
                                                                    

 
 
 

 
 

 

 

 

 

 

Increasing Reading Volume and Motivation 
Using Independent Reading in the High School English Classroom 

by 
Stephanie Sandrin-Beam 

August 2020 
 
 
 
 
 

Master’s Project 
Submitted to the College of Education 

At Grand Valley State University 
In partial fulfillment of the 

Degree of Master of Education 
 

 

 

 



                                                                    

 
 
i 

 
 

 
Abstract 

The National Endowment for the Arts (2007) published a report which found that early 

adolescents and young adults read less and their motivation to read is lower when compared with 

other age groups. As recent as 2016, a third of American teenagers reported not having read a 

book for pleasure in at least a year (Twenge et al., 2019). According to American College 

Testing (2010), only one-third of high school graduates are ready for college-level reading. 

What’s more, 93% of employers believe that critical thinking and clear communication skills are 

necessary qualities for today’s workforce (Halt Research Associates, 2014). Reading 

expectations in college and literacy skills needed for the workforce are key concerns when 

deciding what steps must be taken to help increase reading volume and motivation in order to 

help raise academic achievement. This project involves providing teachers with in-service 

training on why and how to implement an independent reading program that supports student 

motivation and reading volume in high school. By offering this in-service training to teachers, 

students will benefit by having the opportunity to read a wide-range of high-interest texts, which 

has been shown to increase motivation and proficiency (Walker, 2013). 
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Chapter One: Introduction 

Problem Statement 

The National Endowment for the Arts (2007) found that early adolescents and young 

adults read less and their motivation to read is lower when compared with other age groups. In 

2016, a third of American teenagers reported not having read a book for pleasure in at least a 

year while only 16% of 12th graders read a book or magazine every day (Twenge et al., 2019).  

Reading proficiency among high school students is also problematic. In 2015, the NAEP 

reported that 66% of students entering high school (ninth grade) and 63% of high school seniors 

were reading at or below “proficiency” level (“proficiency” defined by the NAEP as “solid 

academic performance”), meaning that almost 40% of students were unable to demonstrate full 

competency in understanding challenging, grade-level material. What’s more, although 4th grade 

and 8th grade reading scores have improved since 1992, 12th grade scores have continued to 

decline (NAEP, 2015).  

Furthermore, studies have shown that a steep decline in motivation occurs in middle 

school and continues with every school year (McKenna et al., 2012; Kelley & Decker, 2009 ). 

Motivation is a key component to reading engagement and proficiency: students who are not 

motivated won’t make the most of any reading instruction (Kamil, 2003). 

This decrease in reading volume and motivation is a problem because research has 

consistently demonstrated that a correlation exists between time spent reading and academic 

achievement (Allington, 2014). Furthermore, as student reading proficiency declines, workforce 

demands for more complex literacy skills such as critical thinking are growing  
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(Cuevas et al., 2014). As a result, something must be done to help adolescent readers prepare to 

meet the potential demands of their future adult lives. 

Importance and Rationale of the Project 

According to American College Testing (2010) and the NAEP (2015), only one third of 

high school graduates are ready for college-level reading. In 2010, 1.7 million college freshmen 

had to take remedial literacy courses for no credit (National Center for Education Statistics, 

2010). Reading expectations in college and literacy skills needed for the workforce are key 

concerns when deciding what steps must be taken to help increase reading volume and 

motivation in order to help increase student academic achievement. 

One of the potential reasons why students aren’t meeting college-level reading demands 

is because they don’t have enough practice with long-form reading expected of college students.  

With only 16% of 12th graders who read a book or magazine every day and a third of American 

teenagers who have not read a book for pleasure in at least a year, many students are not 

developing the necessary stamina and fluency required in higher education (Twenge et al., 2019). 

What’s more, students are engaged in a different kind of reading behavior. According to Twenge 

et al. (2019) the average 12th grader in 2016 spent an average of six hours a day online, texting 

and engaging on various social media platforms; what’s more, 82% of 12th graders visited social 

media platforms almost every day in that same year. Online reading behavior does not replace 

long-form reading and as a result students have less experience with college reading demands. 

Twenge (2018) makes the case that when students spend time reading in spurts, scrolling through 

social media platforms it makes reading an 800-page textbook challenging (as cited in Anderson, 

2018). The National Public Radio (2007) found that deeper reading is not as likely to occur when 

engaged in internet reading: “Internet reading produces shallower reading than book reading. 
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When reading the Internet materials, there is more emphasis on reading headlines and blurbs” (as 

cited in Gallagher, 2009, p. 112). Since many high school students seem to be gravitating 

towards these shallower forms of reading outside of school, they need ample time and practice in 

school to read long-form texts so that they can hopefully extend this practice at home. 

College readiness is not the only issue facing a generation of students who read less. 

Workforce expectations are different than they were even a decade ago due to an ever-changing 

economy. According to the McKinsey Global Institute’s 2012 report, the global economy could 

potentially see a surplus of 90 million to 95 million low-skill workers (those without college 

training in advanced economies) and a shortage of around 38 to 40 million high-skill workers 

(college or postgraduate degrees) by 2020 (Dobbs et al., 2002). What’s more, a 2017 

CareerBuilder survey revealed that 41% of employers hired college-educated employees for jobs 

that had previously only required a high school degree, up from 37% from the previous year; and 

61% of hiring managers disclosed that they increased the education requirements because the 

continual advances in technology demanded more educated employees with advanced skills. The 

demand for a postsecondary education and advanced training is growing and thus preparing 

students for workforce demands is important when considering effective secondary instructional 

practices. Students who fall behind in literacy will have a harder time finding work in an 

economy that demands higher levels of education. 

Minimal literacy skills have been linked to both poverty and crime. There is a strong 

correlation between illiteracy and poverty, which has been well documented. According to the 

National Institute for Literacy, 43% of adults with lowest literacy levels live in poverty and 70% 

of adults living on welfare have low literacy levels (as cited in Rea, 2012). When looking at the 

impact of illiteracy on crime, the National Center for Adult Literacy (NCAL) (2007) found that 
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70% of American prison inmates cannot read above a 4th grade level; what’s more, according to 

The National Center for Education Statistics (2016), inmates who learn to read while in prison 

show only a 16% probability of returning to prison while inmates who remain illiterate are 70% 

more likely to return to prison (as cited in Clanton Harpine, 2019). More shocking still is the 

2007 NCAL report that claims that 85% of adolescents and youth in the juvenile court system are 

“functionally illiterate,” unable to cope with most job requirements and many day-to-day 

situations (as cited in Clanton Harpine, 2019).  

Being an informed “expert citizen,” according to Robert J. Sternberg, former president of 

the American Psychological Association, is crucial to participating in a democratic society: 

“active and engaged citizens must be creatively flexible, responding to rapid changes in the 

environment; able to think critically about what they are told in the media [...] able to execute 

their ideas and persuade others of their value; and, most of all, able to use their knowledge 

wisely [...]” (as cited in Gallagher, 2009, p.13). An informed citizen is one who can ultimately 

advocate for himself and others. 

In the end, early and elementary literacy are important and have been the focus of many 

school reforms and policies nationwide. However, high school is a critical opportunity to help 

students master the necessary literacy skills needed for future success and well-being. In 

particular, greater attention must be paid to providing the best learning environment to help 

increase reading motivation and volume. 

Background 

 There is growing concern that high school students are spending less and less time 

reading either at school or at home (Cuevas et al., 2014). High school students “read less often 

and for shorter amounts of time when compared with other age groups and with Americans of 
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the past” (Walker, 2013, p. 185). In 2016, a study looking at the reading practices of 9.9 million 

students over the course of the 2015-2016 school year reported that 54% of students read less 

than 15 minutes a day with only 18% of students reading more than 30 minutes every day; these 

numbers are problematic because between 10-15 minutes of daily reading has been shown to be 

the minimum required for students before they can see gains in reading (Gallagher & Kittle, 

2018; Renaissance Learning 2016), and more than half of students don’t meet the mark 

(Renaissance Learning 2016). This comes as national and international universities and 

businesses have begun to observe that students leaving American high schools struggle to 

comprehend sophisticated texts and engage in complex literacy; there is also a growing demand 

for more sophisticated literacy skills from employers (Cuevas et al., 2014).  According to Halt 

Research Associates (2014), 93% of employers agree and 59% strongly agree that critical 

thinking, clear communication, and complex problem solving are more important than the actual 

students’ university degree.  

What can prepare future employees for meeting the demands of the workforce? To read 

widely and well. A benefit of reading widely is building/expanding students’ background and 

contextual knowledge. Maryanne Wolf (2018) makes the case for the Matthew-Emerson Effect in 

Reader Come Home: The Reading Brain in the Digital World: “[...] those who have read widely 

and well will have many resources to apply to what they read; those who do not will have less to 

bring, which in turn, gives them less basis for inference, deduction, and analogical thought and 

makes them ripe for falling prey to unadjudicated information [...]” (p.109). In other words, those 

who don’t engage in a variety of reading miss out on developing the critical thinking skills that 

so many employers deem important for professional contribution. More than that, students miss 

out on developing “cultural literacy” needed to participate in democratic life (Gallagher, 2009). 
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 Before preparing students for the workforce, high school teachers worry about making 

sure their students can meet the demands of college. A student’s ability to handle voluminous 

reading is crucial. Students can expect to read between 100-600 pages a week, depending on 

their program (Kittle, 2013). Even at the low end of 100 pages a week, this is a tall order for 

students who rarely read. If students don’t read, they don’t have the stamina to deal with volume. 

The History of Independent Reading 

In light of this growing concern over the fact that students are reading less and are less 

motivated to read by the time they reach high school, independent reading programs in all their 

various incarnations (i.e. Sustained Silent Reading (SSR), Drop Everything And Read (DEAR), 

Free Voluntary Reading (FVR), and Scaffold Silent Reading (ScSR)) have long been supported 

for promoting reading volume, motivation, and academic achievement; however, since the 2001 

No Child Left Behind Act, secondary school teachers and administrators have been 

concentrating on assessing students’ ability to read and comprehend what they read (Fisher, 

2004). Only 36% of teachers say they can make time for independent reading every day 

(Scholastic, 2016). With pressure to meet certain performance standards from high-stakes 

standardized tests, few students are given time to read independently.  

