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Lazarus, K. U. Enchancing Learning Outcomes

ENCHANCING LEARNING OUTCOMES OF STUDENTE WiTO 
READING DISABILITIES IN INCLUSIVE CLASSROOMS

By
LAZAi|US, Kelechi Uchemadu Ph.D

Department o f Special Education,
University o f Ibadan, Ibadan 

E-Mail: ppadaeze(a),vahoo. com 
Phone: 08032322859

ABSTRACT
This paper described potential areas o f reading difficulties among students with reading 
disabilities in inclusive classrooms as well as three effective instructional strategies that 
teachers can adopt to improve thè learning outcomes o f their students in inclusile classrooms 
namely, differentiated, explicit and scaffolded instructional strategies. Differentiated 
instruction, allows teachers to modify content, process, and produci based on variations in 
students' readiness, interests, and learning profiles. This strategy is useful in inclusive 
classrooms because it affords students thè bestpossible learning opportunities to excel in their 
academics. In thè case o f explicit instruction, students with reading disabilities make much 
progress in their academics (reading, mathematics, spelling, language, written expression, 
Science and thinking skills) when they receive explicit, strategie teaching that enables teachers 
to show students what to do, why, how and when. Scaffolded instruction involves teachers 
providing intense support to students through modeling, guided practice, memory prompts, 
strategy instruction; use o f graphic organizers and gradually reducing the support as students 
become independent learners. Given this background, it was recommended that generai and 
special education teachers should not only differentiate instruction to meet thè needs o f students 
with reading disabilities in their classrooms but also present instruction in an explicit and 
scaffolded mannerfor improved learning outcomes.

Introduction
An inclusive classroom is a 

learning environment where both students 
with special needs and those without 
special needs receive teaching and 
learning within thè sanie classroom. In 
this educational setting, students with 
special ' needs have opportunities- to 
partecipate and receive support in all 
aspeets of school life alongside peers who 
do not have special needs. Ideally, a 
variety of learners in thè inclusive 
classroom ranging ffom students without 
special needs to those students with 
learning disabilities, intellectual disability, 
hyperactivity, emotional disturbances,

autism spectrum disorders, multiple 
disabilities, orthopedic impairment, 
speech or language impairment, hearing 
impairment, visual impairment and 
learning disabilities.

York-Barr and Vandercook 
{2011) noted that in  in c lu s iv e  
classrooms, special educators, related 
Service providers, generai educators, and 
other education personnel work togethtr 
to address thè educational needs of 
students with special needs. By 
collaborating, these educators better 
support thè learning and participation of 
all students.
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Zionts (2005) stated that students 
w ith disabilities made academ ic 
improvements when included in thè 
generai education classroom. One 
explanation for this is that thè 
expectations and demands of a generai 
education classroom are typically greater 
than those of a pull-out special education 
classroom . Similarly, Carter and 
Kennedy (2006) also found that students 
without disabilities, who were in 
inclusive classrooms, showed greater 
appreciation of diversity and raised 
expectations of their classmates with 
severe disabilities. They also found that 
these typically developing students 
gained self esteem and developed new 
friendships.

v Additionally, advocates o f 
inclusive education such as The 
D epartm ent o f Education, State 
Government of Victoria (n.d) revealed 
that mainly, inclusive classrooms 
recognize and respond to thè diverse 
needs of their students, accommodate 
both different styles and rates of leaming 
and ensure quality education to all 
th ro u g h  a p p ro p ria te  c u rr ic u la , 
organizational arrangements, teaching 
strategies and resource use and 
partnerships with their communities. 
According to them, all students benefit to 
a large extent when they receive 
instruction in inclusive education settings.

In spite of these reported benefits 
of inclusive education, many students in 
inclusive classrooms have limited 
reading skills, a deficit that makes it 
difficult for students to read and 
comprehend texts successfully. Catts and 
Kamhi (2005) nòted that when students 
cannot read fluently and comprehend, 
they are restricted in developing content 
area knowledge. This is because reading 
proficiency is an essential academic skill 
that enables students to leam in their

Ife Journal of Behavioural Research

given subject areas and achieve improved 
leaming outcomes. Thus, deficits in 
reading can impede performance in 
academic areas other than reading.

