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ABSTRACT 
 

Demonstrations of, instruction on, and practice with oral reading can be a means 

of fostering active, independent, and self-aware readers.  Possibly the most authentic use 

of oral rendition occurs when students are asked to practice reading texts that they will 

eventually perform for others.  Radio reading, Readers’ Theater, and poetry are three 

such performance options.  Currently, a few studies exist describing the fluency 

development of adolescent readers; however, no published study focuses on the use of 

oral reading performance to develop sixth grade students’ fluency through 

interdisciplinary contexts. The purpose of this study, consequently, was to examine and 

describe the reading fluency, comprehension and motivation of one class of sixth grade 

students.  I collected data over the course of twelve weeks in a sixth grade, language 

arts/social studies classroom.  Data sources included field observations, formal and 

informal interviews, an archive of student written responses to oral reading practices and 

performances and focus participants’ permanent records as they related to reading 

development.     

The findings for this study suggest that the use of oral performance texts related to 

social studies is a way for content area learning and reading fluency development to 

occur concurrently.  When students read engaging texts orally for authentic purposes, 

their reading fluency and self-efficacy may be strengthened.    Rich descriptions of 

students’ oral reading practices and performances provide authentic scripts that can assist 

teachers and researchers in identifying possibilities for using oral reading performance to 

enhance content area instruction and reading fluency.   
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CHAPTER I 

Introduction 

 Reading is a purposeful, complex, cognitive and social process whereby readers 

simultaneously use their knowledge of spoken and written language, their knowledge of 

the subject matter of the text, and their knowledge of their culture to construct meaning.  

Further, reading is not a technical skill acquired once and for all in the elementary grades, 

but rather a developmental process.  A reader’s competence continues to grow through 

wide reading and through engagement with various types of text for various purposes 

over a lifetime (NCTE, 2004).   

  As students move to middle and high school, new challenges emerge that can 

affect their literacy achievement. Even for students who experience early reading and 

writing success, the literacy demands of middle school and high school can pose 

considerable challenges.  Older students must be able to comprehend more complex 

texts; determine the meaning of obscure, unfamiliar, and technical vocabulary; use 

higher-order thinking skills to analyze a wide variety of literacy and expository texts and 

media; and develop skills for expressing their ideas by writing informative, persuasive, 

and creative texts (NCREL, 2005). Continual instruction in literacy beyond the early 

grades is imperative (Moore, Bean, Birdyshaw, & Rycik, 1999, p. 99).  Contrary to 

prevailing notions that students learn to read in the elementary grades, reading 

development of young adolescents deserves particular attention.   

Schoenbach, Greenleaf, Cziko, and Hurwitz (1999) define reading as a complex 

process that is situationally bounded.  They explain that fluent reading is not the same as 

accurate decoding.  Fluent reading occurs as the reader interactively relates to the text in 
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order to gain meaning, increase knowledge, and achieve reading proficiency.  The 

experiences older readers bring to the text have an influence on their level of proficiency.    

Reading proficiency does not extend to all texts for all readers.  Reading involves 

problem solving, and some readers are more capable of such problem solving within a 

specific genre or type of text while others demonstrate proficiency across various types of 

texts.       

Declines in interest and competence beliefs regarding reading are pronounced as 

children enter middle school (Wigfield, Eccles, MacIver, Reuman, & Midgley, 1991).  

Oldfather and colleagues (Oldfather & Dahl, 1994; Oldfather & McLaughlin, 1993) 

found that students’ intrinsic motivation to read declined as they moved into middle 

school.  Motivation is one concept that continually surfaces as an important focus in 

reading and learning to read, particularly for adolescents.  It is often viewed as one of the 

determiners of adolescent literacy.  Motivation is the underlying factor that disposes one 

to read or not.  Engagement is yet another variable.  Engagement in reading is the extent 

to which an individual reads to the exclusion of other activities, particularly when faced 

with the other choices (Kamil, 2003, p. 7). 

Motivation is critical for adolescent readers.  If students are not motivated to read, 

research shows that they will simply not benefit from reading instruction (Kamil, 2003).  

As much of the work in motivation and engagement shows, these are critical issues that 

must be addressed for successful interventions.  In fact, motivation assumes an important 

role in any attempt to improve literacy for students of all ages, not just adolescents.   

Self-efficacy is another aspect of reading motivation.  Schunk and Zimmerman 

(1997) reviewed research showing that students with high levels of self-efficacy see 
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difficult reading tasks as challenging and work diligently to master them, using their 

cognitive strategies productively.  

Reading, in relation to adolescent learners, is constructive, fluent, strategic, 

motivated, and may become a lifelong pursuit.  Readers construct an understanding of the 

text by using their background knowledge.  Further, they develop fluency by mastering 

basic processes to the point of automaticity.  Motivated readers believe they are capable 

of reading, set goals for learning, and are interested and informed by what they read.  

Finally, they continually practice, develop, and refine their reading (Jetton and Dole, 

2004). 

 One of the most popular means of teaching reading fluency is repeated readings.  

This strategy has been well researched and has been found to improve fluency in a wide 

range of students (Samuels, 1979, 2002).  Furthermore, it often results in improved 

comprehension (Hasbrouck, Ihnot, & Rogers, 1999).   

 The experience of performing a text serves as a major motivating factor for 

students to read (Bidwell, 1990; Martinez et al., 1999; Millin & Rinehart, 1999; Rinehart, 

1999).  “Repeated readings become rehearsals, and those rehearsals before their peers, 

and an eventual performance provide the incentive to practice reading the same passage 

repeatedly” (Goodson & Goodson, 2005, p. 25).     

Reading Fluency and Adolescent Readers 

It has often been taken as an adage that there are two major areas of concern in 

literacy development:  “learning to read” and “reading to learn.”  From this adage follows 

the notion that for years, the stance of many intermediate and secondary school teachers 

has been that their job was not to teach reading.  They view themselves as content 
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specialists and believe that the job of teaching reading belongs to elementary school 

teachers.  But for decades, reading education experts have disagreed with that analysis.  

For example, A. Sterl Artley (1944) issued the following challenge to content area 

teachers:  “Every classroom teacher has the direct responsibility for developing those 

reading skills and abilities essential for adequate comprehension with his particular area 

of instruction, as well as for applying to his content field and making functional those 

skills and abilities being developed by teachers in other areas of instruction.” (p. 470).   

Until recently, reading fluency had not been a priority in American reading begin 

instruction.  Despite periodic calls for a reexamination of reading fluency (e.g., Allington, 

1979; Zutell & Rasinski, 1991), fluency was not able to capture the attention of most 

reading educators.  However, things started to change when reading researchers showed 

that reading fluency was a necessary precondition for good comprehension (e.g., LaBerge 

& Samuels, 1974; Stanovich, 1980).  More recently, the meta-analysis conducted by the 

National Reading Panel (2000) concluded that existing research demonstrated that 

reading fluency was indeed an important component of the reading process.  Thus, since 

the beginning of this century, reading fluency has taken its place with word decoding, 

vocabulary, and comprehension as critical components of effective reading instruction.   

Chomsky (1972) illustrated how syntactic competence develops as children read 

text, particularly with respect to their control of those syntactic structures that occur more 

often in the decontextualized language of books than in oral language.  As students reread 

text and listen to a fluent reader read texts aloud, they develop familiarity with and 

control over new syntactic structures.  Students who read more widely encounter more 

varied syntax and, ultimately, develop control over a larger body of such structures.  
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Stayter and Allington (1991) argued that this was especially the case as children move 

from childhood to adolescence and from adolescence to adulthood.     

Demonstrations of, instruction on, and practice with oral reading can be both 

useful and enlightening and a means of fostering active, independent, and self-aware 

readers.  Oral rendition and comprehension can be successfully integrated in classrooms 

and especially in classrooms beyond the primary grades where characters and plots 

become richer and deeper and where the language of texts becomes fuller and broader.  

Improving oral reading fluency, while not the only goal of reading instruction, has the 

potential to help readers develop deeper understandings of text.   

For some students, oral reading, particularly when it is not rehearsed, can be 

challenging.  Round robin reading, or “the outmoded practice of calling on students to 

read orally one after the other,” (Harris & Hodges, 1995, p. 222) represents a narrow 

construct of fluency and poses many problems.  For instance, research has shown that 

when students make a mistake when reading aloud, they are corrected by others before 

they have an opportunity to correct themselves (Allington, 1980).  This action deprives 

them of one of the most important skills for all readers to learn, which is self-monitoring, 

paying attention to meaning and self-correcting when meaning is interrupted. 

Additionally, round robin reading has been demonstrated to be damaging to students’ 

social and emotional growth (Opitz & Rasinskik 1998).  In her case study of middle 

school readers, Ivey (1999) found that the practice of round robin reading caused great 

stress for the students who were not reading on grade level (as well as boredom for those 

who were).   
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Many researchers have posited that there are better ways to assess fluency than 

round robin reading.  Comprehensive assessment of fluency must include measures of 

oral reading accuracy, rate, and quality.  There is also growing agreement that these 

dimensions of fluency must be assessed within the context of reading comprehension.  

Fluency, with accompanying high levels of reading comprehension, is of ultimate 

advantage to readers.  A deeper construct of fluency features reading development and 

the role of the reciprocal relationship between fluency and comprehension (Chard, 

Pikulski, and McDonagh, 2006).   

Stayter and Allington (1991) offer exhibition as an appropriate evaluation 

procedure.  For instance, in the context of narrative texts, students actively present their 

dramatization and interpretation of texts.  Exhibition and successful dramatization 

demonstrates the deep and resonant understandings that are nearly unattainable in the 

most common sorts of assessments (Eisner, 1981).   

As group projects, dramatizations typically require a reasonably intensive analysis 

and discussion of the intent and motivation of the author as well as the characters.  When 

a reader, during a reenactment, speaks with the character’s voice, it is argued that 

comprehension is evident.  When a reader becomes the character, assuming not only 

voice but posture, attitude, and tone, rich understanding is demonstrated.  When that 

reader can offer the types of explanations presented above for the resonance in the voice, 

it is argued that those higher order abilities that seem in such short supply (Applebee, 

Langer, & Mullis, 1990; Mullis & Jenkins, 1990) are being nurtured and developed.  

These demonstrations are a way for teachers to evaluate their students’ growth and 

competence (Stayter and Allington, 1991).   
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Carrick (2006) states that oral reading is a highly motivational reading practice 

that provides a context for purposeful reading.  It is an interactive process in which 

students are actively involved in responding to and interpreting literature.  It reinforces 

the social nature of reading, provides an occasion for students to work together in a 

cooperative learning environment, and enhances students’ ability to understand and 

transform text (Stayter & Allington, 1991).   

 Oral practice, or repeated reading, comes in many forms.  It can be taught 

directly in several ways.  It can also be made a part of other, more collaborative reading 

activities, such as radio reading, Readers’ Theater, or poetry reading.  Regardless of how 

it is used, repeated reading can lead to improved word recognition, fluency, 

comprehension, and overall reading performance (Rasinski, 2003) 

Fluency Practices that Foster Motivation and Promote Comprehension 

The acquisition of oral reading fluency is not fully understood.  One explanation 

is based on LaBerge and Samuels’s (1974) theory of automatic information processing in 

reading.  The theory suggests that developing readers must move from effortful decoding 

to automatic word recognition.  At the automatic level, attention previously needed to 

decode words is freed to focus on comprehending the text.     

The ability to read naturally and effortlessly also involves using prosodic cues or 

text signals; and chunking information in meaningful syntactic units indicated by pauses 

while reading (Walker, Mokhtari, & Sargent, 2006).  Fluency is part of a developmental 

process of building decoding skills that will form a bridge to reading comprehension and 

that will have a reciprocal, causal relationship with reading comprehension (Pikulski & 

Chard, 2005).   
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Fluency does not just appear “naturally” as a part of reading acquisition for all 

students.  Direct instruction in fluency can, however, lead to significant growth 

(Hoffman, 2003).  Reading fluency develops over time through modeling and instruction, 

and through guided and independent practice in a variety of texts.  Perhaps the most 

authentic use of repeated readings occurs when students are asked to practice reading 

texts that will eventually be performed for others, known as reading performance 

(Worthy & Broaddus, 2002).  If students know they will be performing their assigned 

passages, they will have an authentic reason for practicing them (Rasinski, 2006).    

 Tim Rasinski (2003) suggests using Readers’ Theater as an option for integrating 

oral reading across the curriculum.  In Readers’ Theater, students stand in front of an 

audience, usually made up of their classmates, and read from scripts they hold in their 

hands.  No costumes, props, or scenery are required.  Very little, if any, movement is 

involved. 

The brevity of most poems makes them especially appropriate for multiple 

readings.  Poetry also holds a long tradition of being performed.  Meaning is carried in 

the oral presentation, as well as in the words (Rasinski, 2003).  The lyrical structure of 

poetry including such elements as rhyme, rhythm, and repetition that permeate poetry 

also serve to build fluency (Perfect, 1999).   