Before addressing the consequences of standardized testing on students’ ability and 

motivation to read, it’s important to look more closely at why independent reading fell out of 

favour with many schools and districts twenty years ago.  

A controversial publication in 2000 from the National Institute of Child Health and 

Human Development, claimed that no evidence existed to support the implementation of an 

independent reading program (Fisher, 2004). Correlational evidence was available to 

demonstrate reading volume and student achievement, but no convincing causational evidence 
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existed. As a result, many schools questioned their practice and some abandoned it altogether. 

However, it’s important to mention that the 14 studies that were analyzed promoted an 

independent reading program without teacher intervention; students read freely with little to no 

guidance from the teacher. When students aren’t properly guided and given little to no scaffolds, 

it’s easy to see why “DEAR” time came to be known by some as “Drop Everything and Find 

Waldo”: some students were busy finding Waldo instead of engaging in deep reading (Miller & 

Moss, 2013). Teachers need to play a more active role when it comes to helping students select 

books as well as finding motivating and effective ways to provide necessary instructional 

scaffolds. 

However, some studies have shown that even independent reading without support can 

yield some benefit. A six-month study published in 2004 by Wu and Jay Samuels in response to 

the Reading Panel’s report showed that by giving students more time to read, poor readers in 

particular were able to improve their ability to recognize words and their vocabulary. However, 

in the last twelve years, more experimental studies have been conducted to assess and support a 

more causational relationship between a scaffolded silent reading approach and student 

achievement (Morgan & Wagner, 2013). Walker (2013) and Reutzel et al. (2008) demonstrated 

that in-school Scaffolded Silent Reading (ScSR) “led to gains that were better than national 

averages in reading rates and a 43 percent average increase in the proportion of ideas recalled, 

representing a substantial increase in comprehension over the school year” (as cited in Miller & 

Moss, 2013, p. 13). So independent reading with teacher guidance and effective instructional 

scaffolds has been shown to increase reading volume and comprehension.  
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Independent Reading, Motivation, and Instruction  

Time spent reading freely has also been linked to improved reading skills and attitudes 

towards reading: Ivey and Broaddus (2001) observed that independent reading time was 

important for students in middle school; 63% of the 1,765 middle school students they surveyed 

indicated that independent reading time was their favorite activity in class (as cited in Fisher, 

2004). 

Furthermore, in Scholastic’s Kids and Family Reading Report (2019), 89% of students 

said that their favorite books were the ones they chose themselves and 88% reported that they are 

more apt to finish a book if they were the ones to choose it. This may seem like an obvious 

statement, but choice cannot be underestimated or undervalued. If only 36% percent of K-12 

teachers make time for independent, choice reading, most students aren’t being given the 

opportunity to develop and invest in their own reading interests. Providing students with the 

opportunity to engage in choice reading is likely to increase motivation. When kids choose, they 

read. Self-determination is important when it comes to sustaining motivation. 

When looking at the current decrease of reading volume and motivation among high 

school students, it’s important to consider the instructional practices within the classroom. Most 

high school English classes often emphasize whole-class text studies where texts are chosen for 

students rather than by them (Guthrie & Wigfield, 2000). Many high school English classrooms 

also emphasize the teaching of canonical texts rather than on particular ways of thinking about 

texts (Bomer, 2011).  

Much has been written about the importance of implementing independent reading in 

elementary schools as a way of helping younger students develop a love of reading. In middle 

school, independent reading programs often get implemented as a way of curtailing the “middle 
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school drop” where leisure reading sees a significant decrease (International Reading 

Association, 2014). By the time students reach high school, the perception of some critics is that 

independent reading is a waste of time, especially due to the time restrictions and curriculum 

demands of a secondary English classroom (Maguiness, 1999; Seow, 1999). However, much of 

the criticism comes from the fact that independent reading in the past has lacked the necessary 

guidance and scaffolding to get traction. In the end, students are clearly not reading as much as 

they should be and the kind of reading they are doing is not nearly enough to prepare them for 

college and the ever-changing workforce. It’s important to consider a revised independent 

reading framework that will provide students with the necessary motivation to increase their 

reading volume. 

Statement of Purpose 

As previously mentioned, the purpose of this project is to support high school English 

teachers in the implementation of a scaffolded independent reading program. This project will 

develop in-service training materials (slides, handouts, surveys) to help promote the benefits of 

independent reading and to help support English teachers and administrators with 

implementation at the high school level. Both participating teachers and students will be given 

pre and post assessment surveys to determine the success of the in-training workshops and the 

implementation outcomes of the program itself (i.e. Are students reading more? Are they more 

engaged? etc.) 

By offering this in-service training to teachers, students will benefit by having the 

opportunity to read a wide-range of high-interest texts, which has been shown to increase 

motivation, proficiency, and academic success (Walker, 2013).  
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Objectives 

 This project has two main aims: 

● To provide high school students with a data-rich and evidence-based independent reading 

program that helps them increase their reading volume and motivation. 

○ Objective: Students will increase their reading volume and motivation. 

 This objective will be measured by using student pre and post assessment surveys. 

● To provide teachers with quality in-service training that conveys the importance of 

independent reading in high school and supports the implementation of it. 

○ Objective: Teachers will successfully implement an independent reading program 

in the classroom.  

 This objective will be measured by using teacher pre and post assessment surveys.  

Definition of Terms 

Academic achievement: Results that are related to summative assessment or end-of-year exams. 

Fluency: Oral or silent reading that is of appropriate rate and expression. It relies on automaticity 

in word recognition and prosody (expression). 

Independent Reading/Free Reading: A broad umbrella term often used to encompass a variety of 

approaches which promote voluntary reading, text choice, reading with either plenty or minimal 

to no support from the teacher, and with or without an assessment/accountability component.  

Independent Silent Reading (ISR): More content-oriented reading than the traditional SSR 

approach. Material is often chosen and assigned by the teacher to supplement a broader thematic 

unit and curriculum (Cuevas et al., 2014). 

Reading Stamina: The amount of time that a student can focus and concentrate when reading. 
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Reading Volume: The amount of time spent and amount of reading done by a student.. It can also 

include a wide-range of reading (i.e. different genres, text types) done by the student. 

Scaffolded Silent Reading (ScSR): Independent reading model that provides students with the 

necessary support, guidance, structure, accountability, and monitoring to develop an effective 

silent reading practice (Walker, 2013). 

Sustained Silent Reading (SSR): A free reading period in class where students choose what they 

want to read, traditionally with no assessment or feedback from the teacher.  

Uninterrupted Sustained Silent Reading (USSR): Similar to SSR, this independent reading 

structure emphasizes giving students time to read quietly, without interruption. 

Scope of the Project 

 The project involves providing teachers with in-service training on why and how to 

implement an independent reading program that specifically supports student motivation and 

reading volume. This in-service training spans an entire school year, beginning with sessions at 

the start of the school year, one mid-year, and one final session at the end of the school year, 

which will be used to both reflect on and determine the level of success in meeting the project’s 

objectives.  

Independent reading is a very broad topic and many aspects could be addressed. The 

implementation of it is complex and in-service teacher training is considered crucial to its 

success (Walker, 2013; Pilgreen, 2000). To maintain a narrow, concise focus, appropriate to the 

scale of this project, which is specifically to help high school students increase their reading 

volume and motivation (engagement), this project will only address those aspects that relate 

directly to these two outcomes. Therefore this project will address fluency, reading volume, 

comprehension, instructional scaffolds, academic achievement, choice reading (self-selected 
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reading) and allocating time to it, text complexity, and promoting individual and community 

engagement, all within the context of an independent reading program.  

However, this project will not address in detail how to curate and organize a 

classroom/school library to support independent reading except to promote its importance. This 

project also won’t address how to incorporate accountability measures (i.e point system) or 

formal assessments (i.e. using rubrics, grading, etc.). Experts are divided on whether 

accountability/formal assessment measures actually help increase reading volume and motivation 

within the context of an independent reading program or whether they actually detract from 

authentic engagement (Jago, 2019). Students will however be assessed informally and 

formatively to check for understanding, to provide feedback, and to offer additional instructional 

resources. 

Finally, an important factor that may hinder the effectiveness or implementation of this 

project is teacher buy-in: the motivation and perseverance to implement and reflect on the 

program consistently throughout the year. Consistency cannot be overstated and it will be the 

administrators job to provide support and any necessary subsequent resources for teachers. When 

implementing any new program, it is important to participate wholeheartedly in the ups and 

downs of the process and the level of reflection and participation from teachers and 

administrators will impact the program’s success. 
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Chapter Two: Literature Review 

Introduction  

 Adolescents read less and exhibit less motivation than other age groups (The National 

Endowment for the Arts, 2007). With only 16% of 12th graders reading a book or magazine 

every day and up to a third who read for pleasure, it’s clear to see why students are not ready for 

college or future job demands since a strong correlation has always existed between time spent 

reading and academic achievement. (Twenge et al, 2019; Allington, 2014; Cuevas et al., 2014). 

The following literature review will explore current research related to the benefits of 

implementing independent, choice reading in the high school classroom as a way of motivating 

students to build a reading identity around choice, volume and fluency. This literature review 

will begin with an explanation of the theoretical framework and rationale that informs the 

research and evaluation of this project. The research will be synthesized and presented under 

these specific topics:  

● Fluency, reading volume, and comprehension 

● Instructional scaffolds, gradual release of responsibility, and achievement 

● Engagement through choice and text complexity 

● Time allocation for choice reading that promotes engagement and volume 

● Building a classroom reading community that supports engagement  

● The importance of in-service teacher training 

This section will close with a brief summary and conclusion of the major findings and 

information that support this project. 

 

 



                                                                   

 
 

      14 
 

 
 

 

Theory and Rationale 

“The goal of independent reading as an instructional practice is to build habitual readers with 

conscious reading identities.” -- NCTE 2019 

Independent Reading and the Transactional Reader-Response Theory of Reading 

Emotional engagement is at the heart of independent reading. It relies on students making 

their own reading choices, based on their own interests, and responding authentically and 

affectively to them. In other words, independent reading programs support a transactional reader-

response approach to literacy education that sees the student at the center of reading, the one at 

the heart of meaning making. Students are interpretative agents with the autonomy to navigate 

their way through a wide-range of texts with the goal of constructing knowledge through their 

own cognition.  