Unfortunately, thè most common 
type ofleaming disabihty is in thè area of 
reading with about eighty percent (80%) 
of students identified as having leaming 
disability, experiencing significant 
problems in reading otherwise referred to 
as reading disability (Lyon, 2003). 
Reading disability has been described in 
terms of thè leamer's inability to read up 
to his or her expectation as determined 
th rough  in te llig en c .e  or o th e r  
standardized texts. In this sense, Isiugo- 
Abanihe and Nwosu, (1999) stated that a 
leamer with a reading disability may be a 
student that is reading below his or her 
ab ility  lev e l, and is th e re fo re  
underachieving in his academics. 
Precisely, students- may have difficulties 
in any of thè five essential components of 
reading instruction which are phonemic 
awareness, phonics, fluency, vocabulary 
and text comprehension (National 
Reading Panel, 2000). These problems 
are present to varying degrees in each 
student.

Difficulties with phonemic 
awareness can manifest with recognizing 
or producing words that rhyme,blending 
or segmenting syllables, blending or 
segmenting onset-rimes, recognizing 
that two words begin or end with thè 
same sound or a different sound, 
recognizing that two words contain thè 
same or different m ediai sound, 
segmenting or blending a word's 
individuai sounds, and manipuìating 
sounds to identify a new word when a 
sound is deleteri or substituted in a word 
(Bryant, Smith &Bryant, 2008).

Phonic analysis • difficulties 
dìffer among. students with reading 
disabilities, .Many students are able to

Voi 6 No. 1, June, 2014
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identify lettersound correspondences and 
know how to say letter combinations in 
isolation. For these students, thè problem 
often lies in blending letter sounds 
together to read words. This is. especially 
apparent as they try to decode 
pseudowords (nonwords such as zim) that 
are used to assess phonic analysis skills. 
In addition, students with reading 
disabilities experience problems with 
accuracy and speed, basic word reading 
difficulties, small sight vocabulary, read 
word by word, and rarely self-correct 
their errors during their reading (Bryant, 
Smith & Bryant, 2008).

S im ila r ly , in re s p e c t  to 
vocabulary, Lyon (2003) stated that 
students with reading disabilities are 
deficient in all thè skills that efficient 
readers utilize. They lack confidence to 
apply context clues, or they don't know 
thè clues to begin with. They struggle 
with using dictionaries and often lack thè 
reading ability to use guide words to 
access unknown words in thè dictionary. 
Also, as in word identification, students 
with reading disabilities struggle with 
identifying prefixes and suffixes, so it 
stands to reason that they would have 
difficulty understanding word parts and 
meanings.

Students with reading disabilities 
do not develop . their own reading 
strategies, especially- in thè area of 
reading comprehension, and do not know 
how to adjust their reading to aid 
comprehension (Antoniou & Souvignier, 
2007).;.. Likewise, Akinrinade (1999) 
noted that students with reading 
disabilities exhibit poor strategies for 
organizing and using knowledge and 
skills involved in comprehension. 
Conversely, efficient readers are strategie 
readers. They demonstrate thè ability to 
use. effective. strategies before, during, 
and  a f te r  re a d in g  to  enhance

Lazarus, K. U.

comprehension. They possess strategies 
to access and understand text, and they 
can generalize their strategies to all kinds 
of reading materials.

Apparently, if left unaddressed, 
reading disabilities among students in 
inclusive classrooms may lead to 
unpleasant consequences such as lack of 
success, poor self-esteem and difficulty in 
social development. Therefore, educators 
need to appreciate thè utilization of 
effective instmctional strategies for these 
students, and how this will impact their 
students' ability to leam and improve 
leaming outcomes across all content areas 
and all grade levels.

S trategies to Enhance L ea rn in g  
Outcomes of Students with Reading 
Disabilities in Inclusive Classrooms

In this age and time when generai 
educàtion schools globally, are beginning 
to include students with diverse needs into 
their classrooms, ithas become necessary 
for generai and special educators to 
recognize thè place of utilizing research- 
based strategies with their students 
especially, those with reading disabilities. 
This paper therefore, discussed three 
in structional strategies (nam ely, 
individualized instructiori, differentiated 
instruction. and explicit instruction) that 
are effective in enhancing thè leaming 
outcomes of students with reading 
disabilities in inclusive classrooms.

