answers could be listed and categorized by 

title  and then ta llied . Percentages could then be calculated by d ivid ing 

the to ta l fo r a pa rticu la r answer by the to ta l num ber o f responses. From 

the ta llied  data, frequency d is tribu tion s could then be used to d isp lay the 

results in  graphs, tables, o r charts.

For the open-ended questions on the instrum ent, fo r example, one 

th a t asked how the respondent perceived her im pact on children, 

separate files were also created by word processor. Answers from  each 

respondent were recorded and numbered w ith  the respondent’s assigned 

num ber.

Technicalities and procedures fo r organizing qualita tive data vary 

fo r d iffe rent people (Patton, 1987). Since qualitative data analysis is  a 

creative process, and people manage th e ir creativity in  d iffe ren t ways, I 

developed my own ind iv idua l process fo r managing the data. I read and 

reread the answers to the open-ended questions, and then color coded
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term s th a t were reoccurring throughout the responses. From th a t po in t, 

a domain analysis was used to fu rth e r in te rp re t the data.

The domain analysis approach fo r analyzing qualita tive data 

considers a cu ltu ra l dom ain as a category o f cu ltu ra l m eaning th a t 

includes other sm aller categories (Spradley, 1980). There are three basic 

elements o f domains as cu ltu ra l categories: cover term , included term s, 

and sem antic re lationship. For example, fo r the survey question th a t 

asked about assessment instrum ents, assessment would be the cover 

term . Some included term s would be: graded word lis t, in form al reading 

inventory, and runn ing records. The th ird  element o f a dom ain analysis 

is the semantic re lationship. For th is  domain, the semantic re lationsh ip 

was X is  a kind o f v . fo r example, runn ing records is a k ind  o f 

assessment. Domain analyses were used to establish categories and 

relationships throughout the responses to the open-ended questions on 

the questionnaire.

Interviews

To emalyze the qualita tive data from  the interview s and 

observations, the firs t step was to organize the data and make sure th a t 

it  was a ll there (Patton, 1987). The data was checked fo r com pletion and 

quality, fo r example, m aking sure th a t a ll fie ld  notes were fin ished and 

th a t there weren't any large gaps in  the collected data. Next, two 

complete copies o f the data were made. This provided a copy fo r 

safekeeping and a copy w ith  w hich to work.
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My process fo r analyzing the interview  data began by recording the 

in form ation as soon a fte r the interview  took place, as was possible. I 

used the notes taken during the interviews, along w ith  additional 

comments and in form ation th a t I remembered, to make as complete a 

report as possible. Each o f the reports was word processed in  the same 

form at. The interviewee's assigned num ber and name were a t the top o f 

the page. Next, the fo u r questions asked o f each interviewee were labeled 

and stated, each in  a d iffe ren t color font. A record o f the interviewee's 

responses, recorded in  black fon t, followed each question. The rem ainder 

o f the interview  report consisted o f additional questions th a t had been 

garnered from  each interviewee's questionnaire. These were stated in  a 

fifth  color fon t and labeled as Questions from  the survev. The questions 

th a t arose from  respondents’ questionnaires were véuled. Some questions 

came from  incom plete in form ation, discrepancies between responses, 

unclear responses, o r un fam ilia r terms. For example, an interviewee had 

noted on her questionnaire th a t she used a learning m odalities test fo r 

assessment. When I interviewed her, I asked fo r more in form ation 

includ ing the publisher o f the test and how she used the in form ation she 

received from  adm inistering it. Another respondent indicated on her 

questionnaire th a t she provided dem onstration lessons fo r teachers. 

When I interviewed her, I asked if  she went in to  the teachers' classrooms 

fo r the dem onstrations o r i f  the teachers came to her room.
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When a ll o f the interviews were completed and recorded, I took the 

next step in  my analysis o f data. I created an ind iv idua l report fo r each o f 

the orig ina l fou r questions asked o f each interviewee. I began the report 

by sta ting the question, fo r example. Question One: How would vou 

describe a tvp ica l workdav. Next, going in  consecutive order by number, I 

typed an interviewee’s number. Then I opened th a t interviewee's report, 

copied the response, and pasted it  in to  the report fo r tha t interview  

question. I repeated th is  process for each interviewee, and I repeated it  

fo r each o f the fou r preplanned questions.

My in itia l step in  the qualitative analysis o f the interview  data was 

to read a ll o f the data I had collected (Maxwell, 1996). There is no set 

form ula fo r analyzing qualitative data, because it  is  a creative process 

w ith  no one rig h t way to go about it  (Patton, 1987). To begin the 

phenomenological data analysis, I had to try  to bracket any 

presuppositions th a t I had about the study (M arshall &  Rossman. 1995). 

A lthough I had to acknowledge my biases, I also had to set them aside as 

m uch as possible. D uring th is  phase, I divided the data in to  statements 

and clustered them  in to  themes (Creswell, 1998; M arshall &  Rossman, 

1995). In  th is  in itia l stage I color coded using h igh lighting  markers. As I 

read and reread the responses to the questions, I began h igh lighting 

s im ila r term s o r responses. Then 1 went back through each report 

grouping the color-coded responses in to  clusters. I continued data 

reduction through the use o f recursive rounds o f considering and

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.



159

in te rpre ting  the transcrip ts (Huberman &  M iles, 1984); I searched fo r 

global themes, identified  categories th a t belonged to them , and then cited 

examples tha t supported the categories.

Using the themes and categories th a t had been I identified, I 

investigated the data fu rth e r using dom ain analyses followed by 

taxonom ic analyses. A taxonom y is a set o f categories arranged on the 

basis o f a single sem antic re lationship. The way in  which it  d iffers from  a 

cu ltu ra l domain is  th a t it  dem onstrates more o f the relationships among 

the things inside the dom ain (Spradley, 1980). For example, a cu ltu ra l 

dom ain could be organized on the basis o f what a reading specia list does 

on a typ ica l day. Some o f the possible categories would be: meetings 

before school, p u ll-o u t reading groups, student assessment, com puter 

m aintenance, and duty. A taxonom ic analysis would search fo r 

s im ila rities based on the same relationship. For the categories o f a 

typ ica l day, they could be grouped by those tha t are d irectly related to 

teaching reading and those th a t are not.

Observations

The data analysis strategies used w ith  the on-site observation data 

were s im ila r to those used w ith  the interview  data. F irst, a report was 

generated o f the tim es, activities, m aterials, and interactions documented 

in  the fie ld  notes. Next, data reduction was accomplished through 

recursive cycles o f reading and in te rpre ting  data firom the reports 

(Huberman &  M iles, 1984). The data fi*om the on-site observations was
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used fo r triangu la tion  purposes. The transcrip ts docum enting the actions 

o f the partic ipan ts were compared to the responses the participants gave 

on th e ir questionnaires and In  th e ir interviews
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