Since engagement is at the heart of meaning making, one of the limitations of reading 

teacher curated, whole-class canonical texts is that students might not necessarily connect to 

them. Often canonical or “classic” books are chosen as whole-class texts, not only to transmit a 

kind of cultural literacy, but to provide sophisticated opportunities to analyze and judge the 

qualities of a complex text (Gordon, 2018; Gallagher, 2009). Often literary devices are taught 

and students practice analyzing these devices and their effects on readers. However, Louise 

Rosenblatt (1995), who first articulated transactional reader-response theory, argues that students 

cannot deeply analyze the qualities (devices) of a text unless they fully engage with its content 

first: “The young reader’s personal involvement in a work will generate greater sensitivity to its 

imagery, style, and structure; this in turn will enhance his understanding of its human 

implications” (p. 52).  If students are not engaged or don’t relate to what they are reading, they 

cannot develop a truly authentic, genuine and deep response to what they read. Students must be 
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encouraged to engage with literature affectively and understand that it can provide a source of 

existential understanding and emotional introspection. If they are not encouraged to respond to 

literature on a personal level, they risk ending up viewing literature as “something academic, 

remote from [their] own present concern and needs” (Rosenblatt, 1995, p.59). This kind of 

potential reaction goes against the reader-response principle that above all, literature should be 

read and enjoyed.   

For Rosenblatt (1995), the “generic reader,” the one who can analyze and judge the 

qualities of a text and derive meaning from it based solely on the text’s own inherent truths does 

not exist.  If students are expected to respond as such, the response itself risks being stifled. 

Often adolescents are reticent to participate in classroom discussions for fear of not having the 

“right” answer. However, there is no impersonal reading of any text as each reader constructs his 

or her own meaning. Readers should instead be met where they are in their understanding of a 

text and guided towards refining their understanding (Rosenblatt, 1995). By “refining,” 

Rosenblatt (1995) means that the teacher should help “to initiate a process through which the 

student can clarify and enlarge his response to the work” (p. 73). In other words, reader-response 

theory does not promote relativistic interpretations, where all readings are equal and should go 

unchallenged. Rather, a teacher’s role is to help students realize that some interpretations are 

more justifiable and arguable than others.  

In some cases, an adolescent’s response to classic texts may seem infantile or immature. 

Once again, Rosenblatt (1995) would remind us that one reason for a shallow reading is that the 

student simply isn’t ready to fully grasp the text’s scope. Students can only bring what they 

already know to their understanding of a text: “Such analysis of the work, such acquisition of 

new insights and information, will have value only as it is linked up with the student’s own 
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primary response to the work” (Rosenblatt, 1995, p. 113). Analysis is not just a series of “verbal 

abstractions” but has its roots in personal insights that stem from “emotional and intellectual 

perceptions” (Rosenblatt, 1995, p. 49). To reiterate, a student’s analysis will only be as authentic 

and insightful as the student’s personal response to the text. Therefore, if we want to ensure that 

students have ample opportunity to develop their analytical skills, they need to have the 

opportunity to read books that interest them, that speak to them. Transactional reader-response 

theory provides a framework for understanding that meaning doesn’t blossom out of an 

impersonal, generic reading but from real aesthetic experience (Rosenblatt, 1995).  

Self-Determination Theory (SDT) 

Self-determination Theory also guides much of the research presented in this literature 

review as all variations of independent reading programs aim to meet students’ three basic needs: 

to feel competent, to feel related, and to feel autonomous (Williams et al., 2008). Independent 

reading models allow for students to develop their autonomy as they choose their own texts and 

progress at their own rhythm. When students choose their own books, they will choose those that 

interest them and with the teacher’s guidance they can choose challenging books that will help 

them become proficient readers. The independent reading model allows for students to meet and 

satisfy their basic needs for self-determination. 

STD, articulated by Deci and Vansteenkiste (2004), outlines three essential philosophical 

assumptions: 

1. Humans are essentially proactive and are capable of controlling forces within 

themselves (i.e. emotional impulses and drives) and forces outside themselves 

(i.e. environment). 

2. Humans are born with a proclivity for self-actualization, growth and development. 
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3. Social environments play an important role in helping individuals become self-

actualized. The process is not automatic. 

At the heart of SDT is the idea that humans are empowered and capable of understanding 

their strengths and limitations. Learning environments can either support or undermine our basic 

need to feel competent, related, and self-reliant. SDT places humans at the centre of their own 

growth; in other words, individuals need to cultivate a view of themselves as capable, effective, 

and accomplished by taking responsibility for their own goals, successes, and failures (Ward, 

1988). This psychological framework of personal accountability has been linked to providing a 

greater quality of life (Wehmeyer & Schwartz, 1997). Students at the centre of their learning, 

such as they are when engaging in independent reading, are provided with a learning structure 

that encourages and promotes the intrinsic motivation necessary for self-actualization. Intrinsic 

motivation is at the heart of engagement. Simply put, if students are not interested or motivated 

by a particular activity, they will not be truly engaged. Engagement and motivation are key 

factors in academic success: “If intrinsically motivated to read on their own, children will sustain 

interest in reading and improve their reading abilities” (Williams et al., 2008, p. 135).  

Intrinsic motivation at its source is really about our need to feel competent and 

autonomous: people will participate in activities with more enthusiasm if they make them feel a 

sense of personal control over their behaviour (Deci & Vansteenkiste, 2004). Choice is at the 

heart of independent reading programs and choice has been shown to positively impact people’s 

intrinsic motivation because it increases their sense of autonomy (Deci & Vansteenkiste, 2004). 

Having the choice to read self-selected books that foster autonomy in readers is important in 

helping them satisfy their intrinsic motivation for personal growth. 
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Research/Evaluation 

Fluency, Reading Volume, and Comprehension 

Fluency and stamina are important aspects of reading comprehension and play an 

important role in increasing reading volume (Allington, 2014; Kittle, 2013; Paige et al., 2012). 

Fluency involves automaticity in word recognition and prosody (expression) while stamina 

implies the amount of time that a student can focus and concentrate when reading. Fluency 

enhances textual meaning and fluent readers tend to have high levels of comprehension while 

less fluent readers have been shown to struggle with making meaning (Paige et al., 2012). 

Fluency is often ignored or given very little attention at the secondary level because the 

assumption is that it is a basic skill that is fully developed by the end of elementary (Paige et al., 

2012). Reading volume can play an important role in helping students develop their fluency, 

even at the secondary level (Allington, 2014). Kittle (2013) recommends that students keep track 

of books that they want to read, based on student and teacher book talks, as a way to build 

momentum and avoid the potential I don’t know what to read next struggle, which may stall a 

reader. Encouraging and maintaining voluminous reading can help students further develop their 

fluency (Allington, 2014).  

Furthermore, developing fluency can help students progress in reading comprehension. A 

correlational study conducted by Paige et al. (2012) examined the extent to which the prosody 

aspect of fluency has an impact on reading comprehension in ninth grade. The study looked at 

the academic achievement (end-of-year state exam) and fluency rate of 108 students from a 

school in the bottom five percent of high schools within the state. To assess each student’s 

fluency, the Multidimensional Fluency Scale rubric was used to assess expression and volume, 

phrasing, smoothness, and pace. The results of the study showed a positive correlation between 
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high reading test scores and fluency, suggesting that students who are fluent readers tend to 

demonstrate better comprehension (Paige et al., 2012).  

It’s important to consider the kind of voluminous reading that plays a role in developing 

fluency and improving comprehension. Often the assumption when it comes to teaching fluency 

is that students need opportunities to engage in repeated reading. Repeated reading often includes 

the practice of selecting texts for students to read a few times for accuracy in word recognition 

and expression. However, a 2003 meta-analysis of over 100 research studies on repeated 

readings actually demonstrated that when a repeated reading model was compared to a control 

group of students reading independently for the same amount of time, there was no difference in 

fluency outcomes (Allington, 2014). When engaging in repeated readings, students are 

increasing their reading volume, and this may suggest why there is no difference in fluency 

outcomes. Also, if there is no difference between models, it would be more engaging for students 

to spend their reading time with a choice text. 

Within the last fourteen years, studies have supported the idea that reducing time spent on 

repeated readings and extending the time instead to reading new texts may actually help students 

develop fluency faster in developing both word recognition and comprehension (Allington, 

2014). Furthermore, automaticity is best developed through wide and deep reading and 

scaffolded silent-reading interventions (Paige et al., 2012). This information is important insofar 

as it supports the implementation of an independent reading program in high schools because it 

gives students an opportunity to read more and read widely. In turn, students have an opportunity 

to work on fluency which helps them develop stronger comprehension skills. Independent 

reading provides a space for students with differentiated levels of fluency to work on increasing 

their reading stamina and volume in a self-paced reading model (Kittle, 2013).  
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Lastly, Kittle (2013) and Quirk and Schwanenflugel (2004) agree that building stamina 

and fluency requires students to set short and long-term goals in regards to how much they read 

(volume) and for how long they can read (stamina). Setting challenging, but researchable goals 

and meeting those goals has been shown to help students increase their motivation because when 

they reach their objectives, they reinforce their sense of self-efficacy as a reader (Quirk & 

Schwanenflugel, 2004). This information supports an independent reading model, where students 

individually monitor their fluency and stamina and set short and long-term goals for long-term 

success. 

Instructional Scaffolds, Gradual Release of Responsibility, and Achievement 

Providing students with independent reading opportunities and thus increasing their 

reading volume has a positive impact on comprehension. Many studies show a direct correlation 

between time spent reading and academic achievement (Sanden, 2014; Cuevas et al., 2014; 

Horbec, 2012). A meta-analysis, which compared free reading programs to more traditional, 

direct instructional programs, found that in 51 out of 54 (94%) research results, students in free 

reading programs did as well if not better than students in traditional programs on reading 

comprehension assessments (Sanden, 2014). Allington’s 2001 own investigations found that no 

sound evidence exists to promote the idea that whole-class reading is more effective at 

supporting academic achievement than other models of reading. Independent reading at the very 

least provides as much opportunity for learning, but with more opportunity for engagement 

(Sanden, 2014). 