Differentiated Instruction
In order to effectively enhance 

thè leaming outcomes of students with 
reading disabilities in inc lusive  
classrooms, teachers may consider 
differentiating instruction in their 
classrooms. Landrum and McDuffie 
(2010) submitted that in contrast to 
individualized instruction,, w hich 
represents perhaps thè most fundamental

Enchancing Learning Outcomes
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and defming characteristic of special 
education, differentiated instruction, 
represents a relatively recent response to 
thè growing trend of including students 
with disabilities in generai education, 
which demands individualizing within 
increasingly heterogeneous classrooms. 
According to Stradling and Saunders 
(1993) differentiated instruction is thè 
process of matching leaming targets, 
tasks, activities, resources, and leaming 
support ' to individuai leamers' needs, 
styles, and rates of leaming. It is a 
teacher's response to thè diverse leaming 
needs of students in an inclusive 
classroom.

Rock, Gregg, Ellis, and Gable 
(2008) explained thè theore tical 
framework of differentiated instruction, 
based on Tomlinson's (2001) work, 
through four guiding principles-. The four 
guiding principals include: (a) a focus on 
essential ideas and skills in each content 
area, (b) responsiveness to individuai 
student. differences, (c) integration of 
assessment and instmction, and (d) 
ongoing adjustment of content, process, 
and products to meet thè individuai 
students' levels of prior knowledge, 
criticai thinking, and expression styles.

Tomlinson (2001) suggested that 
content, process, and product may be 
differentiated based on student needs and 
interests. Content refers to thè knowledge 
or information that students will leam,. 
that is what students are to master, what 
educators want thè students to accomplish 
after instmction. Process refers to thè 
activities and experiences that willbring 
students to thè desiredleaming outcomes. 
It involves. how thè student interacts with 
thè content, and those iearn ing  
interactions will in part be determined by 
thè various leaming preferences of thè 
students (for instance, is this student an 
auditory leamer, a visual leamer, and/or a

Ife Journal of Behavioural Research

le a rn e r  w ho  n e e d s  c o n c r e te  
demonstrations).

Not only can students leam 
concepts and skills in different ways, they 
can also demonstrate that leaming 
th ro u g h  d i f f e r e n t  p r o d u c t s .  
Demonstrations of leaming allow thè 
teac.her to determine thè students who 
have mastered thè material and those who 
may need more time and continued 
instmction. Art projects, role-play mini- 
dramas for groups of students, library or 
Web-based research, multimedia proj ects, 
paper-and-pencil projects, w ritten 
reports, or orai repofts all represent 
excellent projects that students may 
complete to demonstrate their knowledge 
(Bender, 2002).

Gregory and Chapman (2002) 
opined that because of thè diversity of 
Iearning styles and p refe rences 
demonstrated by students today, thè 
differentiated classroom will typically 
involve a wide array of activities (such as 
modeling, rehearsal, choral chanting, 
movement associated with thè content, 
and/or educational, games, individuai 
and group-oriented leaming) to address 
thè different leaming needs of everyone. 
Differentiated instmction entails that 
teachers must know thè leamers in thè 
class, understand not only such things 
about each leamer as thè leaming style 
and leaming preferences but also show a 
concem for each student by tailoring 
instmction to meet thè needs of each 
individuai student.

D iffe ren tia ted  in s tru c tio n  
benefits students with. special needs 
because it creates and . promotes an 
enyironm ent in  w hich  Iearn ing  
differences are not just tolerated,. they. are 
expeeted and valued. A  differentiated 
approach supports an inclusive education 
System in which all students have thè best 
possibile leaming opportunities. With this

Voi. 6 No. 1, June, 2014
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approach, students receive different 
materiate or instructional strategies 
depending on their individuai learning 
needs, within thè context of an inclusive 
classroom setting (Marshak, Mastropieri 
&Scruggs,2011).

S im ila r ly , th è  ran g e  o f  
instructional options and supports in 
place in a differentiated classroom will 
address many of thè unique learning 
needs of students with special needs. 
Besides, thè process of ongoing 
assessment for  learning, which is 
embedded in a differentiated instruction 
approach, also benefits students with 
special needs. It allows teachers tó more 
quickly and naturally identify which 
types of instructional strategies and 
supports individuai students are 
responding to positively  or not 
responding to.