Radio reading (Greene, 1979; Opitz & Rasinski, 1998; Searfoss, 1975) is another 

form of repeated reading.  Typically, radio reading begins after the initial silent reading 

and discussion of the text.  The teacher assigns segments of the text to individual group 

members.  Students practice the text on their own and develop comprehension questions 

based on it.  On the following day, students gather into their groups and perform their 
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reading clearly and expressively as if they were professional actors or announcers.  The 

reading is followed by a discussion based on the questions students developed (Rasinski, 

2993).  

High-quality fluency instruction similar to high-quality comprehension instruction 

is largely permeated with understanding and constructing meaning.  As students engage 

in repeated readings they improve their ability to read the text through such practice.  

They may also demonstrate improvement in reading passages they have never seen 

before (Harris & Hodges, 1995).  This transfer of learning from one text to another 

suggests that engaging students in this sort of repeated practice is one of the best ways to 

develop reading fluency and overall reading proficiency.     

When readers read with fluency, they give evidence through their oral 

interpretation of the text, that they are constructing meaning while they read (Rasinski, 

2006, p. 62).  Pikulski and Chard (2005) maintain that informal assessment procedures 

should be used to periodically and practically assess the four dimensions of fluency that 

are necessary for a full, deep, developmental construct of fluency:  oral reading accuracy, 

oral reading rate, quality of oral reading, and reading comprehension.  These dimensions 

of fluency must be assessed within the context of reading comprehension, because 

fluency without accompanying high levels of reading comprehension is of very limited 

value (Pikulski & Chard, 2005).   

The relationship between fluency and comprehension is still a matter of debate.  

This debate was summed up by Stecker, Roser, and Martinez (1998) in their review of 

fluency research:  “The issue of whether fluency is an outgrowth [of] or a contributor to 

comprehension is unresolved.  There is empirical evidence to support both positions” (p. 
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300).  Ultimately through their discussion, they concluded, “Fluency has been shown to 

have a ‘reciprocal relationship’ with comprehension, with each fostering the other” (p. 

306).    

Reading fluency is influenced by disposition attributes which include, among 

other things, attitude toward reading, perceptions of self as reader, and reading habits – 

having to do with whether one engages in any reading activity at all (Walker, Mokhtari, 

& Sargent, 2006).  Increasing reader self-perceptions enhances positive dispositions 

toward reading, which augments the amount of reading students do, thus improving 

reading fluency (Walker, Mokhtari, & Sargent, 2006).  

Statement of the Problem 

 Research suggests that fluency plays a key role in reading comprehension 

development.  While the transition to fluent reading may be fairly automatic for most 

readers, for some students fluency remains an elusive goal.  In fact, reading instruction 

typical in many middle school grade classrooms serves to inhibit rather than promote the 

development of fluency.  Recent research suggests positive ways in which changes in 

materials and teaching practices can lead to increases in fluent reading.   

 The purpose of my study was to examine and describe the integration of oral 

reading performance with social studies content.  The study will be designed: (1) to find 

out how sixth grade students perceive themselves as readers; (2) to ascertain how these 

students perceive instructional practices involving oral performance; and (3) to learn how 

one teacher of sixth grade students perceives instructional practices involving oral 

performance of social studies texts in relation to the reading fluency and comprehension 

of her students.  Through the study, I sought to further define the possibilities for 
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adopting fluency practices, in particular, repeated reading activities, as a way of helping 

middle school students to become stronger, more motivated readers. 

Approach to the Study 

 In my study, I employed an intrinsic case study method of investigation to 

document how oral fluency practice and performance influences the reading development 

of a class of sixth grade students.    I selected six students in the class to serve as the 

focus for this study based on prior observations of their classroom.  These focus 

participants reflected the diversity of their classroom population.  I used conversations 

and interviews from the students and their teacher to provide information on the students’ 

fluency development.   

 Three questions provided focus and direction during data collection and analysis.  

The questions guiding this study were:  (a) How do adolescent students who read with 

varying degrees of fluency perceive themselves as readers? (b)  How do adolescent 

students who read with varying degrees of fluency perceive instructional practices 

involving oral performance?  (c) How does one teacher of adolescent students perceive 

instructional practices involving oral performance of social studies texts in relation to the 

reading fluency and comprehension of her students?      

Definition of Terms 

 For the purpose of this study, the following essential terms and definitions will 

apply:   

 Comprehension - As defined by Partnership for Reading (2005), reading 

comprehension is understanding a text that is read, or the process of "constructing 

meaning" from a text. Comprehension is a "construction process" because it involves all 
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of the elements of the reading process working together as a text is read to create a 

representation of the text in the reader's mind (p. 34).   

Intrinsic Case Study – Stake (1995) identifies an intrinsic case study as a study 

undertaken because the researcher wants a better understanding of the particular case 

(p.3).   

 Engagement – Guthrie and Wigfield’s (2000) conception of the engagement 

model of reading includes student motivation, strategy use, growth in conceptual 

knowledge, and social interaction.  Students who are intrinsically motivated to read for 

knowledge and enjoyment are “engaged” readers.      

 Fluency – Reading fluency refers to efficient, effective word recognition skills 

that permit a reader to construct the meaning of text.  Fluency is manifested in accurate, 

rapid, expressive oral reading and is applied during, and makes possible, silent reading 

comprehension (Pikulski and Chard, 2005).   

 Motivation – Motivational processes are the foundation for coordinating 

cognitive goals and strategies in reading.  For example, if a person is intrinsically 

motivated to read and believes she is a capable reader, the person will persist in reading 

difficult texts and exert effort to resolve conflicts and integrate text with prior knowledge.  

A learner with high motivation will seek books known to provide satisfaction.  The 

cognitive abilities needed to find books, avoid distraction while reading, and assimilate 

new ideas are activated if the text is fulfilling internal goals.  This is consistent with both 

a cognitive science of reading and a situated account of the acquisition of expertise 

(Greeno & The Middle School Mathematics Through Applications Project Group, 1998; 

Lorch & van den Broek, 1997), as well as the development of intrinsic motivation (Deci, 
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1992).  In sum, becoming an excellent, active reader involves attunement of motivational 

processes with cognitive and language processes in reading (Guthrie & Wigfield, 2000, p. 

408).   

Performance reading – Reading orally those pieces of literature that are meant to 

be read aloud.  Examples of text forms that may be performed are stories, poems, scripts, 

speeches, news stories, jokes and songs (Rasinski, 2003).   

 Radio reading – Radio reading (Greene, 1979; Opitz & Rasinski, 1998; Searfoss, 

1975) is a form of repeated reading.  It was developed as a more collaborative alternative 

to round robin reading.  Groups of four to six students read aloud an assigned text.  Class 

time is provided for students to practice reading their parts aloud.  Later, the students 

gather into their groups and present their parts one by one.  Students should read 

expressively and meaningfully as possible, as if they were professional announcers.   

 Readers’ Theater – Carrick (2001) describes Reader’s Theater as an integration 

of oral reading, literature, and the performing arts.  Reader’s Theater does not require 

makeup, sets, costumes, props, or memorization of lines; only a script is needed.  

Reading aloud from the script, the readers use their voices, facial expressions and bodies 

to interpret the emotions, beliefs, attitudes, and motives of the character.   

 Repeated Reading – Repeated reading can be done silently or orally, although 

oral repeated reading is the predominant and preferred form for developing fluency 

(National Reading Panel, 2000).  Oral repeated readings provide additional sensory 

reinforcement for the reader, allowing him or her to focus on the prosodic elements of 

reading that are essential to phrasing.  Oral readings also ensure that the student is 

actually reading, not skimming or scanning the text (Rasinski, 2003, p. 30).   
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 Self-efficacy – Self-efficacy is an aspect of reading motivation.  Bandura (1986) 

defines self-efficacy as “people’s judgments of their capabilities to organize and execute 

courses of action required to attain designated types of performances” (p. 391).  In 

general, adolescents’ perceptions of how competent they are as readers and writers will 

affect how motivated they are to learn in their subject area classes (Alvermann, 2002). 

Scope and Limitations of the Study 

 Through engagement in this study, I closely examined the reading fluency 

development of six focus participants in a sixth grade classroom.  Specifically, I 

attempted to examine the synergy of reading fluency, comprehension and motivation.  I 

did not choose to explore the use of fluency development strategies as an intervention for 

poor or deficient reading performance.   

 Although I interviewed the students, recorded their oral reading performances, 

and informally determining their fluency level, I did not examine how use of performance 

reading contributes to or influences the students’ performance on their state standardized 

tests.   

 As the investigator I chose to examine the fluency development of sixth grade 

readers.  The findings may not necessarily be indicative of other sixth grade students in 

other classrooms. 

 The study contributes to the body of research on instructional methods for helping 

students develop fluency by providing insights into how oral fluency practice and 

performance influences the reading development of young adolescent readers.  In turn, 

in-service and pre-service teachers and researchers can refer to the research to better 

understand how young adolescent students develop into more fluent readers.  Further, 
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educators in similar educational situations may be able to make good use of the 

descriptions provided in this study to draw their own conclusions for classroom practice.     

Summary 

 Fluent reading occurs as the reader interactively relates to the text in order to gain 

meaning, increase knowledge, and achieve reading proficiency.  One way to improve 

reading fluency is by using the method of repeated reading, in particular with pieces of 

literature that are meant to be performed.  In this descriptive case study, I documented the 

ways oral fluency practice and performance was perceived by a class of sixth grade 

readers and their classroom teacher.   

 Chapter Two of the document provides a review of the related literature that 

contributes to this study.  The methods and procedures that guided the investigation is 

reported in Chapter Three.  Chapter Four presents the case study of the six grade class by 

describing and discussing the experiences of six focus participants and their interactions 

with performance readings.  A summary of the findings, implications of the research and 

recommendations for further research is included in Chapter Five.   
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CHAPTER TWO 

Review of Related Research 

In this study, I explored the integration of oral reading performance with social 

studies and the synergy of reading fluency, comprehension and motivation of a sixth 

grade class.  The review of literature that informed and was relevant to this study is 

divided into five sections.  The first three sections of the literature review relate to the 

area of reading fluency.  The fourth section is associated with reading comprehension and 

the fifth section attends to the area of motivation and reading.  In section one, I provide a 

synopsis of research related to fluency.  Fluency instruction is described in section two 

followed by a review of the literature related to the assessment of fluency in section three.  

Section four explores the current research on the relationship between reading fluency 

and comprehension.  Literature focusing on the relationship between fluency and 

motivation is the focal point of section five.   

Research on Fluency 

Research has shown that far too often, focus has been on fluency with respect to 

beginning readers or readers experiencing difficulty.  This has restricted attention and 

educators have failed to consider some of the broader ramifications of an emphasis on 

fluency, especially with older and more developed readers.  Discussions of how an 

emphasis on fluency might enhance the reading development of relatively mature readers 

and foster the development of higher order comprehension abilities infrequently take 

place.  Since reading fluency has generally been thought of as within the domain of the 

elementary grades, it is unlikely that fluency is taught directly or systematically in the 

middle and secondary grades.  Unfortunately, students who lack sufficient fluency 
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entering into the middle grades are not likely to find much instructional support for their 

difficulties.  Stated simply, many researchers argue that fluency is a concern among 

middle and high school students, then it needs to be taught (Rasinski, et. al., 2005).   

Much of the literature on fluency focuses on the evolution of the definition of 

fluency.  As an early forerunner to fluency, nearly a century ago, Huey (1908/1968) 

described the phenomenon in reading that would become known as automaticity.  Based 

on his review of the findings of German experimentalists on word recognition and eye 

movements during reading, Huey concluded that “repetition progressively frees the mind 

from attention to details, makes facile the total act, shortens the time, and reduces the 

extent to which consciousness must concern itself with the process” (p. 104).   

Nearly seventy years after Huey’s observations, Kahneman (1973) postulated that 

humans have only so much cognitive capacity to devote to a particular task.  In cognitive 

psychology, this is known as the assumption of limited processing capacity, or limited 

cognitive resources.  Since higher level processing of text is very capacity demanding 

(Freedman & Calfee, 1984), it is important to be able to allocate all of one’s capacity to 

this level of processing.   

In 1974, LaBerge and Samuels described the construct of fluency as a foundation 

of proficient, fluent reading. Automaticity, they suggested, was the point at which 

decoding processes do not require conscious attention.  LaBerge and Samuels suggested 

that when readers devote substantial attention to identifying words, their comprehension 

suffers.  Once decoding becomes automatic, readers can devote their attention to 

comprehending text, because true comprehension always requires attention.  When 

processes of word recognition take little capacity, most of the reader’s cognitive capacity 
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can be focused on comprehending the text, elaborating on it, criticizing it, and reflecting 

on it – in other words, doing all the things that good readers do (Nathan & Stanovich, 

1991).   

In The Literacy Dictionary: the Vocabulary of Reading and Writing, Harris and 

Hodges (1995) define fluency as “freedom from word identification problems that might 

hinder comprehension” (p. 85).  Directly related to this definition is whether a “surface” 

or “deep” construct of fluency is adopted.  For instance, the National Reading Panel 

defined reading fluency as “the ability to read text quickly, accurately, and with proper 

expression” (NICHD, 2000, p. 3-5). This illustrates a surface construct of fluency which 

builds on an oral reading definition and views the development of fluency as the direct 

treatment of accuracy and speed of oral reading.  A surface view of fluency leads to 

practice such as simply urging students to read faster.  