However, a 2014 causal-comparative study did conclude that 10th grade students who 

followed an independent silent reading model in high school (ISR) were able to make greater 

gains on their end-of-course test scores in reading as well as their reading ability, 
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comprehension, and self-efficacy than students who didn’t follow a similar instructional model 

(Cuevas et al., 2014). Students who participated in ISR showed more than twice the amount of 

gain in total reading ability. Furthermore, students from the ISR groups were found to be more 

likely to attribute their successes in reading to their own ability (Cuevas et al., 2014). This final 

point is especially important as it relates to motivation. It suggests that ISR helps students 

develop a sense of agency over their own learning which in turn helps increase motivation to 

read (Guthrie et al., 2000). The findings also suggest a correlation between reading volume and 

academic achievement, as those students in ISR also read supplementary material that related to 

their unit of study.  

Using effective instructional scaffolds, along with ample reading, also supports academic 

achievement (Horbec, 2012). Providing both a focused lesson on a skill, concept, or literary 

device, and time for students to practice with their own independent reading, has been shown to 

yield positive outcomes (Gordon, 2018). For example, focused lessons prior to independent 

reading can take the shape of think-alouds, which have been shown to be a very effective tool to 

empower students (Fisher et al., 2017; Wilheim, 2001). They allow teachers to make the 

cognitive process of reading visible to the students, so that they can in turn practice the moves 

that skilled reading requires. Guided close reading of challenging texts can provide the necessary 

support for students to move towards tackling increasingly more complex texts independently 

(Gordon, 2018) and help struggling students who need additional instructional scaffolds as well 

as the active, social experience that think alouds create (Wilheim, 2001). Fisher et al. (2016) 

argue that this kind of instructional scaffolding leads to transfer learning. It is the end result of a 

learning process called gradual release of responsibility whereby students move from direct 

instruction and guided practice towards independent mastery (Fisher & Frey, 2011).  
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Gordon (2018) states that transfer is “what happens when readers take what [teachers] show 

them and use it in a new way, or [...] with their own book” (p. 18). In other words, by providing 

guided practice, like using think-alouds, for example, teachers can gradually release the 

responsibility to students. By providing the necessary support to help students transition into 

independent practice, students learn to make meaning on their own, building their confidence 

and autonomy (Gordon, 2018), which both contribute to increasing intrinsic motivation (Deci & 

Vansteenkiste, 2004).  

Students show more engagement with reading when they are encouraged to set goals, 

self-assess, and practice comprehension strategy instruction within a scaffolded independent 

reading environment where instructional scaffolds are provided in 5-15 minute increments 

(Morgan & Wagner, 2013). Autonomy does not mean that students are left without the 

opportunity to receive instruction and feedback. By setting goals and monitoring their own 

comprehension, students have the potential to engage in reading as metacognitively aware and 

interpretative agents (Morgan & Wagner, 2013).  

Engagement Through Choice and Text Complexity 

Students’ motivation to read and their attitude towards reading are key factors in 

developing reading skills, which includes comprehension (Clausen-Grace & Kelley, 2007). In 

McQuillan et al.’s 2001 study, which looked at ways to increase the amount of time spent 

reading for a student population who rarely read for pleasure, found that when surrounded by 

high-interest books and time to read in class, 90 to 95 percent of students took advantage of that 

time. More importantly, after one semester, students went from having a negative view of 

reading to reading a few books on their own. They also made gains in reading. This study 

confirms that highly motivated readers read more because they develop a sense of agency over 
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their own learning (Horbec, 2012), which is important because Deci and Vansteenkiste (2004) 

remind us that agency helps foster intrinsic motivation. 

Sanden (2004) also maintains that reading programs in high school that provide 

opportunities for students to choose their own reading materials are more motivated to engage in 

reading; and they read more (Allington & Gabriel, 2012). A 2011 case study by Ivey and 

Johnson found that when teachers moved from whole-class assigned readings to students’ self-

selected readings, students’ engagement rose and students felt a deeper sense of identity and 

agency (Morgan & Wagner, 2013). Besides increasing engagement, a 2013 case study found that 

choice reading also contributed to increased reading volume and achievement (Morgan & 

Wagner, 2013). These studies suggest that independent reading has the potential to increase 

motivation and engagement which in turn can increase reading volume and academic 

achievement. Miller and Moss (2013) also concluded in their research that engagement is one of 

the most crucial factors for increasing perseverance, stamina, and reading achievement.  

At the heart of any independent reading program is the idea that intrinsic motivation 

should guide a student’s desire to read. In other words, offering students the opportunity to select 

their own books based on their own interests and providing time for them to read in class, allows 

them to be more engaged as readers because they learn to navigate through self-selection what 

they enjoy and dislike (Atwell, 2007). Self-selecting texts that are meaningful to students also 

helps them relate to what they read (Rosenblatt, 1995). Research has shown that the books that 

hold the most significance for teenagers are those that allow students to make personal 

connections, to communicate empathy, and to shape their identity (Tatum, n.d.). Choice reading 

has been shown to increase enjoyment of reading and reading ability (Krashen, 2004), as well as 

a sense of agency (Ivey & Johnston, 2015). Choice reading also offers a naturally built-in 
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opportunity for differentiation: students will choose and read books that they not only want to 

read, but that they can also read (Gordon, 2018).  

A common fear of moving towards more choice texts and away from teacher-curated, 

whole-class canonical texts is that students won’t be as challenged (Kittle, 2013; Allington, 

2001). The perception is that if students have the chance to read easy books they will at the 

expense of more complex and challenging texts. 

First of all, there are benefits to engaging with easier reading. For one, it helps students 

work on increasing fluency and volume, which alone have been shown to help with 

comprehension and proficiency (Allington, 2002). Fluent, easy reading draws students in 

because it helps them build a sense of confidence and competence, and it helps them increase 

reading stamina (Gordon, 2018). Allington (2009), Torgensen and Hudson (2006), and Hievert 

and Fisher (2012) found that struggling readers in particular benefit from voluminous, easy 

reading that can be read with 99 percent accuracy or more (as cited in Miller & Moss, 2013). 

Easy reading also builds what Atwell (2007) and Gallagher (2009) call, “reading flow”: “to come 

up for air while reading” (Gallagher, 2009, p. 61). In other words, the reading flow is the joy of 

what we experience when we are completely immersed in what we are reading, which should not 

be undervalued (Rosenblatt, 1995). 

However, Carver and Liebert’s (1995) research argues that only reading easy books 

won’t help students progress and that teachers should guide and monitor what their students read 

to ensure that they are sufficiently challenging themselves (as cited in Miller & Moss, 2013). 

With appropriate instructional scaffolds, students can work through more complex reading 

(Miller and Moss, 2013), which reminds us that the role of the teacher is important in effectively 
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helping students navigate both choice and text complexity, as well as providing the necessary 

modeling and scaffolding to help students become proficient readers (Horbec, 2012). 

Time Allocation for Choice Reading that Promotes Engagement and Volume 

The 2016 national survey published by Scholastic reminds us that 94% of K-12 teachers 

agree or strongly agree that time should be given to students to read independently, however only 

36% are able to make time for it due to curriculum demands. Therefore, how much time to 

allocate to independent reading (choice texts) versus other forms of reading (i.e. teacher-select, 

whole-class texts) is a concern for many teachers. For an effective independent reading program 

that encourages engagement, volume, and habitual reading, experts agree that students need time 

at school to read self-selected texts (Kittle, 2013; Miller & Moss, 2013; Gallagher, 2009; Fisher 

& Ivey, 2007; Atwell, 2007; Pilgreen, 2000). When it comes to determining how much time 

should be devoted to choice reading in school, experts are divided. Pilgreen’s (2000) research 

recommends between 15 and 30 minutes twice a week for reading to become a meaningful habit 

as opposed to just another academic activity. Gallagher and Kittle (2018) recommend between 

10-15 minutes of independent reading at the start of each class to promote and support regular 

engagement with books. According to Adams (2006) and Anderson, Wilson, and Fielding (1988) 

only 10 minutes of independent reading a day has been shown to yield positive results, such as a 

significant increase in word exposure (as cited in Gallagher and Kittle, 2018).  

Furthermore, when it comes to determining the ratio of choice reading versus teacher 

selected, whole-class texts, Atwell (2007) argues that choice reading should be a daily occurence 

and that most, if not all reading, done in and out of the classroom, should be self-selected. Both 

Atwell (2007) and Gordon (2018) support teacher-selected texts for mini lessons within a 

reader’s workshop model (i.e. think-alouds and mentor texts). Learning to select books for 
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ourselves is of paramount importance for Atwell (2007), because it encourages students to read 

with authentic intention. Fisher and Ivey (2007) agree with the importance of choice texts and 

argue that an overemphasis on whole-class texts limits variety, depth, and volume. In fact, they 

contend that whole-class reading can contribute to a decrease in reading volume, depth and 

motivation. Gordon (2018) makes a case that students should be encouraged to read widely by 

learning how to read across different genres. Likewise, Miller and Moss (2013) argue that genre-

specific instruction is an often neglected area of reading instruction and should be taught to help 

students apply genre-specific reading strategies when they read independently.   

On the other hand, Kittle (2013) and Gallagher (2009) both support a 50/50 approach 

when balancing self-selected reading with teacher-curated texts. Gallagher (2009) recommends 

allocating about half of class time to reading and analyzing teacher-curated, whole-class texts, 

which he calls “academic” reading, and the other half to reading choice books independently, 

engaging in “recreational” reading. He makes the case for including traditional, canonical texts 

for two reasons: to follow any obligatory district-mandated curriculum guidelines, but more 

importantly, to help students acquire a “shared cultural literacy” (p. 91). Kittle (2013) agrees 

with Gallagher’s (2009) 50/50 approach, and advocates that students spend 50% of their time 

reading choice books, 25% reading mentor texts in the context of a reading workshop, and 25% 

engaged in whole-class or book club reading (i.e. small-group novel study). Allington (2001) 

argues that we should aim for a model that does not spend more than 20-30% of the time on 

whole-class texts so as to ensure student engagement. In the end, these different models provide 

both flexibility and effectiveness, and help teachers meet potential district and school curricular 

demands while also providing students with time to build a reading life (Gallagher, 2009).  
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Building a Classroom Reading Community that Increases Engagement and Volume 

Classroom Libraries. Not only does choice play a role in increasing motivation, but 

classroom culture also plays an important part in fostering reading engagement as a communal 

and social activity (Gallagher & Kittle, 2018). Part of creating an engaging and motivating 

reading culture in the classroom is to provide students with access to many high-quality, high 

interest books (Pilgreen, 2000).  Kim (2003), Morrow (2003), and Neuman (1999) found that 

students read 50 to 60% more when there are books readily available in the classroom (as cited 

in Miller & Moss, 2013). 