Explicit Instruction
Students withreading disabilities 

will benefit maximally in inclusive 
classroom s, as teachers provide 
instruction that is explicit and strategie. 
Explicit, strategie instruction shows 
students what to do, why, how, and when. 
Explicit instruction refers to thè active 
and deliberate development of all aspeets 
of students' learning rather than leaving 
anything to chance. In other words, thè 
teacher provides detailed explanations 
and models to thè student about how to 
approach, think, perforai, and evaluate 
learning and performance. Vaughn, 
Wanzek, Murray, and Róberts (2012) 
described explicit instruction as oyertly 
teaching thè stepsòr processes needed to 
understand a construct, apply a strategy, 
and/or complete a task. Explicit 
instruction includes teacher presentation 
of new material, teacher modelling, and 
step-by-step instruction to demonstrate 
what is expected so that students can

accomplish a learning task.
Archer and Hughes (2011) 

examined several literatures on explicit 
instruction and concluded that there are 
sixteen instructional elements that 
characterize an explicit approach to 
teaching. Some of these elements are: (a) 
focusing instruction on criticai content 
such as skills, strategies, vocabulary 
terms, and concepts, that will empower 
students in thè future and match thè 
students' instructional needs; (b) 
sequencing skills logically for example, 
teaching easier skills before harder skills, 
teaching high-frequency skills before 
skills that are less ffequent in usage; (c) 
breaking down complex skills and 
strategies into smaller instructional 
units (in other words, teaching in small 
steps); (d) designing organized and 
focused lessons; (e) beginning lessons 
with a clear statement of thè lesson’s 
goals and teacher's expectations; and 
(f) rev iew ing  p r io r  sk ills  a n d  
k n o w le d g e  b e fo re  b e g in n in g  
instruction (that is, thè teacher verifies 
that students have thè prerequisite skills 
and knowledge toleam  thè skill being 
taught in thè lesson.

Furthermore, other elements of 
explicit instruction include: providing 
step-by-step demonstrations, using 
clear and concise language, providing 
an adequate range of exampies and 
non-examples, providing guided and 
supported practice, allowing students to 
respond frequently (that is, oralresponses, 
written responses, or action responses), 
m onitoring student p e rfo rm ance  
c lo se ly , p ro v id in g  im m e d ia te  
affirmative and correttive feedback, 
delivering thè lesson at a brisk pace to 
optimize instructional time, thè amount 
of content that can be presented, and on- 
task behaviour, helping s tu d en ts  
organize knowledge, and providing
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distributed and cumulative practice in
order to address issues of retention as well
as automatici ty (Archer & Hughes, 2011).

Explicit instructión has been 
found to be effective in teaching academic 
skills such as reading, mathematics, 
spelling, language, writing, Science and 
thinking skills. Research has associated 
interventions incorporating explicit 
instructión with improved outcomes for 
students with leaming difficulties for both 
basic skills and higher-level concepts 
(Biancarosa & Snow, 2004; Gersten, 
Chard, Jayanthi, Baker, Morphy, & Flojo, 
2009).-

Scaffolded Instructión
Scaffolded instructión is an 

overarching strategy that is most effective 
for students with leaming disabilities in 
reading who are placed in inclusive ' 
classrooms. Scaffolding is thè support that 
teachers give students as they leam content. 
Scaffolded instructión ensures that what 
thè leamer already knows is used as a 
guide to determine thè next step for 
instructión. Rosenberg, Westling and 
M cLeskey (2011) explained tha t 
scaffolding resembles thè kind of 
assistance offered to a toddler leaming to 
walk in which case, parents and others 
provide support (scaffolding) as a toddler 
leams to walk by holding her hands, 
catching her before she falls, encouraging 
her to walk short distances, purchasing 
devices that provide support but require 
her to move herself along with her legs, 
and so fórth.

According to thè Qntario Ministry 
of Education (2004), Vygotsky's theory of 
leaming déscrìbes each studenti cùrrent 
level of achievement as thè zone of actual 
development, where thè student can apply 
his òr her knowledge and skills 
independently. Teachers model and 
scaffold leaming that is just beyond this

Ife Journal o f Behavioural Research

zone (that is, in what Vygotsky calls thè 
zone ofproximal development) to stretch 
each student towards a new or thè next 
level of actual development. Teachers 
begin by dem onstrating, through 
modelling and/or thinking aloud, 
effective strategies for reading, writing, 
talking, listening and thinking, and then 
move to coaching or guiding, and 
eventually arrive at a point where thè 
student practises thè skill or strategy 
independently. Thus, specific types of 
scaffolding include: modelling, guided 
practice, memory prompts and supports, 
strategy instructión, dnd use of graphic 
organizers For instance, during a reading 
lesson, graphic o rg an izers  th a t 
accompany thè guided and independent 
reading help to scaffold students' 
understanding of text (Scholastic 
Research and Results, 2009).