 Prosodic or reading with appropriate phrasing, is considered a sign that an 

individual has become a fluent reader (Dowhower, 1991; Rasinski & Zutell, 1990).   

Prosodic reading refers to the way oral reading sounds and silent reading feels.  It 

includes inflection, pitch, and stress patterns, all of which make reading sound smooth 

and natural.  When a student reads with expression, he or she is able to chunk groups of 

words into meaningful units, indicating sensitivity to the word, syntactic, and text 

structures.  All of these skills are reliable indicators of competence attributes that are 

important for fluent reading.  Aspects of expression cover a range of interrelated 

linguistic and paralinguistic attributes:  rises and falls in intonation patterns and 

fluctuations in articulation rates, pitch, and duration. A fluent reader is one who clusters 
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text into morphologically and syntactically appropriate phrases and sentences. (Walker, 

Mokhtari, & Sargent, 2006).     

 Lucy Calkins (2001) writes about fluency as reading with clarity and stamina.  If 

readers make exaggerated pauses between short oral phrases, this interferes with 

comprehension.  It becomes a bigger problem when the reader moves into texts that 

contain complex sentences.  She questions whether a student can hold the world of a 

story in his or her mind for weeks.  Coaching for fluency may involve helping readers to 

take in more of a sentence with their eyes.  In this way, they are not caught off guard by a 

question mark or a fragment.    When engagement is sustained, outcomes will be positive.  

Students grow in achievement, knowledge, and practices as a result of their increasing 

engagement (Guthrie & Wigfield, 2000).          

Samuels (2006, p. 9) has indicated that the most important characteristic of the 

fluent reader is the ability to decode and to comprehend the text at the same time. 

However, as previously mentioned, there are other characteristics of fluency such as 

accuracy of word recognition, speed of reading, and the ability to read orally with 

expression.  Nevertheless, these are simply indicators of fluency.  These indicators of 

fluency are said to be similar to the temperature readings in a thermometer when 

administered to a sick person.  The high temperature on the thermometer is not the 

disease itself, but only an indicator that a person is sick.  Reading speed and proper 

expression in oral reading are indicators of fluency.  The essence of fluency is not reading 

speed or oral reading expression, but the ability to decode and comprehend text at the 

same time. 
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A deep construct views fluency far more broadly as part of a developmental 

process of building decoding skills that will form a bridge to reading comprehension and 

that will have a reciprocal, causal relationship with reading comprehension (Pikulski & 

Chard, 2005).  Timothy Rasinski (2006) states that “…fluency refers to readers’ mastery 

over the surface level of texts they read – the ability to accurately and effortlessly decode 

the written words and then to give meaning to those words” (p. 26).  Pikulski and Chard 

(2005) proposed the following definition of reading fluency: “Reading fluency refers to 

efficient, effective word recognition skills that permit the reader to construct the meaning 

of text.  Fluency is manifested in accurate, rapid, expressive oral reading and is applied 

during, and makes possible, silent reading comprehension” (p. 249).  

“It is clear that the ability to read text effortlessly, quickly, accurately, and with 

expression plays an essential role in becoming a competent reader” (Hasbrouck & Tindal, 

2006).  As such, fluency needs to be a concern for teachers at all grade levels, not just 

teachers of beginning readers.  

Research on Fluency Instruction 

Historical Background 

Fluency does not just appear “naturally” as a part of reading acquisition for all 

students.  However, direct instruction in fluency can lead to significant growth (Hoffman, 

2003).  As has already been noted, fluency is closely connected to reading 

comprehension.  Fluency instruction improves reading comprehension scores, and studies 

with proficient readers show that, even for them, rereading text improves interpretation – 

improvement that is first obvious in the fluency changes that take place.  Fluency at its 
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base is a kind of integration of word recognition and initial sentence interpretation 

(Young & Bowers, 1995).   

 Until just after the turn of the twentieth century, reading instruction emphasized 

oral reading.  Fluency while reading orally provided the central measure of progress and 

demonstration of competence (Langer & Allington, 1992).  There was a substantial 

emphasis on “elocution” – the oral performance of a text that provided an interpretative 

rendition, allowing the listener to understand the writer’s argument and message.  Many 

of the reading series of the 19th century included sections on elocutionary principles and 

some included printed cues as to appropriate intonation and emphasis (Venezky, 1987).  

The models set for attainment were the presentations of the great orators of the era, those 

who spoke with precision and emotion and used intonation pitch, juncture and stress to 

convey sympathy, anger, pride, or disdain. The teacher’s manuals of the era provided the 

rationale and bits of method for attaining such standards of oral reading performance 

(Langer & Allington, 1992).   

Later, Rosenblatt (1938/1968, p. 290) suggested, “When we are helping students 

to better techniques of reading through greater sensitivity to diction, tone, structure, 

image, symbol, narrative movement, we are helping them to make more refined 

responses that are ultimately the source of human understanding and sensitivity to human 

value.”  It is often forgotten that oral rendition and comprehension can be effectively 

utilized in classrooms, and especially in classrooms beyond the primary grades where 

characters and plots become richer and deeper and where the language of texts become 

fuller and broader (Langer & Allington,1992).    
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Performance     

 A major component of fluent reading relates to reader performance abilities.  

These abilities relate to quantitative aspects of reading fluency (decoding accuracy and 

reading rate), as well as qualitative features (expression and appropriate phrasing) that 

can describe performance and also indicate progress in reading development.  The ability 

to read naturally and effortlessly involves decoding words automatically, accurately, and 

with appropriate speed; using prosodic cues or text signals, such as punctuation marks 

and other writing conventions; and chunking information in meaningful syntactic units 

indicated by pauses while reading (Walker, Mokhtari, & Sargent, 2006).  The more 

reading students do, the more their word recognition becomes automatic.  As students 

become more proficient in decoding words, they are able to direct their attention to the 

more important task of comprehending (Pressley, 2000).    

Repeated Reading 

 One form of practice, repeated reading, has been found to be particularly 

important for developing reading fluency. Repeated reading has been influencing 

educational practice for nearly twenty years.  Samuels (1979) compares the process of 

repeated reading to the training of an athlete or a musician.  In sports, such as football, 

soccer, boxing, and wrestling, moves must be made rapidly and automatically.  Athletes 

develop skill at their sports by spending considerable time practicing basic skills until 

they develop speed and smoothness at their activity.  Repeated readings use this same 

type of practice.  Musicianship also bears many similarities to reading.  The musician is 

faced with a text comprised of notes.  The goal is not just the mechanical rendition of 

sounds indicated by the notes, but rather the rendering of those printed notes with fluency 
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and expression.  Decoding must be done automatically so that the mind of the musician is 

free to play the score with emotion and feeling (Samuels, 1997).   

 Repeated reading refers to a reader reading a text several times making multiple 

passes over it.  Research has shown that as students engage in repeated readings they 

improve their ability to read the text practiced, but also, more importantly, they 

demonstrate improvement in reading passages they had never before seen, passages that 

may be more difficult than the ones practiced (Dowhower, 1987; Morgan & Lyon, 1979).  

This transfer of learning from one text to another suggests that engaging students in this 

sort of repeated practice is one of the best ways to develop reading fluency and overall 

reading proficiency (Rasinski, 2003).   

 Repeated reading is perhaps the most common form of instruction focused 

specifically on fluency for upper elementary and middle school students.  In contrast to 

unrehearsed oral reading, repeated reading procedures are designed so that students 

practice rereading a familiar text with teacher guidance and feedback (National Reading 

Panel, 2000).   

The usual format for repeated reading is to choose a book or excerpt that is easy 

to understand and that provides an appropriate balance of success and challenge in word 

recognition.  The teacher may initially read the text aloud, discuss it with students, and 

provide support until students can read it independently.  Next, students reread the text, 

usually individually, until they reach an appropriate level of accuracy and speed.  A 

variation on repeated reading often used with older students is timed repeated reading, in 

which the reading is timed and the rate charted on a graph (Samuels, 1979).   
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Repeated reading is a meaningful task when students are reading interesting 

material in context.  Comprehension may be poor with the first reading of the text, but 

with each additional rereading, the student is better able to comprehend because the 

decoding barrier to comprehension is gradually overcome.  As less attention is required 

for decoding, more attention becomes available for comprehension.  Thus, rereading both 

builds fluency and enhances comprehension (Samuels, 1997).    

One of the goals of the National Reading Panel (2000) was to determine whether 

the use of repeated reading improved student fluency and whether such improvements 

were evident in better reading comprehension.  Additionally, the Panel wanted to learn 

how appropriate such procedures would be for regular classroom application.  By 

utilizing the ERIC and PsycINFO databases, the Panel located seventy-seven articles that 

were relevant to the topic and adhered to the selection criteria.   

The National Reading Panel divided articles into four sets.  One set, “Immediate 

Effects Articles” examined the immediate impact of repeated reading on a reading 

performance with no effort to measure transfer to other reading.  The second set of 

articles, “Group Experiments”, attempted to evaluate the effect of repeated reading on the 

reading abilities of students in grades K-12.  The third set of articles, “Single Subject 

Studies”, used multiple baseline single-subject designs to examine the influence of 

repeated reading on the reading abilities of students in grades K through 12.  The final set 

of studies, “Methods Comparisons” compared different methods for doing repeated 

reading but did not have a true control group.     

From the set of studies, The National Reading Panel concluded that clear 

improvements in reading rate, accuracy, and comprehension found for a wide range of 
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readers under a wide range of conditions suggest the possibility that repeated oral reading  

could have transfer effects worth examining (National Reading Panel, 2000).    

Integrating Oral Reading with Social Studies Content  

Reading fluency develops over time through modeling and instruction, and guided 

and independent practice in a variety of texts.  Rasinski (2006) points out that repeated 

reading can manifest itself in a variety of ways in classrooms.  Perhaps the most authentic 

use of repeated readings occurs when students are asked to practice reading texts that will 

eventually be performed for others (Worthy & Broaddus, 2002).  If students know they 

will be performing their assigned passages, they will have a natural reason for practicing 

them (Rasinski, 2006).    

Integrating Oral Reading with Social Studies Content 

 According to Black and Stave (2007), repeated oral reading should not be 

relegated exclusively to language arts.  All content areas have stories to tell, ideas to 

investigate, and individuals to discover.  Oral reading can be integrated into the content 

areas of the elementary and middle school curriculum, not only to build literacy skills, 

but knowledge also.   

 Social studies lends itself easily to repeated oral reading.  The content of social 

studies is composed of the basic components of story:  events, intentions and values, 

specific times and places, individual people and groups, and conflict.  Texts such as 

novels, biographies, trade books, newspaper and periodical articles, poems and famous 

speeches can all be used as resources for oral reading activities (Blake and Stave, 2007).  

Tim Rasinski (2003) suggested using options for integrating oral reading across the 
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curriculum such as Readers’ Theater, performance reading of speeches and poems, and 

radio reading.     

In Readers’ Theater, students stand in front of an audience, usually made up of 

their classmates, and read from scripts they hold in their hands or set on music stands.  

No costumes, props, or scenery are required unless the teacher and students wish to 

include them.  Very little, if any, movement is involved.  In a sense, Readers’ Theater is a 

minimalist form of play performing.  

 Without movement, costumes, props, or scenery, the performers have only one 

attribute to make their performance meaningful and satisfying; their voices.  And, in 

order to use their voices well, performers must practice the text beforehand (Carrick, 

2001).   

 Many of the texts recommended for repeated readings represent genres of 

literature that have recently become neglected in the elementary school reading 

curriculum.  Poetry and song, for example, have been traditional mainstays of the 

elementary reading curriculum; yet in recent years they have fallen out of favor as 

reading curriculum developers focus their efforts on texts that are more likely to have an 

effect on students’ test performance.  However, these types of texts are a legitimate part 

of the elementary literature canon and should be included in a comprehensive literacy 

curriculum for the elementary grades.  By bringing these types of texts back into the 

reading curriculum, teachers will provide a richer literacy experience for their students 

and simultaneously lay the groundwork for authentic and engaging repeated readings 

(Rasinski, 2003).    
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 Many poems, like scripts and speeches, were intended to be read aloud.  Meaning 

is carried in the oral interpretation, as well as in the words (Rasinski, 2003).  The rhyme, 

rhythm, and repetition that permeate poetry also serve to build fluency (Perfect, 1999).  

Many students have had experience with poetry even before entering school, so they are 

familiar with its characteristics.  Moreover, the brevity of most poems makes them 

especially appropriate for multiple readings.  On a cautionary note, even though there is 

no question that poetry can be great fun for fluency instruction, Tim Shanahan (2006, p. 

33) recommended caution with regard to use of poetry and would relegate them to the 

“we read those occasionally” category.  His reasoning is that the research on fluency was 

not conducted with such materials, and it is not enough that students become fluent with 

poetry – they must be able to read prose, with its very different rhythms and cadences, as 

well.                 