Fountas and Pinnell (1996) recommends that classroom libraries hold between three 

hundred and six hundred books and the International Reading Association (1999) suggests that 

there should be at least seven books per student (as cited in Miller & Moss, 2013). Curating a 

classroom library takes time. In the meantime, school libraries can provide students with access 

to reading material. According to Gambrell (1995), school libraries account for 90 percent of 

students’ access to books (as cited in Miller & Moss, 2013). A positive, statistically significant 

correlation exists between the amount of books available in a school library and student 

achievement on standardized tests (Sinclair-Tarr & Tarr, 2007). Krashen (1995) and McQuillan 

(1998) also found a positive correlation between the number of books students had access to and 

reading comprehension texts scores on the NAEP exam (as cited in Miller & Moss, 2013). The 

implication is that access to books is a predictor for student achievement because access plays a 

part in how much students are reading, and volume positively impacts achievement (Sanden, 

2014; Cuevas et al., 2014; Horbec, 2012). Therefore, providing access to a plethora of reading 

material encourages students to read. 
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Book Talks. Another motivating factor that can help foster a classroom community of 

readers are book talks (Gallagher & Kittle, 2018; Gordon, 2018; Kittle, 2013; Miller & Moss, 

2013; Atwell, 2007). For example, Gallagher and Kittle (2018) use between two and four 

minutes at the start of every class to generate interest in reading by sharing or having others 

share interesting books that they are currently reading or have read. Book talks can also be 

woven into mini lessons by using a passage from a high-interest book to explain a narrative 

concept or literary device and to promote the book itself (Kittle, 2013).  

Conferences. Conferring with students individually is both a good tool for providing 

differentiation and instructional scaffolds, and engaging students as readers (Gordon, 2018, 

Kittle, 2013; Miller & Moss, 2013; Atwell, 2007). Finding the time to confer with each and 

every student, especially in high school with oftentimes large class sizes, is challenging for many 

secondary teachers. However, Garan and DeVoogd’s (2008) and Reis et al.’s (2008) research 

suggests that independent reading is more effective when teachers confer with students. Even 

short conferences can be beneficial to students (Miller & Moss, 2013). Gordon (2008) 

recommends that teachers organize their conference time so that, ideally, they can meet with 

each student at least once every two weeks, depending on the number of students per class. Reis 

et al’s (2008) research also determined that the best conferences are the ones spent helping 

students select appropriate books that match their level of ability and interest, providing 

supplemental guidance in using reading strategies, and engaging with students about what they 

are reading (i.e discussions). Student-teacher conferences are not the only way students can be 

encouraged to share their reading lives. Students conferring with each other about what they are 

reading is also a great way to build a classroom reading community and generate interest in 

books (Miller & Moss, 2013). 
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Modeling a Reading Life to Students. A teacher’s reading life matters (Kittle, 2013). 

Pilgreen (2000) and Kittle (2013) both make the case for teachers needing to model reading 

engagement to their students by being readers themselves. Trelease (2006) reports a study of 

teachers in graduate school which found that 20 percent of teachers had read nothing in the past 

six months to a year, while a little over half said they had only read one or two books (as cited in 

Kittle, 2013). For teachers to fully engage in the implementation of a robust and effective 

independent reading program, they need to promote and excite students about reading, by 

participating in the process themselves as reader-teachers (Jago, 2019). Keeping a reader’s 

notebook with information about books read can be helpful to use when recommending books to 

students (Kittle, 2013).  

Furthermore, Pilgreen (2000) found that teachers undermined the importance of reading 

when they engaged in other activities during independent reading time. She makes the argument 

that in order for teachers to model the importance of reading, they need to either be reading or 

conferring with students during IR. Teacher credibility, which includes trust, competence, 

dynamism, and immediacy, is one of the top five most important factors that contribute to 

student learning success (Fisher et al., 2016). In other words, when advocating for the 

importance of reading for pleasure and building a reading habit, teachers must show credibility 

by participating in the process as well. 

The Importance of In-Service Teacher Training 

Supplementing any high school English classroom curriculum with an independent 

reading program will help increase reading volume and motivation. However, it is also important 

to consider the importance of training teachers when implementing an independent reading 

program to maximize its effectiveness and to provide support. According to Pilgreen (2000), one 
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of the key factors that leads to a successful implementation of an independent reading program is 

the participation of teachers in ongoing professional development. In fact, Kamil’s 2008 study, 

which looked at effective ways to implement recreational reading of informational texts, found 

that the most successful approach involved providing teachers with ongoing professional 

development on how to implement the program and support students. In fact, students made 

greater gains than those whose teachers did not receive professional development. Therefore, in-

service training plays a pivotal role in helping teachers implement a successful independent 

reading program.  

Summary 

Implementing an independent reading program to increase reading volume and 

motivation must come with evidence of its effectiveness. There is a clear body of literature 

which supports a positive correlation between time spent reading and academic achievement 

(Allington, 2014). Fluency and stamina are important aspects of reading and play an important 

role in increasing reading volume (Allington, 2014; Kittle, 2013; Paige et al., 2012).  

Furthermore, providing students with independent reading opportunities, and thus 

increasing their reading volume, has a positive impact on comprehension and reading 

achievement (Sanden, 2014; Cuevas et al., 2014; Horbec, 2012). Independent reading in high 

school (ISR) can help students make greater gains in reading ability, comprehension, end-of-

course test scores (in reading), and success/ability attribution (Cuevas et al., 2014). 

Using effective instructional scaffolds, along with ample reading, also supports academic 

achievement (Horbec, 2012). Think-alouds and guided close reading of challenging texts can 

provide both the necessary support for students to move towards tackling increasingly more 

complex texts independently (Gordon, 2018). Students also show more engagement with reading 
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when they are encouraged to set goals, self-assess, and practice comprehension strategy 

instruction within a scaffolded independent reading environment (Morgan & Wagner, 2013). 

Reading programs in high school that provide opportunities for students to choose their 

own reading materials are more motivated to engage in reading (Sanden, 2014) and to read more 

(Allington & Gabriel, 2012). Choice reading contributes to increased reading volume and 

achievement (Morgan & Wagner, 2013). In addition, students need time in class to read (Kittle, 

2013; Miller & Moss, 2013; Gallagher, 2009; Fisher & Ivey, 2007; Atwell, 2007; Pilgreen, 

2000). 

Finally, classroom culture also plays an important part in fostering reading engagement 

(Gallagher & Kittle, 2018). Students read more when books are readily available in the 

classroom (Kim 2003; Morrow, 2003; Neuman, 1999, as cited in Miller & Moss, 2013). Another 

motivating factor that can help foster a classroom community of readers are book talks 

(Gallagher & Kittle, 2018; Gordon, 2018; Kittle, 2013; Miller & Moss, 2013; Atwell, 2007). 

Conferring with students individually is both a good tool for providing differentiation and 

instructional scaffolds, and engaging students as readers (Gordon, 2018, Kittle, 2013; Miller & 

Moss, 2013; Atwell, 2007). Research suggests that independent reading is more effective when 

teachers confer with students (Garan & DeVoogd, 2008; Reis et al., 2008).  

When it comes to the reading lives of teachers, Pilgreen (2000) and Kittle (2013) both 

make the case that teachers need to model reading engagement to their students by being readers 

themselves and engaging in professional development. According to Pilgreen (2000), one of the 

key factors to successfully implementing an independent reading program is for teachers to 

participate in quality staff training. 
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Conclusion 

Independent reading has the potential to increase motivation and engagement which in 

turn can increase reading volume and academic achievement. Students do well when the 

independent reading is monitored and guided by the teacher. Students who are fluent readers 

tend to demonstrate better comprehension. They should have the opportunity to read more and 

read widely as they develop stronger comprehension skills within a learning environment that 

supports reading as both a personal and social activity. 

Independent reading also helps students develop a sense of agency over their own 

learning which in turn helps increase motivation to read. By setting goals and monitoring their 

comprehension, students have the potential to engage as metacognitively aware and 

interpretative agents. Reading volume and academic achievement are positively correlated, thus 

supporting an independent reading program, which provides students with effective instructional 

scaffolds and time to read choice texts in class, is a useful and necessary component to any high 

school English classroom. 
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Chapter Three: Project Description 

Introduction 

High school students read less than elementary and middle school students (National 

Endowment for the Arts, 2007). Twenge et al. (2019) reminds us that a third of American 

teenagers have not read a book for pleasure in at least a year and only 16% of 12th graders read a 

book or magazine every day. Reading proficiency is also problematic (NAEP, 2015). 

Furthermore, there is a steep decline in motivation that begins in middle school and continues 

every school year (McKenna et al., 2012; Kelley & Decker, 2009). Motivation is a key 

component: if students are not motivated, they will not benefit from reading instruction (Kamil, 

2013). 

Therefore, increasing both reading volume and motivation are important goals in order to 

improve reading proficiency. Morgan and Wagner (2013), Walker (2013), Reutzel et al. (2008), 

as cited in Miller and Moss (2013), remind us that making room in the English curriculum for a 

scaffolded independent reading program will help students increase their motivation, fluency, 

and volume, thus preparing them for college and career.  

There is currently a barrier between teachers’ positive attitudes about independent 

reading and a concrete implementation of a structured independent reading program. A 2016 

national survey published by Scholastic reminds us that 94% of K-12 teachers agree or strongly 

agree that time should be given to students to read independently, however only 36% are able to 

make time for it due to curriculum demands. An effective response to the challenges of 

implementing an independent reading program is to offer high-quality professional development, 

one that goes beyond one-session training (Walker, 2013). The goal of this project is to provide 

training for high school teachers and administrators who want to implement an independent 
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reading program that is rooted in research and that will help increase students’ reading volume 

and motivation.  