Specific strategies can overlap- 
and can also be used in tandem. For 
example, when working with higher- 
order cognitive thinking processes, 
modelling, guided practice and memory 
prompts could all be. used to support 
student leaming. Scaffolding is a key 
component of a differentiated instructión 
approach and is especially important for 
students with leaming disabilities. 
C o lla b o ra tiv e  and  s u p p o r t iv e  
interactions between a student and a more 
knowledgeable person (such as thè 
teacher, aparent, or another student) help 
students bridge thè gap between what 
they know and what they do not know. 
Scaffolding support can also be created 
by technology or written material that 
provides prompts and other needed 
material Rosenberg,. W estling3 and 
McLeskey (2011).

Effective scaffolded instmction 
involves intentional planning,- provides 
tailored assistance that is adjusted where 
necessary, provides emotional support

Voi. 6 No. l f June, 2014
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(for instance, praise and encouragement), 
helps students begin to generalize and 
in ternalize learning, Controls for 
frustrations and risk by creating learning 
environments that are safe and learning 
tasks that are within what a student can do, 
helps students become more confident 
and independent leamers.

Moreover, Fisher and Frey
(2008) reported thatteachers can enhance 
students' comprehension of text by using 
techniques such as providing a graduai 
release of responsibility to thè student and 
scaffolding instruction. Graduai release 
helps students assimilate néw coricèpts by 
giving them thè time, opportunity, and 
support they need (Kelley & Clausen- 
Grace, 2008). Scaffolded instruction 
helps students internalize and transfer 
skills and strategies (Duke & Pearson, 
2002). Likewise, scaffolded instruction 
helps older students with learning 
disabilities become independent leamers 
(National Joint Committee on Learning 
Disabilities, 2008).

Recommendations
In view of• thè foregoing, it is 

recommended that generai and special 
educatio.n teachers in inc lusive  
classrooms should prò vide instruction 
that is differentiated to precisely meet thè 
learning needs o f their students 
particu larly , those w ith read ing  
disabilities. Teachers should ensure that 
they make instruction more explicit and 
intense. Students with reading disabilities 
will benefit when lessons are scaffolded 
and include thè use of modeling, guided 
practice, rnemory prompts and graphie 
organizers. All these will assist students 
with reading disabilities to achieve better 
learning Outcomes acròss ali content 
areas and all grades.

Teachers should endeavour to 
differentiate each of thè components of

instmction (that is, content, process and 
product) appropriately as thè need arises . 
to meet student interest, readiness* or 
learning-* profilei For instance, matching 
instmction to students with reading 
disabilities' interests will make thè student 
to become more engaged in his learning 
and reading tasks.

Teachers should  co n sid er 
differentiated instmction as a means of 
providing students with thè structures to 
maximize strengths, work around 
weaknesses, and experience timely 
remediation. This would enable students 
to take advantage of effective learning 
strategies as they begin to ùnderstand 
their own personal learning styles, 
interests, needs, and engagé with their 
learning. As a result, students' motivation 
and overall learning outcomes will 
increase.

In addition, teachers should 
provide explicit, systematic and strategie 
instmction at all times. They should 
endeavour to demonstrate how to apply a 
range of learning strategies. Teachers 
should break down complex reading skills 
and strategies into smaller instructional 
units. They should review prior skills and 
knowledge before beginning instmction 
and provide instmctional support for 
students when introducing unfamiliar 
knowledge and skills. Above all, 
differentiated, explicit and scaffolded 
instmction in inclusive classrooms will 
succeed if high level collaboration is 
maintained among different professionals 
involved in educating students in 
inclusive classrooms such as generai and 
special teachers.

Conclusion
Inclusive education is gradually 

gaining more grounds globally because of 
thè academic and social gains students
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derive from it. This trend has led to thè 
debate about whether thè professionals 
involved in providing inclusive 
education, particularly to students with 
reading disabilities possess adequate 
skills to meet up to thè challenges. This 
paper discussed thè potenziai areas of 
difficulty for students with reading 
disabilities in inclusive classrooms and 
concluded that to offer quality education 
that results in improved learning 
outcomes for students with reading 
disabilities in inclusive classrooms, 
teachers must practice teaching that is 
differentiated, explicit and scaffolded at 
all levels and across all content areas. 
Suggestions on ways of implementing 
thè three instructional strategies 
presented were made.
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