Radio reading (Greene, 1979; Opitz & Rasinski, 1998; Searfoss, 1975) is another 

form of repeated reading.  It was developed as a more collaborative alternative to round 

robin reading.  Typically, radio reading begins after the initial silent reading and 

discussion of the text.  The teacher assigns segments of the text to individual group 

members.  Students practice the text on their own and develop comprehension questions 

based on it.  On the following day, students gather into their groups and perform their 

reading as clearly and expressively, as if they were professional actors or announcers.  

The reading is followed by a discussion based on the questions students developed 

(Rasinski, 2003).  

High-quality fluency instruction similar to high-quality comprehension instruction 

is largely permeated with understanding and constructing meaning.  An instructional 
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focus on developing only the observable performances of reading fluency – accuracy, 

rate, and expression – is insufficient to produce the desired outcomes in both 

comprehension and in fluent oral renditions (Reutzel, 2006).  Research has shown that as 

students engage in repeated readings they improve their ability to read the text practiced, 

but also, more importantly, they demonstrate improvement in reading passages they had 

never before seen, passages that may be more difficult than the ones practiced.  This 

transfer of learning from one text to another suggests that engaging students in this sort of 

repeated practice is one of the best ways to develop reading fluency and overall reading 

proficiency (National Reading Panel, 2000).     

Rasinski, Padak, Linek, and Sturtevant (1994) and Rasinski and Padak (2004) 

developed the Fluency Development Lesson (FDL) in response to a need for more direct 

and systematic instruction in reading fluency.  The FDL is grounded in the proposition of 

Rasinski (1989, 2003) that there are three key instructional components vital to 

developing fluency in readers:  model fluent reading, provide assistance while reading, 

and provide opportunities for students to practice reading.  The FDL provides authentic 

opportunities for students to listen to fluent reading and to practice reading with 

assistance and to an audience.  Research has shown that it can positively affect students’ 

reading performance (Rasinski et al., 1994).  

Each brief daily lesson of the FDL includes fluency modeling, assisted reading, 

repeated readings, and word study with a text that is meant to be performed.  The lesson 

can be particularly effective with students who have not achieved a sufficient level of 

fluency at any grade level.   
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   Fluency instruction works best when it is a part of a more complete regimen of 

reading and writing instruction (Shanahan, 2006).  Although fluency is important to both 

silent and oral reading, research suggests that oral reading practice and instruction is most 

effective for developing this ability (NRP, 2000).  Activities such as paired or assisted 

reading in which students take turns reading portions of a text aloud to each other and 

give each other feedback, and rereading the text multiple times until it can be done well, 

have been found to be effective practices from the primary grades through high school.  

These practices have some commonalities.  They all require oral reading, provide the 

reader with feedback and help, and require repetition of the reading until the text can be 

read well (Shanahan, 2006).     

Those who are studying reading fluency are seeing a new interest in fluency as 

part of a balanced reading approach (Samuels, 2006).  As previously stated, The National 

Reading Panel (National Reading Panel, 2000) concluded that fluency, defined in terms 

of speed, accuracy, and proper expression, is a critical part of proficient reading.  In 

addition, they identified repeated and guided oral reading as instructional practices that 

consistently and positively influence fluency, word recognitions, and comprehension 

through at least grade 4 for typically developing readers and through high school for 

students with reading problems.  Samuels (2006) stated that repeated reading is an 

offshoot of automaticity theory and is a technique that helps to build fluency.    

Research on Assessing Reading Fluency 

When readers read with fluency, they give evidence through their oral 

interpretation of the text, that they are constructing meaning while they read (Rasinski, 

2006, p. 62).  Comprehensive assessment of fluency must include measures of oral 
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reading accuracy, rate of oral reading, and quality of oral reading.  There is growing 

agreement that these dimensions of fluency must be assessed within the context of 

reading comprehension.  Fluency without accompanying high levels of reading 

comprehension is of very limited value (Pikulski & Chard, 2005).   

The National Reading Panel (NICHD, 2000) concluded that a number of informal 

procedures can be used in the classroom to assess fluency. Informal reading inventories 

(Johnson, Kress, & Pikulski, 1987), miscue analysis (Goodman & Burke, 1972), pausing 

indices (Pinnell et al., 1995), running records (Clay, 1972), and reading speed 

calculations (Hasboruck & Tindal, 1992) are allprocedures that require oral reading of 

text, and all can provide an adequate index of fluency (NICHD, 2000, p. 3-9).  

Another way to assess reading fluency is by using an Oral Reading Fluency 

assessment.  This quick method determines how fast a reader orally reads grade-

appropriate text (Rasinski, 2004).  The teacher marks any uncorrected errors the student 

makes, as well as words that are provided to the student, and counts the number of words 

that are read correctly in the one-minute period.  The student’s performance is compared 

against grade-level reading rate norms.   

These examples of informal procedures can be used to periodically and practically 

assess the four dimensions of fluency that are necessary for a full, deep, developmental 

construct of fluency:  oral reading accuracy, oral reading rate, quality of oral reading, and 

reading comprehension (Pikulski & Chard, 2005).   

Research on the Relationship between Fluency and Comprehension 
 

The ability to recognize words rapidly and accurately is emphasized in current 

reading theory because it is the key to good reading comprehension (Torgesen et al., 
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2001).  As suggested earlier, cognitive psychologists who study reading conceive of 

reading fluency as the ability to recognize words rapidly and accurately (LaBerge & 

Samuels, 1974; Perfetti, 1985; Rayner & Pollatsek, 1989; Stanovich, 1980, 1986).  Much 

research in the psychology of reading indicates that fluent word recognition may be 

almost a necessary condition for good comprehension and enjoyable reading experiences. 

 A very strong research and theoretical base indicates that while fluency in and of 

itself is not sufficient to ensure high levels of reading achievement, fluency is absolutely 

necessary for that achievement because it typically reflects comprehension.  If a reader 

has not developed fluency, the process of decoding words drains attention, and 

insufficient attention is available for constructing the meaning of texts.  Pikulski and 

Chard (2005) write that there is substantial correlational evidence showing a clear 

relationship between the amount students read, their reading fluency, and their reading 

comprehension.      

As part of 1994 National Assessment of Educational Progress (NAEP), Pinnell et 

al. (1995) found that students’ oral reading rate of a text was correlated with 

comprehension on an earlier, silent reading of the same text.  Students who read 130 

words per minute or more attained the proficient level or higher on the NAEP 

comprehension scale.  Few students in the two-thirds of the sample who failed to attain 

the proficient level on the comprehension scale read above 125 words per minute, and 

most read substantially slower.   

The National Reading Panel (2000) examined 16 independent studies in which 

fluency instruction not only improved fluency performance but also actually translated 

into higher reading achievement on silent reading comprehension tests.  Fuchs, Fuchs, 
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Hosp, and Jenkins (2001) reported a correlation between oral reading fluency and reading 

comprehension of .91.  The high correlation for oral reading fluency measured by words 

correct per minute does corroborate the theoretically driven hypotheses about the 

potential of oral reading fluency as an indicator of overall reading performance.   

The relationship between fluency and comprehension is fairly complex.  This 

complexity was summed up well by Stecker, Roser, and Martinez (1998) in their review 

of fluency research:  “The issue of whether fluency is an outgrowth [of] or a contributor 

to comprehension is unresolved.  There is empirical evidence to support both positions” 

(p. 300).  However, in the end they concluded, “Fluency has been shown to have a 

‘reciprocal relationship’ with comprehension, with each fostering the other” (p. 306).     

J.V. Hoffman (2003) pointed out that the “interface between fluency and 

comprehension is quite tight” (p.5).    In other words, when students become automatic 

decoders, they are able to concentrate more on meaning.  Through oral interpretation and 

other active comprehension strategies, such as reading aloud with appropriate and 

meaningful expression, readers are more likely to develop a satisfactory understanding of 

the texts they read (Rasinski, 2006).      

Although a correlation between fluency and comprehension does not prove 

causation – that fluency or lack of fluency leads to improved or deficient comprehension 

– the findings do suggest that this is a possibility (Rasinski, et.al., 2005).  When a reader, 

during a reenactment, speaks with the character’s voice, the argument can be made that 

comprehension is evident.  When a reader becomes the character, assuming not only 

voice but posture, attitude, and tone, rich understanding is demonstrated.  When that 

reader can offer the types of explanations presented above for the resonance in the voice, 
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the argument is made that those higher order abilities that seem in such short supply are 

being nurtured and developed (Stayter & Allington, 1991).   

Research on the Relationship between Fluency and Motivation 

Cambourne (1995) referred to engagement in reading as a merger of multiple 

qualities.  He argued that engagement entails holding a purpose, seeking to understand, 

believing in one’s own capability, and taking responsibility for learning.  Guthrie, 

McGough, Bennett, and Rice (1996) described engaged readers as motivated to read for a 

variety of personal goals, strategic in using multiple approaches to comprehend, 

knowledgeable in their construction of new understanding from text, and socially 

interactive in their approach to literacy.   

The reader’s disposition relative to the act of reading includes the reader’s attitude 

toward reading, perceptions of self as a reader, and reading habits.  Alexander and Jetton 

(2000, p. 296) argue that “learning from text is inevitably a synthesis of skill, will, and 

thrill,” and that it “cannot take place in any meaningful fashion without the learner’s 

commitment.  Nor will the pursuit of knowledge continue unless the reader realizes some 

personal gratification or internal reward from this engagement.”   

Many teachers, parents, and administrators expect that students are motivated by 

interesting texts.  The logic is that students will devote effort, attention, and persistence to 

reading about topics that they find enjoyable or intriguing (Guthrie & Wigfield, 2000).  If 

a book is personally significant and easy to comprehend, it is likely to be rated as 

interesting (Schraw, Bruning, & Svoboda, 1995).  Students tend to spend more time 

reading personally interesting texts than uninteresting texts (McLoyd, 1979).  

Additionally, students learn relatively more content from interesting texts even after 
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accounting for their relatively high prior knowledge for the content of these texts 

(Schiefele, 1996).  Providing an abundance of high-interest texts in the classroom enables 

teachers to adapt their reading instruction to the preexisting motivations of students 

(Guthrie & Wigfield, 2000).  Using interesting texts, furthermore, is compatible with 

focused instruction on word recognition and word fluency development (Cunningham & 

Stanovich, 1997), provided the texts are matched to student reading level.  

 If a person is intrinsically motivated to read and believes she is a capable reader, 

the person will persist in reading difficult texts and exert effort in resolving conflicts and 

integrating text with prior knowledge.  However, if a text is not fulfilling intrinsic 

motivational goals, such as involvement, the person will terminate or minimize the 

cognitive activity of reading that material (Guthrie & Wigfield, 2000).   

Reader self-perceptions can influence engagement in reading.  Self-perceptions 

related to reading can have a strong impact on students’ decisions to engage in reading 

(Henk & Melnick, 1992; Wigfield & Guthrie, 1997).  Reader self-perception is, in turn, 

influenced by reader self-efficacy, which refers to beliefs about personal competence in 

relation to specific tasks, such as reading a book or writing a paper (Henk & Melnick, 

1992).  Readers who perceive themselves as good readers are more likely to achieve 

success in reading than those who do not embrace such beliefs.   

Self-efficacy is a major aspect of motivation.  Bandura (1986, 1997) defined self-

efficacy as “people’s judgments of their capabilities to organize and execute courses of 

action required to attain designated types of performances” (1986, p. 391).  Applying this 

concept to reading, Schunk and Rice (1993) showed that providing clear goals for reading 

tasks and feedback on progress toward success increased self-efficacy and strategies for 
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text comprehension.  Schunk and Zimmermen (1997) reviewed research showing that 

students with high self-efficacy see difficult reading tasks as challenging and work 

diligently to master them, using their cognitive strategies productively.    

After the primary grades, students are expected to read independently.  As the 

volume and complexity of reading expectations and materials expand, students who are 

not developing fluency have a hard time understanding and keeping up with schoolwork 

and often find themselves in increasing difficulty even if they have previously done well.  

Students with inadequate fluency are also likely to avoid reading because of fear of 

failure and negative attitudes (Worthy & Broaddus, 2002).   

Students who do not read do not get better at reading (Allington, 1977; Anderson, 

Wilson, & Fielding, 1988); students who are not good at reading do not read.  Students 

who avoid reading have less exposure to ideas and vocabulary in books and may lose 

intellectual as well as academic ground.  Keith Stanovich (1986) describes what happens 

when a reader fails to learn to read before the third or fourth grade.  Such a failure may be 

indicative of life-long problems in learning new skills. This is because children who fall 

behind in reading, read less, increasing the gap between them and their peers. Later, when 

students need to read to learn, their reading difficulty creates problems and they fall 

further and further behind in school.  For these students, attention to fluency is critical.    