The following sections will describe the project’s components (i.e. presentation slides, 

handouts, and surveys), which will be followed by an explanation of how these materials and 

information should be implemented. Finally, evaluation tools, including criteria for determining 

the success of the project, will be provided in order to explain and outline how the project will be 

evaluated for success. A conclusion will bookend this chapter. 

Project Components 

The project components include a one-year in-service training timeline (Appendix A) that 

teachers will receive on the first day of training, in-service presentation slides for each training 

session, handouts, and surveys for both teachers and students relevant to the successful 

implementation of an independent reading program. The in-service professional development 

sessions will address critical components for a successful scaffolded silent reading program 

(Walker, 2013): the purpose and philosophy behind IR, time allocation and overall structure, 

fluency, reading volume/engagement, comprehension, motivation, supporting and engaging 

students through instructional scaffolds, choice, goal setting and self-assessment, as well as how 

to build a classroom reading culture and community that increases engagement. 

Training Session 1: Introduction-- Scope and Purpose 

The in-service training presentation will begin with a timeline, aims, and objectives for 

those attending the training (Appendix B). The first session will include an agenda and an 

introductory discussion (Appendix C) whereby the following quote by Kylene Beers will be used 

as a starting point: If we teach a child to read but fail to develop a desire to read to read, we 

have created a skilled nonreader, a literate illiterate. And no high score will ever undo that 
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damage. Teachers and administrators will be asked to discuss the meaning of this quote and how 

it might connect with the topic of independent, choice reading. The quote was chosen as an entry 

point to situate independent reading within the transactional reader-response theory of reading 

which values real engagement from all readers: “The young reader’s personal involvement in a 

work will generate greater sensitivity to its imagery, style, and structure [...]” (Rosenblatt, 1995, 

p. 52). Students should be encouraged to engage with literature that is meaningful to them.  

Furthermore, a list of reasons (Appendix C) for why independent reading is important 

will be shown to teachers and administrators to provide necessary statistics to highlight the fact 

that many high schoolers are not engaged in reading for pleasure on a regular basis (Twenge et 

al., 2019) and that many students do not meet college expectations (Twenge et al., 2019).  

Before introducing some of the research behind independent reading, attendees will 

receive clarification about what constitutes independent reading or IR, as many synonymous 

terms exist to refer to it. They will also receive some information about the philosophy behind 

IR, rooted in transactional reader-response theory of reading, which will be connected back to 

the original quote by Kylene Beers. 

The next part of the presentation focuses on providing teachers and administrators with 

an overall look at the organizational aspects of IR (Appendix D), such as time needed to devote 

to it and the incorporation of a balance between choice texts and teacher-curated texts. Atwell 

(2007) and Gallagher and Kittle (2018) will be provided as potential models to follow. Allington 

(2001) reminds us that teachers should aim for a model where students spend between 50-80% of 

their time on choice reading. This particular part of the implementation process is important to 

discuss since 64% of teachers struggle to make time for IR (Scholastic, 2016). Providing options 

will allow attendees to see the possibilities given their particular contexts. 
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Furthermore, the second slide in Appendix D focuses on what IR looks like every day. In 

other words, it answers the potential question of how much time students should be spending 

reading independently in the classroom. Given that many attendees will be coming from 

potentially different teaching contexts, there are two options that have been shown to be 

effective: an ideal 10-15 minutes every day, according to Gallagher and Kittle (2018) or a 

minimal 15-30 minutes twice a week (Pilgreen, 2000). 

Fluency, Stamina, Motivation, and Volume. After providing scope for understanding 

what independent reading entails and why it’s important, the presentation will move on towards 

addressing how IR can be beneficial in helping students develop their fluency, stamina, 

motivation, and volume. The first part will address motivation and engagement (Appendix E). 

Attendees will be introduced to the theory of Self-Determination, which is central to 

understanding the importance of independent reading, and which explains the importance of 

providing a learning environment where students are intrinsically motivated: “If intrinsically 

motivated to read on their own, children will sustain interest in reading and improve their reading 

abilities” (Williams et al., 2008, p. 135). Therefore, engagement and motivation are vital 

components to ensuring academic success. 

The presentation continues with explaining fluency and stamina and its impact on 

comprehension. Fluency receives very little attention in high school (Paige et al., 2012), so it’s 

important to bring it up as a topic within the context of this training session. Reading volume 

helps improve fluency (Allingotn, 2014), so providing students with an independent reading 

program with the goal of  getting students to read more will be beneficial towards helping 

students build fluency and stamina. Teachers will also be given examples on how to help 
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students build and maintain reading momentum, such as keeping track of books they might want 

to read in their reader’s notebooks (Kittle, 2013).  

Training Session 2: Supporting Students in IR with Effective Scaffolds 

 Choice. The second training session will begin with a slide that focuses on why student-

selected reading is important (Appendix F). The purpose will be to provide attendees with the 

necessary research to show that choice not only increases motivation (McQuillan et al., 2001), 

but it also increases engagement, which in turn increases stamina (Miller & Moss, 2013). For 

teachers who might be hesitant to shift from a predominantly whole-class reading culture to one 

that is centered on student choice, this part of the session will be particularly important. Some 

may even ask whether their students will be challenged enough by their choice texts. The fourth 

slide in Appendix F will address this potential concern by explaining some of the reasons why 

“easy” reading is not always a bad thing: it can help increase fluency and volume (Allington, 

2002), engage and build confidence, increase stamina (Gordon, 2018), and help struggling 

readers in particular (Allington, 2009; Torgensen & Hudson, 2006; Hiebert & Fisher, 2012, as 

cited in Miller & Moss, 2013). However, teachers will be encouraged to monitor their students’ 

text choices to ensure that they are sufficiently being challenged  (Carver & Liebert, 1995, as 

cited in Miller & Moss, 2013). 

 In order to help teachers match students with high-interest books, teachers will be given a 

“Student Interest Survey” handout (Appendix G) that they can photocopy and give to students to 

fill out on the first day of school. This survey will provide teachers with information about each 

student’s favorite and least favorite type of book. Students will also have to check off different 

themes, topics, genres, and forms that interest them the most. Teachers will use these surveys to 

make suggestions of books to students. 
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 Genre Study. Part of the scaffolding that teachers will be expected to provide is guiding 

students towards expanding their horizons as readers. Miller and Moss (2013) and Gordon 

(2008) remind us of the importance of reading across genres which will be conveyed to teachers 

and administrators (Appendix H). Teachers will be provided with a student handout (Appendix I) 

that they can photocopy. Students will use this handout all year long to check off different forms 

and genres that they have read. The point of this handout is to provide students with a way to 

monitor themselves as readers, which gives them some ownership over their reading lives. 

Morgan and Wagner (2013) remind us that students show more engagement with reading when 

they are encouraged to set goals and monitor themselves.  

 Gradual Release of Responsibility. At this point in the second training session, teachers 

will receive information (Appendix J) about using a gradual release of responsibility model to 

provide instructional scaffolds that support autonomy, motivation and ensure transfer learning 

(Gordon 2018; Fisher & Frey, 2011). Within this model, attendees will receive information about 

how they can use teacher-student conferences and response prompts to guide, support, and 

informally and formatively assess students’ understanding of concepts, skills, and strategies 

taught. Attendees will receive a “Transfer Skill Exit Worksheet” (Appendix K), which they can 

photocopy and distribute to students. This worksheet functions like an exit ticket in that students 

must demonstrate their understanding of a point taught during a mini lesson by applying it to 

what they are currently reading. Students use the first part of the worksheet during a mini lesson 

to take notes and then complete the second half at the end of class. They leave it behind with the 

teacher which provides them with an opportunity to make quick assessments about each 

student’s level of understanding. 
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 Setting Goals. The second session will end with a focus on the importance of setting 

goals (Appendix L). Kittle (2013) and Quirk and Schwanenflugel (2004) remind us that setting 

challenging, but reachable short-term and long-term goals helps students persevere, build 

stamina, increase motivation and self-efficacy. Teachers will receive a handout (Appendix M) 

that they can photocopy and distribute to students at the beginning of every term. Students use 

the handout to set long-term goals (end-of-term goals), mid-term goals, and short-term goals 

(weekly goals) in regards to how much they can read per week (volume) and for how long 

(stamina). Students should aim to read more and spend more time reading every week. 

Training Session 3: Building a Classroom Reading Culture and Community 

 Libraries. The third session focuses on classroom culture and begins with a look at the 

importance of building and maintaining a classroom library (Appendix N). Teachers and 

administrators participate in a discussion about access, reflecting on whether their school library 

or classroom library--for those teachers who might already have one-- provide their students with 

rich access to high-quality, high-interest books. Students who have access to a classroom library 

have been shown to read 50-60% more (Kim, 2003; Morrow, 2003; Neuman, 1999, as cited in 

Miller & Moss, 2013). Teachers are provided with some ideas on how they can build or grow 

their classroom library.  

 Book Talks. Teachers will be introduced to using book talks as a way to promote reading 

in the classroom (Appendix O). Book talks provide students with ongoing ideas about what to 

read next and can generate enthusiasm in a classroom (Gallagher & Kittle, 2018; Gordon, 2018; 

Kittle, 2013; Miller & Moss, 2013; Atwell, 2007). 

 Conferences. The next part of this third session will focus on incorporating both student-

teacher conferences (which was previously discussed within the context of a gradual release 
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model). Although high school teachers in particular might be overwhelmed with the idea of 

conferring with potentially big groups of students, Garan and DeVoogd (2008) and Reis et al. 

(2008) remind us that independent reading is more effective when teachers confer with students, 

while Miller and Moss (2013) emphasize that even short conferences can be beneficial. Teachers 

will receive a handout entitled, “Student-Teacher Conference Notes” (Appendix Q), which they 

can use to keep track of their conferences with students, including both the meeting date and 

focus of each conference. The handout is meant to be used over a two-week period, when ideally 

they will have had time to meet with every student at least once in order to ensure adequate 

support (Gordon, 2008).  

 Furthermore, Miller and Moss (2013) remind us that student-led conferences are 

important to build a classroom reading community and so attendees will receive a model on how 

to structure effective student-led conferences with other students (Appendix R). 

 Modeling a Reading Life to Students. The second session will end with a focus on the 

importance of modeling a reading life to students (Appendix S). Teachers and administrators will 

be invited to think about how their reading life or lack of reading life might enhance or hinder 

students in the classroom/school. Both Kittle (2013) and Pilgreen (2000) remind us that teachers 

need to participate in the classroom not just as teachers, but as readers too. Teachers need to 

model their own engagement to students. A handout (Appendix T) will be given to teachers with 

additional information and examples on how they can use what they have read to participate in 

book talks and to curate interesting passages to use as mentor texts. A list of references and 

suggested readings is included (Appendix U) to provide teachers and administrators with 

additional opportunities to further their knowledge about independent reading. 
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Sessions 4 and 5: Mid-Year and End-of-Year Discussions, Reflections, and Setting Goals 

The focus and goal of the fourth training session will be for teachers and administrators 

to refine their practice and set new implementation goals for themselves (Appendix V). Teachers 

and administrators will engage in a think-pair-share where the point will be to flesh out common 

successes and challenges. Teachers will be invited to ask questions and voice their concerns. 

Additionally, attendees will also be invited to share some case studies (i.e. a student who just 

doesn’t want to read, a student who always seems to read the same thing and isn’t motivated to 

read other kinds of books, etc.). Teachers will be encouraged to film themselves in one-to-one 

interactions with students in order to share and reflect on their practice (i.e. quality of feedback 

given to students). Teachers will also be asked to bring informal and formative assessments in to 

observe how fluency and comprehension can be gleaned from a student’s independent reading. 

The point is for teachers and administrators to provide support to one another. For example, if a 

teacher struggles with motivating reluctant readers or with providing on-the-spot feedback, 

support will be provided in the form of additional training if concerns are shared with the 

workshop leader prior to the training session. 

The final, end-of-year session is meant to be a reflection on the past year and an 

opportunity to set new goals for the upcoming year. This session follows the same format as the 

fourth session, with the addition of completing an end-of-year survey. 

Surveys 

 Both teachers and students will be responsible for completing surveys. Teacher will 

complete a “pre in-service training” scale survey (Appendix W), meant to assess both their 

attitude towards the training topic (implementing independent reading) and their observations 

about student reading motivation and volume in general. They will also complete a “post in-
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service training” scale survey (Appendix W) at the end of the year which is similar in content to 

the first one, with additional questions about their appreciation of the in-service training. 

 Likewise, students will also be asked to complete “profile of a reader” scale surveys 

(Appendix X) at the beginning and end of the school year. The focus will be to ascertain their 

interest in reading, their motivation to read, and the quantity of reading they engage in on a 

regular basis. The final survey will also ask them to explain whether or not, after a year of 

independent reading, they have been able to increase their reading motivation and volume.   

Project Implementation 

This project is meant to be a broad template for how to provide in-service training for 

teachers and administrators looking for support on how to implement an effective independent 

reading program. In my particular case, I will be implementing this in-service training in 2021-

2022 at my school with the possibility of presenting it to other teachers in other schools during 

district-wide professional development days. There will be five in-service training sessions to 

coincide with a trimester school year: three at the end of August (or before school starts), one 

mid-year (January-February), and one at the end of the year (June). The first three sessions will 

be given over a three day period, in my case, either in the morning or afternoon. However, the 

first three sessions could be given in a day with breaks in between.  

The purpose of scheduling these sessions in this way is to provide a training-

implementation-reflection model whereby teachers reflect on the implementation process 

throughout the year so that they can refine their practice by receiving additional support and 

training. Kamil (2008) and Pilgreen (2000) remind us that providing ongoing professional 

development and support yields successful outcomes. 
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Project Evaluation 

To determine the success of this training, I will provide teachers with a 5-point Likert 

psychometric scale survey both at the beginning of the year and during the final training session 

in June (Appendix X). Open-ended questions will also be included to glean more specific 

information that will help determine teachers’ needs, attitudes, and outcomes. The final survey 

will include scaled questions on the quality of the training and on the successful level of 

implementation of the program. Both survey results will be compared to determine if the training 

helped teachers create an environment where students were more engaged and read more, in 

other words, if they meet the main objectives of this project. 

Students will also receive two scaled surveys to measure and compare both reading 

volume and motivation between the start of the school year and the end of the school year. The 

in-service training will be successful if both teachers and students on the whole report an 

increase in reading volume and motivation, and if teachers report finding the training helpful in 

meeting the objectives.  

Project Conclusions 

The project is expected to help high school students increase their reading volume and 

motivation to read. Simultaneously, it also aims to provide teachers and administrators with the 

tools to successfully implement a data-driven and research-based independent reading program. 

As high school students move closer to attending college and/or preparing to enter the 

workforce, an inability to engage in the literacy demands of the 21st century economy can 

potentially contribute to significant social and financial challenges (Cuevas et al., 2014). 

Therefore, by implementing a research-based independent reading program, high school students 
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will be able to develop their sense of identity and agency through the tools that enable them to 

become self-aware, interpretative agents and lifelong consumers of literature.  
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Appendix A

1 

Timeline for In-Service Training            Handout 1 

Training What will we cover 

First In-Service Training                                            When: In August or prior to the first day of school 

Session 1 
 
Focus: Introduction to independent reading (scope 
and purpose-- time allocation and constraints). The 
big picture: fluency, reading volume/engagement, 
comprehension, and motivation 

1) Introduction to the overall scope and purpose of 
an independent reading program as well as the 
research and educational philosophy that 
supports it. 

2) How to integrate it into your classroom (time 
allocation and other curriculum demands) 

3) Topics that will be addressed: motivation, 
engagement, fluency, and volume 

Session 2 
 
Focus: How to support and engage students through 
instructional scaffolds, choice, and self-assessment. 
 

1) Increase engagement through student-selected 
reading (choice texts). 

2) Using a gradual release of responsibility model 
to provide instructional scaffolds that support 
autonomy, motivation, and achievement. 

3) Importance of reading across different genres 
4) Helping students set goals and self-assess. 

Session 3 
 
Focus: How to build a classroom reading culture and 
community that increases engagement and volume. 
 

1) The importance of classroom libraries. 
2) Using book talks to promote reading in the 

classroom. 
3) Using teacher-student and peer conferences to 

provide support and foster engagement. 
4) Cultivating and modeling a reading life to 

students. 

Second In-Service Training                                       When: Mid-year 

Session 4 
Focus: Reflection on implementation thus far to 
refine one’s practice and set new implementation 
goals. 

Discussions, Q&A, analyzing case studies, and setting 
new goals. 

Third In-Service Training                                          When: End of year 

Session 5 
Focus: Reflection on the past year and setting new 
goals for the following year 

Discussions, Q&A, analyzing case studies, setting new 
goals, completing a survey. 
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5 Created by Stephanie S. Beam, 2020 



                                                                   

 
 

      58 
 

 
 

 

Appendix C6 
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Appendix F12
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                                 Appendix G13    

Student name: ______________________________                                       Student Handout  

Student Interest Survey 

1) If you had to read a book for school, describe your ideal book. Would it have a lot of 
action, romance, mystery, be character driven, etc.? Would it be fiction/nonfiction? 
Would it be graphic novels, short stories, or poetry? What themes or topics would it 
explore?  

 

2) What are some of your favorite books (title) and why? 

3) What are some of your least favorite books (titles) and why? 

4) Pick themes/topics/genres/forms that interest you or would interest you most from the 
list below and place a checkmark (✓) next to them. Some boxes have been left 
empty if there is an area of interest that you would like to add that hasn’t already 

been included.  

Death & Dying  Body Image/Health  International  
(Books from other countries) 

 

Love  LGBTQ+  Sports/Athletes  

Friendship  Family  Graphic Novels  

History  Nature/The Outdoors  Fantasy  

Mysteries  Suspense/Thrillers  Poetry  

Classics  Drama (plays)  Music  

Autobiographies/ 
Biographies 

 History  Science Fiction  

Science  Psychology  Realistic Fiction  

Coming-of-Age      
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                                                                   Appendix I15      
    

Student name: ______________________________                                          Student Handout 

Reading Across Genres 

Directions: Every time you finish reading a particular genre, check it off in the box below 
and write the title of the book below it. The point of independent reading is not only to read 
more books, but to challenge yourself to read books you might not normally choose. Expand 
your horizons! (Remember: You may read from a genre that is not included in the box below, so 
you will need to add it.)  

FORM & GENRE BOX 

FICTION 
 

- Fantasy _____ 
 
_______________________ 
 
- Historical Fiction _____ 
 
_______________________ 
 
- Horror _____ 
 
_______________________ 
 
- Mystery _____ 
 
_______________________ 
 
- Realistic Fiction _____ 
 
_______________________ 
 
- Science Fiction _____ 
 
_______________________ 
 
- Other __________:  _____ 
 
_______________________ 

FORM 
 

- Drama/play _____ 
 
_______________________ 
 
- Graphic Novel _____ 
 
_______________________ 
 
- Novel _____ 
 
_______________________ 
 
- Novella _____ 
 
_______________________ 
 
- Poetry (collection)  _____ 
 
_______________________ 
 
- Short story (collection) ____ 
 
_______________________ 
 
- Other __________:  _____ 
 
_______________________ 
 

NONFICTION 
 

- Autobiography/Bio _____ 
 
_______________________ 
 
- Essay collection _____ 
 
_______________________ 
 
- Memoir _____ 
 
_______________________ 
 
- Self-help _____ 
 
_______________________ 
 
- Travel (non-fiction) _____ 
 
_______________________ 
 
- Other __________:  _____ 
 
_______________________ 
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                                                                    Appendix K17                    

Transfer Skill Exit Worksheet 

Directions: Complete the following information through today’s mini lesson and independent 
reading.  

Date: _____________________ 

What am I focusing on today? 
___________________________________________________________ 

Learning Objective: 
____________________________________________________________________ 

Notes from the mini lesson: 

 
 
 
 
 
 
 
 

 

Notes from my reading that can help me demonstrate my understanding and meet the learning 

objective:  
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                                      Appendix K18            

Transfer Skill Exit Worksheet (EXAMPLE)  

Directions: Complete the following information through today’s mini lesson and independent 
reading.  