Students’ competence beliefs, values, and intrinsic motivation for learning tend to 

decline across the elementary school years, although the pattern of this change varies 

some across different activity areas.  Their extrinsic motivation tends to increase, as does 

their focus on performance goals.  Readers’ competence and efficacy beliefs become 

more closely tied to indicators of their performance (Guthrie & Wigfield, 2000, p. 408).  
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 One explanation for students’ declining self-efficacy and motivation is their 

increasing capacity to understand their own performance.  Readers become much more 

sophisticated at processing the evaluative feedback they receive.  For some students, this 

leads to a growing realization that they are not as capable as their peers, thereby reducing 

their incentive to read. A second explanation focuses on how instructional practices may 

contribute to a decline in some children’s motivation.  Practices that focus on social 

comparison between children, with too much competition between them, can lead to 

declines in competence beliefs, learning goals, and intrinsic motivation.  Simultaneously, 

these practices tend to increase extrinsic motivation and performance goals (see Eccles et 

al., 1998; Wigfield, Eccles, & Pintrich, 1996).  

 Development of intrinsic motivation is strongly dependent on students’ 

competence (Deci et al., 1991).  If students are able to complete the reading tasks in their 

classroom, and are aware of their abilities and limitations, they will be more motivated 

than if they are less capable or less aware (Harter, J., 1982; Harter, S., 1981).  

Consequently, strategy instruction in reading, in forms that are either direct or implicit, is 

likely to be empowering and motivating.   

In reading, intrinsic motivations are vital to strategic learning.  Possession of 

strategies and the motivation for using them are likely to be mutually enhancing (Guthrie 

& Wigfield, 2000).  If students are to become fluent readers, they need to read a lot.  The 

teacher’s job is to see to it that students want to read – they seek new knowledge via the 

written word and derive satisfaction and joy from the reading process (Nathan & 

Stanovich, 1991).   
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Dysfluent word recognition results in unrewarding reading experiences that lead 

to less involvement in reading-related activities.  This starts a cycle of interacting 

negative consequences (Stanovich, 1986).  According to Nathan and Stanovich (1991), 

dysfluent reading leads to less reading.  Lack of exposure and practice then leads to a 

continued failure to develop automatic word recognition.  As a result, practice continues 

to be avoided or is merely tolerated without real cognitive involvement, and the 

downward spiral continues.  Importantly, since reading unlocks knowledge, develops 

vocabulary, and facilitates other cognitive abilities (Stanovich, 1986), these other skills 

and processes are developmentally delayed.     

Strategies that are likely to increase self-efficacy in elementary and middle school 

students include using prior knowledge (Anderson & Pearson, 1984), searching for 

information (Guthrie, et al., 1996), comprehending informational text (Dole, Duffy, 

Roehler & Pearson, 1991), interpreting literary text (Graesser, Singer, & Trabasso, 1994), 

and self-monitoring (Baker & Brown, 1984; Zimmerman, 1989).   Reading fluency is 

influenced by disposition attributes ( or tendencies toward reading), which include, 

among other things, attitude toward reading, perceptions of self as reader, and reading 

habits – having to do with whether one engages in any reading activity at all (Walker, 

Mokhtari, & Sargent, 2006).  Increasing reader self-perceptions enhances positive 

dispositions toward reading, which augments the amount of reading students do, thus 

improving reading fluency (Walker, Mokhtari, & Sargent, 2006).  

Walker (2003) argues that succeeding encourages all readers to engage in literacy 

activities that in turn increase the amount of text they read, ultimately having an influence 

on fluent reading and comprehension.  On the other hand students who perceive 
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themselves as poor at reading usually have not experienced successful reading.  As a 

consequence, their disengagement from reading results in less reading activity, which 

clearly affects fluent reading ability (Walker, Mokhtari, & Sargent, 2006).   

A student’s willingness to engage with a text may be determined by their attitude 

toward reading, perceptions of self as a reader or self-efficacy, and interest in the text.  

When teachers provide students with opportunities to participate in repeated oral reading 

performances like Readers’ Theater, radio reading and poetry sharing, they offer their 

students ways to develop their reading fluency and the chance to become more proficient 

readers.   

Summary 

 The evolution of the construct of fluency originated from Huey’s (1908/1968) 

early work on what would become known as automaticity, the point at which decoding 

processes do not require conscious attention (LaBerge & Samuels, 1974).  A 

comprehensive definition of fluency refers to the efficient word recognition skills that 

permit a reader to construct the meaning of text.  Additionally, fluency is manifested in 

accurate, rapid, expressive oral reading and is applied during, and enhances silent reading 

comprehension (Harris & Hodges, 1995).  Unfortunately, research in the development of 

fluency has tended to neglect older readers.   

 Effective fluency instruction includes fluency modeling, repeated readings, and 

word study with text that is meant to be performed.  Activities that include performance 

of poems, speeches, and radio reading can be integrated into content areas like social 

studies (Rasinski, 2003).  Progress in fluency achievement can be obtained through 
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measures such as the administration of informal reading inventories, miscue analysis, and 

reading speed calculations (NICHD, 2000).   

 Pikulski & Chard (2005) indicate there is strong evidence that shows a clear 

relationship between the amount students read, their reading fluency, and their reading 

comprehension.  On the other hand, lack of fluency leads to deficient comprehension 

(Raskinski, et al., 2005).  Dysfluent word recognition results in unrewarding reading 

experiences that lead to less involvement with reading and poor self-efficacy (Stanovich, 

1986; Anderson & Pearson, 1984).  In this study, I will focused on the reciprocal 

relationship of fluency, comprehension and motivation of a class of sixth grade students.   
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CHAPTER THREE 

Methodology 

 This study examined and described the integration of oral reading performance 

with social studies.  A qualitative case study was conducted in a sixth grade reading and 

social studies classroom to investigate students’ reading fluency development during 

repeated oral reading practice.  The study depended on exploring the topic by observing 

and interacting with the class in their own environment.   

 Use of the qualitative paradigm was appropriate for this case study because I was 

observing the school-life of a class of sixth grade students and their teacher.  I focused on 

naturally emerging conversations and the meanings individual students assigned to their 

experiences with oral reading performance.  Their school-life included emotions, 

motivations and their meanings, empathy, and other subjective aspects associated with 

naturally evolving lives of individuals in the class.  These elements represented students’ 

behavioral routines, experiences, and various conditions affecting their usual routines 

within the classroom.   As Schwartz and Jacobs (1979) suggest, many of these elements 

are directly observable and as such may be viewed as objective.     

In this chapter, the research methodology is described in five sections:  (a) 

description of the participants and site selection process, (b) design for the study, (c) data 

collection procedures, (d) description of data analysis and interpretation and (e) 

description of measures taken to insure trustworthiness.   

Focus Participants and Site Selection Process 

 Determining the participants and site for this study was one of the primary 

methodological decisions I made.  I selected a sixth grade classroom as the context for 
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my study.  It was my intention to select a classroom that contained a socially, 

economically, ethnically, and educationally diverse range of students found in other 

elementary schools in the school district.  Based upon prior observations of this 

classroom, it was probable that students could provide an abundance of information 

pertinent to the study of the relationship between fluency, motivation, and 

comprehension; consequently, they were considered a typical, purposive sample (Patton, 

2002).   

 In order to maintain confidentiality, I decided that all students participating in the 

study would be referred to by self-selected pseudonyms.  Before obtaining permission to 

observe in the classroom, I assured the classroom teacher, the campus principal and the 

district superintendent that I would guarantee anonymity of the participants and the site.   

Demographic Data 

 Richards Elementary School (pseudonym), the school selected for this study, was 

one of twenty-four elementary schools located in a mid-size city of approximately 

100,000.  It was built in 1952 and was located in an older section of town.  The school 

housed grades kindergarten through six.  In addition to degreed teachers, Richards’ 

faculty included two reading specialists, an alphabetic phonics teacher, a math specialist, 

a speech therapist, a resource teacher and aides for special education and bilingual 

teachers that served students in K-6 classes.    

Richards was a neighborhood school, and most students lived within one to two 

miles from the school.  During the 2006-2007 school year, the student enrollment was 

approximately 560.  Richards was classified as a Title I campus.  
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 Title I, Part A provides federal dollars to help supplement educational 

opportunities for children who live in high poverty areas who are most at risk of failing to 

meet a state's content and performance standards. A Title I school is eligible to become a 

school wide program when the poverty level, (determined by free and reduced lunch 

counts, Aid to Families with Dependant Children [AFDC], census or Medicaid) is at or 

above 40% (U.S. Department of Education, 2006).  

Fifty-three percent of the student population at Richards Elementary received free 

or reduced priced lunches.  The school had the following ethnic distribution:  54% 

Hispanic, 45% White, and 1% African American.  In the sixth grade, the teacher to 

student ratio was 1:23.  Of the students in this study, 11 were girls and 12 were boys.   

Focus Participant Selection 

 Ms. Young (pseudonym) was suggested to me by a mutual acquaintance.  She 

was a veteran educator and taught reading and social studies to three classes of sixth 

graders.  Reading, language arts, and social studies were Ms. Young’s areas of expertise.  

During her career, she had participated in numerous professional development classes 

that addressed the instruction and improvement of reading skills.   

 Ms. Young held a bachelor’s degree in interdisciplinary studies and a 

specialization in reading.  She had worked at Richards Elementary for eight years.  She 

taught two years in fourth grade and six years in sixth grade.  Ms. Young had always 

taught in a departmentalized setting and had taught reading, language arts, and social 

studies to a diversified classroom of students.  In addition to her regularly assigned 

teaching duties, Ms. Young also tutored students with reading difficulties on campus in 

the afternoon after school.      
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 I became an official Richards Elementary School volunteer in the fall of 2006.  

During October, November, and December, I visited Ms.Young’s classroom on Monday 

through Thursday for two and a half hours each morning in order to observe reading and 

social studies instruction.  In addition, I acted as Ms.Young’s aide.  I graded papers, 

straightened bookshelves, and occasionally worked with students who needed help in 

catching up with missing assignments.   Through this experience, I was able to get to 

know Ms. Young better and the experience helped me to determine which students I 

wanted to have as participants in my study.    

 Even though issues of access must be frequently re-negotiated throughout the 

course of a research study, I took the time to develop a sense of rapport, trust, and 

genuine communication patterns with Ms. Young, her students, the other sixth grade 

teachers and campus office personnel.   

From my preliminary observations, I was able to discern the nuances of different 

situations and the students were more willing to share (Jansick, 2000) because I had 

worked to establish relationships with them outside the confines of the study.  Based on 

the prior observations and recommendation from Ms. Young, I chose six students to 

serve as focus participants for this study.  These participants were representative of the 

student population in Ms. Young’s classroom and Richards Elementary School in 

general.   

 Informed consent is the deliberate consent of individuals to participate as an 

exercise of their choice, free from any element of fraud, deceit, coercion, or similar unfair 

inducement or manipulation (Berg, 2004).  After I received verbal consent from Ms. 

Young and Mr. Cordoba (pseudonym), the campus principal, I requested and received 
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formal written permission for conducting research from my university’s Internal Review 

Board and the school district’s superintendent (see Appendix A & B).   Because 

instruction in fluency improvement took place in a group context and the interactions that 

happen between Ms.Young and her students and oral performances produced by students 

had the potential to influence instructional decisions, written consent was also obtained 

from Ms. Young, each of the six focus participants and their parents (see Appendix C, D 

& E).  Finally, I explained the purpose of this study to the six participants and asked them 

if they wished to participate in the study.         

Research Design 

 The research venture is directed or driven by research problems.  How a research 

study is eventually conducted depends largely on what the research questions are.  In 

general, when deciding upon questions for a study, researchers begin with an area of 

interest or a topic and then examine what information about the topic already exists.  I 

had a prior interest in fluency development as a teacher in public elementary schools.   I 

provided many opportunities for my sixth grade students to orally read poetry, participate 

in Readers’ Theater productions, and role play history themed news casts as part of an 

integrated language arts/social studies curriculum.  I knew that my students enjoyed these 

kinds of activities, as did I.  After I became an instructor on the university level, I began 

reading more and more about oral performance as a way to improve fluency.  I attended a 

Reading Recovery convention in Columbus, Ohio in February of 2006 and heard Tim 

Rasinski conduct a session on the use of oral performance activities such as poetry, 

songs, Readers’ Theater, and speeches to improve students’ reading fluency.   
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 There are a significant number of articles concerning the fluency improvement of 

primary age students.  In almost all of the research, it is suggested that there is a 

relationship between improved fluency and improved reading comprehension that may be 

actually transferable to previously unread texts.  I began to wonder about the importance 

of fluency development with young adolescent readers.  From this general interest, the 

following questions emerged as a guide to exploration of the topic: 

• How do adolescent students who read with varying degrees of fluency 

perceive themselves as readers?   

•  How do these students perceive instructional practices involving oral 

performance?   

• How does one teacher of adolescent students perceive instructional practices 

involving oral performance in relation to the reading fluency and 

comprehension of her students?   

These questions guided the methodological decisions, data collection and analysis for this 

research study.   

Intrinsic Case Study Research 

 This study was designed to be an intrinsic case study (Stake, 2995)).  A case study 

“is the study of the particularity and complexity of a single case, coming to understand its 

activity within important circumstances” (Stake, 1995).  Its design is “employed to gain 

an in-depth understanding of the situation and meaning for those involved.  The interest 

is in process rather than outcomes, in context rather than a specific variable, in discovery 

rather than confirmation” (Merriam, 1998, p. 19).    Further, when a case study’s purpose 

is description, the researcher attempts to depict a phenomenon and conceptualize it.  A 
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good depiction will provide what is called “thick description” of the phenomenon, that is, 

statements that re-create a situation and as much of its context as possible, accompanied 

by the meanings and intentions inherent in that situation (Gall, Borg & Gall, 1996).   