Date: May 24, 2020 

What am I focusing on today? Dynamic vs static characters  

Learning Objective: I can differentiate between a dynamic character and a static character and 
provide convincing justifications. 

Notes from the mini lesson: 

Static characters: Characters who do not change throughout the book and who play a role 

in helping the dynamic character change in some way. 

 

Dynamic characters: Characters who go through some kind of transformation/change (i.e. 

values, worldview, attitude, personality, etc.) 

 

 
Notes from my reading that can help me demonstrate my understanding and meet the learning 
objective:  

In Othello, I think Iago is the static character because he is consistently antagonistic 

towards everyone, especially Othello. He wants to take Othello down by spreading rumors 

about his wife Desdemona and making Othello rage with jealousy. I think Othello is a 

dynamic character because at first, he has a sense of confidence about his relationship with 

Desdemona, but as Iago plants the seeds of jealousy, he becomes more and more rageful 

towards his wife. 
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Appendix M20 

Student name: ______________________________ 

Independent Reading: Setting Goals for Term____ (write term #) 

When and where do you plan to read outside of school in order to meet your short-term and 
long-term goals? (i.e. before bed, on the bus, every other night, etc.) 

When: ____________________________       Where: _______________________________ 

Long-term goal: By the end of term, I will be able to read  ________ pages per week.  

                                                                I will be able to read for ________ hours a week. 

Reflection (To be completed at the end of term) 

Did you meet your goal? Why? (i.e. Did you have to change your long-term goal halfway 
through the term?)  

 
 
 
 
 
 

 

Mid-term goal: By midterm, I will be able to read  ________ pages per week.  

                                                   I will be able to read for ________ hours a week. 

Reflection (To be completed at midterm) 

Did you meet your goal? Why? Will you have to adjust your long-term goal? Explain. 
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        Appendix M21   

Short-term goal (weekly goals) 

How to determine the number of pages and hours you should be reading per week: 

- Read for 5 minutes. 
- Multiply the number of pages you read by 12 (i.e. 2 pgs x 12= 24 pgs/hour; 2.5 pgs x 12= 30 
pgs/hour) 

- The number represents what you are theoretically capable of reading per hour. 
- This number should be your starting point. 

Week 1 ____________________ (write the date) 

 By the end of this week, I will have read _______ pages and for ______ hour(s). Goal met? ___ 

Week 2 ____________________ (write the date) 

 By the end of this week, I will have read _______ pages and for ______ hour(s). Goal met? ___ 

Week 3 ____________________ (write the date) 

 By the end of this week, I will have read _______ pages and for ______ hour(s). Goal met? ___ 

Week 4 ____________________ (write the date) 

 By the end of this week, I will have read _______ pages and for ______ hour(s). Goal met? ___ 

Week 5 ____________________ (write the date) 

 By the end of this week, I will have read _______ pages and for ______ hour(s). Goal met? ___ 

Week 6 ____________________ (write the date) 

 By the end of this week, I will have read _______ pages and for ______ hour(s). Goal met? ___ 

Week 7 ____________________ (write the date) 

 By the end of this week, I will have read _______ pages and for ______ hour(s). Goal met? ___ 

Week 8 ____________________ (write the date) 

 By the end of this week, I will have read _______ pages and for ______ hour(s). Goal met? ___ 
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                                            Appendix Q27     

Student-Teacher Conference Notes 

Ideal Aim: To meet with every student at least once every two weeks (Gordon, 2018). 

Date: From ____________________________ to _____________________________ (2 weeks) 

List of students in 
alphabetical order 

Date Met - Focus of the conference 
- Observations 
- Important points to remember 

Example: 
 
Mulroney, Jessica 

Monday, May 
24th 

Today’s focus: Helping Jessica figure out how 
to keep track of the many characters in her 
novel. 
I suggested that she keep a mind map in her 
notebook of all the characters and how they 
relate to one another. 
Next time I confer with her I want to see the 
results of this mind map and whether it helped 
her. 
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Appendix T30 

How to Use your Reading Life to Model  
a Reading Habit and Close Reading Skills to Your Students 

1) Book Talks 
Read and keep track of passages from different books that can be used to hook students during book talks. 
2) Mentor Texts for Mini Lessons/Instructional Scaffolding 
Keep track of high-interest passages from various texts in your reader’s notebook that can potentially be 
used as mentor texts to model literary devices, comprehension strategies, intertextuality, etc. 
Examples: 

  
 

Towers Falling by Jewel Parker Rhodes (2016) 
 
Modeling the identification and analysis of literary 
devices (i.e. onomatopoeia, personification, 
metaphor, etc.) can help students pay attention to it 
on their own.  
 
Using a high-interest book as a mentor text can 
provide an opportunity to practice specific skills and 
to promote the book itself as a potential read. 

 

Dreams from My Father by Barack Obama 
(1995) 
I Hear America Singing by Walt Whitman (1860) 
Intertextual analysis is one way to connect whole-class 
texts to independent reading. In the example above, 
President Obama’s conclusion in Dreams My Father is 
compared with Walt Whitman’s I Hear America Singing. 
Modeling in this context allows students to make 
connections between what they read as a class and what 
they read independently. 
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Appendix W38 
 

Name: ____________________________ 

Pre In-service Training Survey (Session 1- Beginning of the Year) 
Directions: Complete the following survey by deciding how much you agree or disagree with each 
statement and placing an X or ✓underneath the chosen descriptor. 
 
 

Strongly 
Disagree 

Disagree Neither agree 
nor disagree 

Agree Strongly 
Agree 

1. I would be able to explain what independent 
reading entails to a colleague.  

     

2. I see many advantages to implementing 
independent reading in my classroom. 

     

3. I see many disadvantages to implementing 
independent reading in the high school  English 
classroom. 

     

4. I’m hesitant about implementing an independent 
reading program in my classroom. 

     

5. Generally speaking, students from  previous years 
were motivated to read and they enjoyed reading. 

     

6. In past years, I have found that my students read 
enough to prepare them for the expectations of 
college. 

     

7. In past years, I have found that many of my 
students struggle with various reading skills. 

     

 

What problems do you anticipate in the early stages of implementation? 
 
 

What solutions could you envisage applying to these potential problems? 

 

How are you feeling about incorporating an independent reading program in your classroom? 
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Appendix W39 

 Name: ____________________________ 

Post In-service Training Survey (Session 5-End of Year) 

Directions: Complete the following survey by deciding how much you agree or disagree with 
each statement and placing an X or ✓underneath the chosen descriptor. 
 
 

Strongly 
Disagree 

Disagree Neither agree 
nor disagree 

Agree Strongly 
Agree 

1. I would be able to explain what independent reading 
entails to a colleague.  

     

2. I see many advantages to implementing independent 
reading in my classroom. 

     

3. I see many disadvantages to implementing 
independent reading in the high school  English 
classroom. 

     

4. Generally speaking, my students are more motivated 
to read and enjoy reading than they were at the 
beginning of the year. 

     

5. My students read more than they did at the beginning 
of the year. 

     

6. Independent reading has helped me differentiate my 
instructions to help all students, especially my 
struggling readers. 

     

 
Reflect on how independent reading has changed/not changed your students’ reading motivation 
and volume.  
 
 
 
 
 
 
 

What goals would you have for next year? What do you want to work on to make independent 
reading more successful in your classroom? How will you implement these new goals? 
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Appendix W40 

About the Training 
 
 

Strongly 
Disagree 

Disagree Neither agree 
nor disagree 

Agree Strongly 
Agree 

1. This year-long in-service training was  helpful. 
     

2. Implementing an independent reading program 
would have been more difficult without this in-
service training. 

     

 
Comment on the in-service training you received this year. What was helpful? What could be 
improved? 
 
 
 
 
 
 

 

 

Other comments:  
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Appendix X41 

Name: _____________________________ 

Profile of a Reader: Survey 
Directions: Complete the following survey by deciding how much you agree or disagree with each 
statement and placing an X or ✓underneath the chosen descriptor. 
 
 

Always 
Every 
day 

Often 
A couple of times a 

week 

Sometimes 
A couple of times a 

month 

Rarely 
A couple of times a 

year 

Never 

1. I read for pleasure. 
     

2. I read for school. 
     

3. I read outside of 
school. 

     

 
 

Strongly 
Disagree 

Disagree Neither agree nor 
disagree 

Agree Strongly 
Agree 

1. I usually finish all the books my English 
teachers assign. 

     

2. I have a hard time finishing reading 
assignments that my teachers assign. 

     

3. I would read more if I could read what I 
wanted. 

     

4. I enjoy reading in general. 
     

5. I usually enjoy reading books my English 
teachers assign.  

     

6. Reading is my least favorite activity. 
     

7. I’m a fast reader. 
     

8. I have good comprehension skills. 
     

9. I would prefer to listen to an audiobook than to 
read the same book in print. 

     

 
- How many books have you read this past year? _________ books 
- What would you like your teachers to know about you as a reader?  
 

- What would motivate you to read more? 
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Appendix X42 
 
Name: _____________________________ 

Profile of a Reader: End-of-Year Student Survey 

Directions: Complete the following survey by deciding how much you agree or disagree with 
each statement and placing an X or ✓underneath the chosen descriptor. 
 
 

Always 
Every 
day 

Often 
A couple of times a 

week 

Sometimes 
A couple of times a 

month 

Rarely 
A couple of times a 

year 

Never 

1. I read for pleasure. 
     

2. I read for school. 
     

3. I read outside of 
school. 

     

 
 

Strongly 
Disagree 

Disagree Neither agree nor 
disagree 

Agree Strongly 
Agree 

1. I usually finish all the books my English 
teachers assign. 

     

2. I have a hard time finishing reading 
assignments that my teachers assign. 

     

3. I enjoy reading in general. 
     

4. I usually enjoy reading books my English 
teacher assigns.  

     

5. Reading is my least favorite activity. 
     

6. I’m a fast reader. 
     

7. I have good comprehension skills. 
     

8. I would prefer to listen to an audiobook than to 
read the same book in print. 

     

 
How many books have you read this past year? _________ books 
 
Have you read more this year than in previous years? Explain why/why not. 
 

Are you a more engaged and motivated reader? Explain why/why not. 
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