The single most important defining characteristic of case study research lies in 

delimiting the object of study, which is the case.  In other words, the case is a thing, a 

single entity, or a unit around which there are boundaries (Merriam, 1998).   The sixth 

grade students and Ms. Young served as the case for this study.  

While case studies can be quantitative and test theory, in this study, the case study 

is qualitative.  Qualitative research is a form of inquiry that helps researchers understand 

and explain the meaning of phenomena with as little disruption of the natural setting as 

possible (Merriam, 1998).   Qualitative researchers are interested in understanding the 

meaning people have constructed, that is, how they make sense of their world and the 

experiences they have in the world.  Qualitative study “implies a direct concern with 

experience as it is ‘lived’ or ‘felt’ or ‘undergone’” (Sherman and Webb, 1988, p. 7).  A 

major characteristic of all forms of qualitative research is that the researcher is the 

primary instrument for data collection and analysis (Merriam, 1998, p. 7).  

The Constructivist Research Paradigm 

 This research study was framed within the constructivist research paradigm 

(Schwandt, 1994).  Most contemporary qualitative researchers nourish the belief that 

knowledge is constructed rather than discovered (Guba & Lincoln, 1994).  Case study 

research shares the burden of clarifying descriptions and elaborating interpretations.  

Following a constructivist view of knowledge allows the researcher to convey 

generalizations.  A constructivist view encourages providing readers with good raw 
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material for their own generalizing.  The emphasis is on description of things that readers 

ordinarily pay attention to, particularly places, events, and people, not only commonplace 

description but “thick description,” the interpretations of the people most knowledgeable 

about the case (Geertz, 1973).  Constructivism helps a case study researcher justify plenty 

of narrative description in the final report (Stake, 1995).   

 In constructivist studies, researchers view situations through a lens that is value-

laden. Prior understandings, assumptions and biases cannot be removed from the 

researcher’s interpretation of the data.  In other words, there is no such thing as a “neutral 

observer”. I chose to use the first person narration in reporting this study in an attempt to 

maintain the presence of the researcher in the methodological decisions and analysis. 

Data Collection 

 The researcher’s role, the procedures for data collection, and identification of the 

types of data that need to be collected are all issues that an investigator should take into 

consideration during data collection.   

Researcher’s Role 

 All observation involves participation in the world being studied.  Naturalistic 

observation is one of the most widespread ways of gathering data in qualitative research 

(Adler & Adler, 1994, p. 380).  The researcher can assume one of several stances while 

collecting information as an observer, stances that range from being a full participant to 

being a spectator.  As a participant observer, the researcher’s observer activities are 

known to the group; participation in the group is definitely secondary to the role of 

information gatherer.  Using this method, the researcher may have access to many people 

and a wide range of information, but the level of the information revealed is controlled by 
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the group members being investigated (Merriam, 1998).  Adler and Adler (1994, p. 380) 

differentiate this “peripheral membership role” from the active membership role just 

described.  Here researchers “observe and interact closely enough with members to 

establish an insider’s identity without participating in those activities constituting the core 

of group membership.”   

 In an attempt to understand how oral fluency practice and performance affected 

the reading development of young adolescent readers, I primarily assumed the role of 

observant participant or participant observer as those are what the natural consequences 

of being present in the environment required.  I did not provide any direct instruction for 

the students, but I interacted with them by formally and informally interviewing them and 

by occasionally acting as a resource for them.  I offered ideas for lesson preparation to 

Ms. Young and talked with her after lessons.  For these reasons, my presence as the 

researcher potentially influenced what occurred in subsequent lessons and conversations 

with Ms. Young.   

Data Collection Procedures 

 Data was mainly collected during reading and social studies instructional times.  I 

attempted to collect data on 12 reading/social studies lessons over the course of 12 to 14 

weeks.  I observed Ms. Young’s class for two to three hours daily on Monday through 

Friday.  I chose to collect the data in the spring because at that point in the academic 

school year, sixth grade students were accustomed to grade level instructional routines 

and expectations.  The second semester was a continuation of these previously 

established classroom patterns.  There was, however, a slight change of focus in the 

instruction in order to prepare students for the up coming State Yearly Test (SYT).  
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Students in the lowest reading group discontinued participation in the “Soar to Success” 

reading program (Houghton Mifflin, 1998) in early February and participated in activities 

that looked more like the other two reading groups in Ms. Young’s class.  The cessation 

of the “Soar to Success” program provided additional time for all students in the class to 

participate in fluency development lessons.   

 I talked with Ms. Young about scheduling a time for daily observation and 

possible audiotaping each day.  Ms. Young incorporated a Monday morning fluency 

demonstration mini-lesson within her normal reading instruction period.    The normal 

reading period was from 8:00 to 8:40. The students then went to their elective classes and 

returned to class by 9:20.  From 9:20 to 11:30, the class concluded work on their reading 

lesson and began their lessons in social studies.  The time spent on reading instruction 

and social studies instruction was somewhat fluid.  Some days more time was spent on 

reading after elective classes and sometimes more time was spent on social studies 

content lessons.  In an effort to strengthen both subjects, Ms. Young often integrated 

instruction of both subjects.   

 I collected data from discussions with Ms. Young before and after oral reading 

exercises took place whenever she had a few moments, and it was convenient for her.  I 

discussed lessons with her during her conference period, which coincided with the 

students’ elective classes.  When necessary, I talked with Ms. Young in her classroom 

before school, and sometimes I returned to school at a later time in order to converse with 

her (see figure 3.1).  In addition to these observations, I conducted interviews, kept field 

notes and gathered documents as part of the data collection for this study (see figure 3.2).   
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Data Collection Dates 

Monday through Friday 
March 5-9 
 

SPRING BREAK 
March 12-16 

 
Monday through Friday 
March 19-23     
March 26-30 
 
Monday through Friday  
April 2-6       
April 9-13 
 

ADMINISTRATION OF STATE YEARLY TEST 
April 16 & 17 

 
Wednesday through Friday 
April 18-20 
Monday through Friday        
April 23-27 
    
Monday through Friday 
April 30-May 4 
May 8-11 
May 14-18 
May 21-25 
    
Figure 3.1 Data Collection Schedule 
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Research Question Data Collection Procedure 

How do adolescent students who read with 
varying degrees of fluency perceive 
themselves as readers? 

• How do adolescent students who 
read with varying degrees of 
fluency think and talk about their 
own reading comprehension? 

• How do adolescent students who 
read with varying degrees of 
fluency think and talk about their 
own reading fluency? 

• How do adolescent students who 
read with varying degrees of 
fluency think and talk about their 
motivation to read? 

 

 
 
 

• Formal interview 
             Informal interview 
             Focus participant observation 
 

• Formal interview 
Informal interview 
 Focus participant observation 
 
 

• Formal interview 
Informal interview 
Focus participant observation 
 

How do adolescent students who read with 
varying degrees of fluency perceive 
instructional practices involving oral 
performance - 

…in relation to their own reading 
fluency? 
…in relation to their own reading 
comprehension? 
…in relation to their own motivation to 
read? 

• Informal interview 
      Formal interview 
      Focus participant observation 
      Written responses to questions on  
      fluency, comprehension and  
      motivation 

 
 

 
 

How does one teacher of adolescent 
students perceive instructional practices 
involving oral performance of social 
studies texts in relation to the reading 
fluency and comprehension of her 
students?   

• Teacher observation 
• Formal teacher interview 
• Informal teacher interview 

 

 

Figure 3.2 Rationale for Data Collection 
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Observation 

 Observation is the chief means of collecting data in qualitative research and offers 

first hand accounts of the circumstances under study.  When combined with interviewing 

and document analysis, observation provides the opportunity for a holistic interpretation 

of the phenomenon being investigated (Merriam, 1998, p. 111).  During the observation 

of the fluency lessons in Ms. Young’s class, I took field notes (see Appendix F).  In 

addition, I audio taped formal and informal interviews of Ms. Young and the focus 

participants (see Appendix G).  I used the audio tapings for transcription purposes.   

Before I began to use any equipment, I explained to the students what I was going 

to do and how the recorder worked.  Either I placed the tape recorder in close proximity 

to the participant, or I had the student use a remote microphone.  I tried to sit in an 

unobtrusive spot in the classroom so as not to interfere with Ms. Young’s lessons, but 

close enough to attend to the recorder when necessary.  I recorded notes in my Palm Pilot 

as the lessons progressed.  I described the environment and documented my thinking and 

questions in regards to the lessons.  I used my notes to reconstruct the lessons during 

transcription and analysis and tried to identify ideas for discussion with Ms. Young 

following the lessons.   

 I transcribed observations on a daily basis.  The lesson along with fluency 

practices and performances were transcribed in their entirety.    I attempted to document 

“real life” in the classroom.  If disagreement with partners, confusion over expectations 

or off task behavior was witnessed, I tried to authentically record it. In the transcripts, I 

mostly noted talk, but I also included some description of speech nuances and actions of 

the young adolescent readers.  
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Observational Field Notes 

 I took my Palm Pilot into the classroom to record my notes each time I visited the 

classroom.  During the lessons, I took notes on what was happening.  These not only 

made reference to who was in attendance, where participants were seated, what the 

context was and when the observation took place, I also kept track of my own thoughts 

and questions about what was happening during the fluency lessons and practices.  From 

these notes, I developed ideas for things to discuss during conversations with Ms. Young.     

 I also entered summaries of conversations that I had with Ms.Young into my Palm 

Pilot. So as not to make Ms. Young uncomfortable, I recorded information gained in 

conversations with her and documented ideas that came up during discussions either 

during her conference time or shortly after I had left her classroom. 

 I kept track of variations in data collection techniques and annotated changes in 

methodology in my Palm Pilot because data collected in the field are somewhat fluid in 

nature and cannot be totally specified beforehand (Erickson, 1986; Goodwin & Goodwin, 

1996).   I entered my notes as a Word document page.  The Word document files served 

as a place to document my hunches and questions, some of which served as a beginning 

source during data analysis.  I kept track of my own emotions, whether I was frustrated, 

disappointed or excited about something that happened in the classroom.   

 As a protocol, I typed my observational notes in a Word Document using my 

Palm Pilot and wireless, portable keyboard.  Later, I downloaded my notes into my laptop 

computer.  I also took a stenographers notebook and pen to the classroom in case the 

Palm Pilot did not function properly.    
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 Some of the information from the field notes were moved or added to the data 

pool (e.g. interviews before or after the fluency practice sessions).  The information 

contained in the Word documents were used to confirm data collected in other ways or as 

a reference source to refer back to when I wrote about methodological issues or when I 

coded data to look for patterns.  

Interviews 

 “Interviewing may be defined simply as a conversation with a purpose” (Berg, 

2004, p.75).   The main purpose of an interview is to obtain a special kind of information.  

The researcher wants to find out what is “in and on someone else’s mind” (Patton, 1990, 

p. 278).     

 I conducted interviews with the six focus participants and Ms. Young throughout 

the course of data collection.  The nature of the interviews was conversational.  In order 

to understand the relationship between fluency, comprehension, and motivation, I asked 

the focus participants questions that were similar to these: 

• Tell how you feel about reading.  

• What are you good at in reading?    

• Is there anything you’d like to get better at in reading? 

• Who is a good reader that you know? 

• Pretend that your teacher says “Today we’re going to read a play out loud.  

Everybody has a part and you’re going to have one”.  How does that make 

you feel?   

• Do you think reading aloud is helpful to you in order to become a better 

reader?   
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• What do you think about the radio reading last week? 

• Have oral reading practices helped you with your performances on 

Friday? 

The participants’ responses were recorded as field notes in the Palm Pilot.   The 

answers to these questions gave me an idea about how the student participants in Ms. 

Young’s class felt about oral fluency practice and performance and its influence on their 

reading development (see Appendix H).     

Periodically, during the weeks that I observed in her class, I conversed with Ms. 

Young about what happened during these class periods.  The main purpose for the 

conversations was to “get inside the teacher’s head” about her perceptions about students 

and their fluency capabilities.  I used a tape recorder when I talked with Ms. Young.  I 

left it to her to determine whether she was more comfortable conversing with a tape 

recorder or with me recording the conversation directly into the Palm Pilot.   

 I also conducted more formalized interviews with Ms. Young.  The purpose of 

these interviews was to find out about her personal teaching history and to find out in 

general what she thought about fluency instruction.  In particular, I wanted to find out if 

Ms. Young found it beneficial and/or appropriate to use oral fluency practice and 

performance in the reading instruction and reading development of her sixth grade 

students. I asked her questions that were similar to these: 

• How do you teach reading in your classroom? 

• How do you determine which students are placed in your three reading 

groups? 

• Describe the kinds of oral reading that occur in your class.   
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• Is it worth your time and effort to have your students participate in radio 

reading or Readers’ Theater? 

 After transcribing Ms. Young’s interview, I shared it with her in order to clarify her 

comments and to gain additional information (see Appendix I).    

 All of the interview documents became a part of the data pool.  I combined the 

information from the interviews with the information collected during the observations to 

help me gain insight into the students’ and Ms. Young’s backgrounds, as well as their 

understandings about reading fluency, motivation and comprehension.   

Documents 

 The third type of data that I collected during the study were documents.  

Documents of all types can help the researcher uncover meaning, develop understanding, 

and discover insights relevant to the research problem (Merriam, 1998, p. 133).   During 

the course of this project, Ms. Young asked her students to give a written response to 

questions she posed for the class.  Normally, she wrote the questions on the white board, 

but occasionally, she would verbally ask questions.  Most of the questions were self-

reflection questions like: 

• Describe radio reading. 

• How do you feel about radio reading? 

• What would you do differently next time? 

• Think about the good readers you heard during Readers’ Theater.  What 

made them good? (see Appendix J)   

In addition to student written responses to questions, I also gathered information 

from the focus students’ permanent records (see Appendix K).  I felt it was important to 
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study these records in order to develop a deeper understanding of focus participants’ lives 

and histories as readers.  These documents helped me to gain insight into the students’ 

attitudes, beliefs, and views of themselves as readers.  They reflected the students’ 

perspective, which is what most qualitative research is seeking.     

Data Analysis and Interpretation 

 According to Merriam (1998), a qualitative design is emergent.  The process of 

data collection and analysis is recursive and dynamic.  The researcher uses initial analysis 

of previously collected data to inform future data collection (p. 155).  I analyzed my field 

notes from each lesson to know what to ask the focus participants and Ms. Young in 

formal and informal interviews.  I also used the notes saved in my Palm Pilot to generate 

questions that might identify negative cases or my own biases.  These questions helped 

me to look more closely at future lessons to see if my hunches were confirmed or 

negated.   

 As with other qualitative studies, I anticipated that the amount of data generated 

with this study would be substantial.   According to Berg (2004) qualitative data needs to 

be reduced and transformed in order to make it more readily accessible, understandable, 

and to draw out various themes and patterns (p. 39).  For this study, I translated the raw 

data into words and then assembled the extended text.  Although I had field notes to look 

at and do a quick analysis of in the classroom, I needed the data to be in a format that was 

usable; therefore, I listened to and transcribed the audio tapes and saved significant points 

from the field notes.  Walsh (Graue & Walsh, 1998) calls the following activity 

constructing a data record.  I then was able to develop an audit trail by circumspectly 
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documenting all data and marking it according to a personally devised organizational 

system so that I could cross-reference and retrieve specific data more easily.   

 Focal categories that emerge are best presented in some kind of data display 

derived from and conducive to further analysis.  That is the researcher labels or codes 

units of data.  The logic of the coding system derives from the creative and theoretical 

background of the researcher.  In qualitative evaluation, the coding system must also 

reflect the questions that initiated and structured the evaluation in the first place.  

Returning to reflective early notes and role negotiation often reintroduces the evaluation 

researcher to the research questions and the rationale for the study.  The evaluator’s own 

theoretical predispositions also will be particularly influential at this stage of the 

evaluation (Pitman & Maxwell, 1992, p. 765).   

 I analyzed the gathered data as one case.  All of the transcripts were read and 

reread by me in order to gain a sense of the larger picture (Graue & Walsh, 1998).  I 

began my initial coding after multiple readings of the collected data.  

 Data reduction directs attention to the need for focusing, simplifying, and 

transforming raw data into a more manageable form.  Furthermore, this data reduction 

occurs throughout the life of the research project (Berg, 2004, p. 39).  Codes or categories 

are labels identifying units of meaning in the data gathered during a study.  Codes can be 

attached to chunks of information that vary in size.  Once codes or categories have been 

identified, the researcher can begin to look for relationships within the data and can begin 

to settle on which information is important and how is will be conveyed to the reader.   

In the beginning, I categorized and coded the data in a process identified as open 

coding (Strauss & Corbin, 1990).  I left large enough margins in the transcripts in order to 
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have ample room to document my codes and initial ideas.  By continuing with the open 

coding process, provisional categories emerged that corresponded to the questions that I 

was trying to answer through my study.  I then cut, pasted and then reassembled the data 

from the open coding process in different ways.  As I identified patterns and 

relationships, I was able to develop new broader categories.  This coding process was not 

linear.  There was a continuous interplay throughout the analysis between evolving 

interpretations and checking them against the data.  At each stage, ideas emerged that 

forced me to return to previous stages, re-think and make changes in the coding system to 

assure that my interpretations were supported by data.  It was through this cyclical, 

recursive, reflective process that interpretations developed from the data themselves.   

Trustworthiness 

All research is concerned with producing reliable and valid knowledge in an 

ethical manner.  Being able to trust research results in especially important to 

professionals in applied fields such as education, where practitioners are involved with 

students’ lives (Merriam, 1998. p. 198).  If researchers are to ensure that the research that 

they have conducted as trustworthy, they will take precautions to establish criteria for 

validity and reliability. 

Credibility 

 Credibility deals with the question of how research findings match reality.  In 

other words, do the findings capture what is really there?  Reality, according to Lincoln 

and Guba (1985), is “a multiple set of mental constructions…made by humans; their 

constructions are on their minds, and they are, in the main, accessible to the humans who 

make them” (p. 295).  Because human beings are the principal instrument of data 
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collection and analysis in qualitative research, interpretations of reality are accessed 

directly through their observations and interviews (Merriam, 1998, p. 203).  In this study, 

credibility was assured by triangulation, member checks, long-term observation, peer 

examination, participatory or collaborative modes of research, and clarification of 

researcher’s biases. 

 Triangulation of data is described as using multiple investigators, multiple sources 

of data, or multiple methods to confirm the emerging findings (Merriam, 1998).  Even 

though observation was a significant source of information for this study, I used 

additional methods to collect data in an effort to broaden my data pool and support or 

negate my interpretations.  Audio tapes, field notes and artifact documents allowed me to 

formulate answers to my questions and corroborate information while at the same time 

providing resources for rich description that made the interpretations more credible.   

Taking data and tentative interpretations back to the people from whom they were 

derived and asking them if the results are plausible is a member check (Merriam, 1998, p. 

204).  I did member checks both formally and informally throughout the study.  I 

discussed the research with Ms. Young on a daily basis and listened to her for her ideas 

and contributions.  I did the same with the student participants.  The member checks 

allowed those included in the study to confirm the accuracy of the data, offer suggestions, 

challenge interpretations and ask questions about the study.   

 A third way to assure credibility is to engage in long-term observation at the 

research site while gathering data over a period of time (Merriam, 1998, p. 204).  This 

study spanned an eight-month period from initial observation for site selection and time 

spent gaining insights into the classroom context of reading fluency development to 
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exiting the field with collected data.  I observed the reading fluency lessons twelve times, 

student rereadings and practice for performance thirty six times and student performance 

of material practiced for fluency development twelve times.  Each time I was in the 

classroom, I spent two to three hours.  During the course of the entire study, I spent over 

140 hours in Ms. Young’s classroom.   

 The accumulated data included transcripts from audio tapings, documents from 

focus participants’ written responses, academic records from students’ permanent 

records, and transcripts from formal and informal interviews and pages of observational 

field notes.  Each of these factors related to prolonged and persistent engagement 

contributed to assuring credibility of the research.   

 Asking colleagues to comment on the findings as they emerge is referred to as 

peer examination (Merriam, 1998, p. 204).  I chose a professor of literacy who is 

intimately acquainted with the area of reading fluency to serve as a peer examiner for this 

study.  I spent time discussing data collection, methodology, generation of the questions 

for the study, selecting cases, general coding, and analysis methodology with her.   She 

was familiar with the selected site and was able to give me her perspectives on my initial 

interpretations.  Further, this professor was able to review all of my transcripts and help 

me to clarify, modify and in some cases identify particular themes.  These reflective 

sessions challenged me to evaluate my assumptions and biases as questions were raised 

by this peer examiner who was a researcher not explicitly involved in this study.   

 Involving participants in all phases of research from conceptualizing the study to 

writing up the findings is referred to as the participatory or collaborative mode of 

research (Merriam, 1998, p. 204).  The research itself is driven by the participants in 
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terms of setting the research questions, ascertaining the likely benefits, outlining the 

design of the work, undertaking the work that had to be done, providing access to 

research findings, controlling the distribution of the knowledge, and deciding to whom 

the researcher is accountable (Bishop, 2005, p. 121).  The planning of this study included 

input from Ms. Young.  I obtained permission from the school district and the campus 

principal to conduct this research.  Precautions were taken to protect the anonymity of 

Ms. Young and her students at Richards Elementary School.  The likely benefits of this 

research was to further knowledge of the synergy of reading fluency, comprehension and 

motivation of young adolescent readers.    

 By clarifying the researcher’s assumptions, worldview, and theoretical orientation 

at the outset of the study, it is possible to detect researcher bias (Merriam, 1998, p. 204).  

I continually reflected on my own processes and kept track of my biases as they related to 

this study by documenting them in the field notes; however, I recognize that there is 

truthfully no way to take a “neutral stance” (Erickson, 1986) toward the data.   

Dependability 

 Lincoln and Guba (1985, p. 288) write about “dependability” of results obtained 

from data in qualitative research study.  They posit that rather than demanding that 

outsiders get the same results, a qualitative researcher wishes outsiders to concur that, 

given the data collected, the results make sense.  In other words, the results are consistent 

and dependable.  The question is whether the results are consistent with the data 

collected.  It was not my intention to suggest that the findings from this study can be 

globally generalized to other classrooms where fluency instruction takes place.  I tried to 

provide readers with rich narrative descriptions of the contexts in hopes that they will be 
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able to identify similarities and through their own interpretations decide whether the 

information presented is applicable to their particular situation.    

Summary 

 In summary, the data for this constructivist case study was collected over a twelve 

week period of time and included observations, interviews, and the collection of 

documents.  Data was mainly collected during reading and social studies lessons.  

Although I did not provide any direct instruction during the time in the classroom, my 

role as researcher shifted between observant participant and participant observer. 

 Data analysis was ongoing and recursive.  Transcripts were read, coded, and 

categorized.  Themes and patterns were identified and then checked against the data.  

Throughout the study, measures were taken to assure credibility and dependability.   
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CHAPTER FOUR 

Presentation of Findings 
 

 The purpose of this study was to examine and describe the relationship between 

reading fluency, comprehension and motivation with sixth grade students.  The students 

participating in the study had varying degrees of fluency and most had limited experience 

with oral reading performance.  In this chapter, a case study of a sixth grade, reading and 

social studies classroom focusing on oral reading practices and performances and how 

they relate to fluency development are presented.  In particular, this chapter will present 

views from six students (Adrianne, Chase, Harry, Lauren, Catherine, and Niko) and their 

teacher, Ms. Young, on oral reading practices and performances as they relate to her 

students’ reading fluency.  The following research questions as they relate to each student 

and the teacher, guided the study: 

• How do adolescent students who read with varying degrees of fluency perceive 

themselves as readers? 

• How do these students perceive instructional practices involving oral 

performance? 

• How does one teacher of adolescent students perceive instructional practices 

involving oral performance of social studies texts in relation to the reading 

fluency and comprehension of her students?  

 
A case study of a sixth grade language arts/social studies class is presented in six 

sections:  (a)  professional background of the teacher, (b) description of school and 

classroom setting, (c) reading instruction, (d) participant background, (e) adolescent 

students’ self perceptions as readers (awareness within the reading community, a feeling 
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for fluency, and perceptions of reading aloud) and (f) perceptions of instructional 

practices involving oral reading performance by sixth grade students and their teacher 

(radio reading practices and performances, Readers’ Theater practices and performances, 

poetry sharing practices and performances, podcast of graphic novel practices and 

performance, final thoughts on oral reading practices and performances).  I chose to use 

pseudonyms for both the students and their teacher.  The students are identified using 

their first names (pseudonyms) and their teacher by her last name (pseudonym).  In the 

transcripts, I identify myself as “researcher.”    

Ms. Young and I chose to support her sixth grade students in their reading fluency 

development by introducing them to three oral performance activities:  radio reading, 

Reader’s Theater, and poetry sharing.  Because she taught reading and social studies 

during the same class period, we tried to choose subjects and themes for the oral 

performance activities that enhanced the information that the students gleaned from their 

social studies textbook.  In other words, we tried to design the oral reading activities as a 

bridge between the two subject areas.    

Analysis of the Data 

 The data set consisted of formal and informal interviews with six students 

selected from the class and their teacher, student written responses, field notes related to 

observation of classroom oral reading practice and performance, and information from 

students’ school permanent records as they related to their reading abilities.  The coding 

that follows each data reference reported in the case study is cited in a way that provides 

a reference to its location in the data pool (participant’s initials, followed by the number 

of the interview (I) or number of the field note (FN), and the page number where the 
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source can be located in the transcripts; student and written response number (WR); 

student name, permanent record (PR) and line where information can be located in the 

data record ).  (see Appendix F-I)  

 I transcribed the formal and informal interviews with the six focus participants 

and their teacher, Ms. Young.  I also used selective transcription, transcribing only the 

portions of the lessons that related to oral reading and performance as it related to reading 

fluency.  I included time allotted documentation and a brief summary of what happened 

during the construction of text in the transcript, but did not transcribe the interactions 

verbatim.   

 From the initial analysis of the data set, two distinct categories emerged:  (a) 

adolescent students’ self-perceptions as readers and (b) perceptions of instructional 

practices involving oral reading performances by adolescent students and their teacher 

(figure 4.1).  I compiled the data from these core categories and then determined 

subcategories.  I analyzed the core categories and the subcategories and compiled the 

information.  I presented the major finding in narrative sections.  The narrative sections 

include portions of transcripts in an effort to provide a detailed and in-depth 

understanding of the findings.   
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Definitions and Analysis Categories 
Organizational Structure for Chapter Four 

 
Adolescent Students’ Self-Perceptions as Readers 
 
• Awareness within the Reading Community 
 Students’ consciousness of their own reading talents and abilities and of those  
 of their classmates 
  
• A Feeling for Fluency 
 Students’ understandings of the attributes of a good (fluent) reader 
 
• Perceptions of Reading Aloud 
 Students’ views on past oral reading experiences and opinions of the benefits of future  
 oral reading performances 
 
Perceptions of Instructional Practices Involving Oral Performance by Adolescent Students and their 
Teacher 
 
• Radio Reading Practices and Performances  
 Students’ and teacher’s views on daily oral reading practice as preparation of oral  
 reading presentation and the opportunity for deeper understanding of texts     
 
• Reader’s Theater Practices and Performances 
 Students’ and teacher’s opinions on the importance of student preferences of  
 performance texts and choices for oral reading partners   
 
• Poetry Sharing Practices and Performances 
 Students’ and teacher’s perceptions of the classroom society and its influence on  
 individual oral reading performances  
  
 
• Podcast Practices and Performance  
 Students’ and teacher’s opinions of what constitutes an appealing oral reading text  
 and the benefits of having authentic reasons for reading aloud   
 
• Final Thoughts on Oral Reading Practices and Performances 
 Students’ and teacher’s views on the ways oral reading performance builds readers’ 
 self-assurance and strengthens readers’  reading fluency   
 

 

Figure 4.1.  Analysis Categories and Definitions 
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Description of the School and Classroom Setting 

 Richards Elementary was a kindergarten through grade six elementary school in a 

mid-size city of approximately 100,000.  Student enrollment at Richards was 

approximately 560 during the 2006-2007 school year.   The ethnic distribution consisted 

of 54% Hispanic, 45% White, and 1% African American.   

     The school was classified as a Title I campus.   Title I, Part A provides federal 

dollars to help supplement educational opportunities for children who live in high poverty 

areas who are most at risk of failing to meet the state's challenging content and 

performance standards.  A Title I school is eligible to become a school wide program 

when the poverty level, (determined by free and reduced lunch counts, AFDC, census or 

Medicaid) is at or above 40% (U.S. Department of Education, 2006).  Fifty-three percent 

of Richards’ students received free or reduced priced lunches.   

Ms. Young was one of three sixth grade teachers at Richards Elementary.  Her 

classroom was as familiar as a hometown.  A bulletin board, a white board and a 

chalkboard were located at the front of the room.  Maps of the world and slogans about 

good character decorated the bulletin board.  A computer for student use was located on a 

desk just under the bulletin board.  Pull-down maps of the world and the projector screen 

were attached to the wall above the white board.  A bookcase underneath the chalkboard 

contained classroom sets of novels.  A globe of the world sat on top of the bookcase.   An 

overhead projector on a cart was parked in front of the whiteboard.  Ms. Young often 

stood behind the overhead when she gave whole group instruction.  A tall, wooden swivel 

chair was beside the projector and cart.  Sometimes Ms. Young sat in the chair and 
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sometimes students sat in the chair when they were sharing something special with the 

class.   

 A very large floor to ceiling map of the world was attached to the right wall.  Ms. 

Young’s work area was in the right corner.  A bookcase behind her desk contained her 

professional library and some personal copies of young adult novels.   

 The back wall was arranged similarly to the front wall.  A small, three-shelf 

bookcase just to the right of the small bulletin board on the left contained between 250-

300 paperback young adult novels.  A bookcase that contained cubicles was to the left of 

the bulletin board on the right side of the wall.  Each cubicle had a basket in it that 

contained leveled books that Ms. Young called “little books”.   

 The door to enter the classroom was on the left-hand side of the left wall. A long, 

low cabinet was to the right of the door.  A sink, water fountain, hand cleaner dispenser 

and paper towel holder were located on the far left side of the cabinet. Four three-shelved 

bookcases were attached to the wall above the counter.  They contained trade books of 

various reading levels.  Posters, charts, and student projects were displayed around the 

room.   

 Students sat in six groups made up of three to four students.  The student desks 

had a wood writing surface and metal body.  There was a storage compartment beneath 

the writing surface.  Not much was kept in there because the students rotated between 

three classes.  Students brought in their supplies for each class and stored them in the 

compartment until they moved to the next class.  Each student sat in a plastic chair that 

had a metal frame and legs.   
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Professional Background of Ms. Young 

 Ms. Young graduated in 1998 with a Bachelor’s degree in Interdisciplinary 

Studies with an emphasis in Reading Instruction.  During her career, she taught two years 

in fourth grade and seven years in sixth grade.  She took the job as the sixth grade 

reading, spelling, and social studies teacher because she had training and experience as a 

teacher of literacy and a personal interest in social studies.  All of her years in teaching 

had been spent in the same school, in the same classroom.   

Reading Instruction 

Ms. Young taught three classes of sixth grade reading, spelling and social studies 

students.  She had roughly seventy students in all.  A third of her instructional day was 

spent with each group of students.   

Much of Ms. Young’s day was dictated by the school district.  For instance, the 

district required that she spend one and a half hours daily on reading instruction and that 

students spend fifteen minutes daily on DEAR (Drop Everything and Read).  DEAR time 

was spent outside on the playground.  After lunch, someone from each sixth grade class 

brought a basket of books outside to a shaded, grassy area between two wings of the 

school.  Students were to take reading material from the basket to read.  The reading 

material was usually trade books or informational magazines.   

For the most part, Ms. Young taught reading whole group.  The school district 

required that she use the adopted reading anthology as her reading curriculum.  

Therefore, she mainly taught her students the reading strategies prescribed by the 

anthology.   
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Ms. Young also did some small group work with students at a table at the back of 

the classroom.  During the first week of the school year, Ms. Young administered an 

individual reading assessment that was included with the reading series.  Those scores, 

along with former teacher recommendations, end of year benchmark reading tests, and 

scores from the SYT were used to determine which small reading group each student 

would belong to.  The “Green Group” was the lowest group, the “Red Group” was the 

middle group and the highest reading group was the “Blue Group”.  Even though groups 

were flexible, there was rarely student movement from one reading group to another.    

Sixth grade students that failed the fifth grade SYT or were most at risk of failing 

the sixth grade SYT came to Ms. Young for “Soar” every day from 8:00 to 8:40.  “Soar 

to Success” was a commercially published intervention program designed to accelerate 

reading growth for students reading below grade level.   The program was highly 

structured and combined reciprocal teaching, graphic organizers and authentic literature 

to help raise students’ reading levels.  In addition, “Soar to Success” used an ongoing 

system of “retellings” and oral reading checks so teachers could regularly determine 

students’ reading progress (Houghton Mifflin, 2008).    

Ms. Young tried having a book club this academic year.  Each six weeks, she 

provided club members a novel to read.  The club tried to meet several times during the 

six weeks during lunch to discuss the novels.  “…the book club is something that I’m just 

doing on my own and it’s extra credit.  I’ve found that a lot of [the students] will do it 

because they are getting an extra grade and they need those.  But it’s kind of on a 

voluntary basis so I usually have more than I have books for and so I draw names and 
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then anybody can join if they want to go get their own book but that is just something that 

I am playing around with this year” (Y, Int. 3, pp. 48-52).   

In Ms. Young’s class, the subject of social studies took a backseat to reading.  

There were a couple of reasons for this.  First, as was stated previously, the school district 

required that Ms. Young spend at least an hour and a half daily on reading instruction and 

students were mandated to spend fifteen minutes per day on silent reading (DEAR).  

There were no district requirements for time spent on social studies.  Additionally, the 

school district reserved the lion’s share of its money for teacher continuing education on 

those subject areas that were tested on the SYT.  “We are usually dictated what [in-

services] we are going to go to.  It’s usually reading with a major emphasis on the SYT.  I 

have done a couple of social studies [in-services]…”(Y, Int. 3, p. 49).  Social studies was 

not a subject that was tested on the SYT in this grade level.  

The Role of the Researcher 

I was in Ms. Young’s sixth grade classroom for an entire school year.  I wanted 

some time before I started my project to get to know her students and to learn about their 

school lives. During the fall semester, I volunteered as an aid for Ms. Young.  I graded 

papers, tutored struggling readers and monitored students in the computer room across 

the hall.  I did any chore that Ms. Young needed me to do.  In addition, I attended the 

sixth grade students’ orchestra concert, cheered the class on when they participated in 

their yearly field day and went with the students to more than one student assembly.  I 

also walked with the class to the library on several Fridays.  I had not been in the class 

long before Ms. Young’s students were asking me for permission to go to their locker to 

get something or for permission to go to the restroom.  If Ms. Young was busy, they 
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asked me a question about their homework.  I had become a regular member of the class.  

All of these chances to observe gave me the opportunity to study the students’ school 

lives.  One of the areas I found particularly interesting was the students’ independent 

reading habits.  

I continued to interact with Ms. Young’s class as I had during the fall semester 

until I began this project in March.  At that time, I no longer served as Ms. Young’s aid, 

but immersed myself in the research process.  My role became that of observer 

participant or participant observer.  I worked with Ms. Young to design the oral reading 

practices and performances.  I procured texts for radio reading, Readers’ Theater and 

poetry sharing and if Ms. Young could not run off texts for her readers, I would.  I did not 

directly teach any lessons, but I did model oral reading with Ms. Young on several 

occasions and was a resource to students if they had questions about their oral reading 

texts.      

Focus Participants’ Backgrounds 
 
 Through classroom observation and based on recommendations from Ms. Young, 

I chose six students to serve as focus participants for this study.  These participants were 

representative of the student population in Ms. Young’s classroom and Richards 

Elementary School in general.    

 Adrianne’s typical uniform for school was a hooded sweatshirt worn over a t-

shirt, jeans, and tennis shoes.  Frequently, her dark, wavy hair was pulled back into a 

ponytail or in braided pigtails.  Her parents were divorced and she lived with her mom 

during the week and with her dad every other weekend (A, Int. 2, pp. 34-36).  Her dad 

picked her up early on Saturdays and drove about an hour away to the small town where 
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he lived.  He drove her back home late Sunday afternoons.  She was twelve years old and 

had an older brother who was twenty-six who no longer lived at home, so for all intent 

and purposes, Adrianne was an only child (A, Int. 9, pp. 222-223).   Even though 

Adrianne was a straight A student, this family arrangement would sometimes cause her 

problems.  “I’ve left library books [at my dad’s house].  I’ve left everything there.  So 

most of the time when I go, I never bring my homework because I’m afraid I’m going to 

leave it.  So that means on Sunday nights when I get home I have to finish it really fast or 

Friday nights before I leave” (A, Int.9, p.  222 ). 

 This year was Adrianne’s third year to participate in the district’s gifted and 

talented (G/T) program (A, PR, p.1).  It was a pull out program and Adrianne was on 

another campus every Wednesday and Thursday.   

 Adrianne thought she remembered learning to read right before kindergarten.  She 

preferred to read mysteries and biographies but on occasion, she would take suggestions 

of fellow G/T students and read books they had read. She told me about one such book, 

The House of the Scorpion.  It was one of the first fantasy books she had read and she 

was quite enthusiastic about it (A, Int. 9, p. 220).   

Adrianne had a large personal library in her home and she always kept a book 

with her (A, Int. 2, p. 38).  However, by her own account she rarely finished a book.    “I 

have tons of books at home.  Like I buy books at Barnes and Noble cuz I think they’re 

really going to be good and then I start finishing another one so I never really get to 

them…” (A, Int. 9, 223).   

 Chase’s freckles on his bespectacled face were the color of his reddish-brown 

hair.  He wore a denim jacket over one of his older brother’s hand-me-down t-shirts and 
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knee-length shorts almost every day.  Ms. Young had taught Chase’s brother six years 

ago and was delighted to be able to interact with his family again.   

 Chase remembered that his mom read to him quite a bit when he was younger and 

he thought he had picked up some reading before he entered kindergarten.  He had a nice 

personal library of about thirty or forty books in a bookcase in his bedroom and his 

family had numerous books in bookcases throughout their house.  Chase liked Sonic the 

Hedgehog comic books, all kinds of fiction and science fiction books and especially, 

Manga books.  His absolute favorite was the Naruto graphic novel series by Masashi 

Kishimoto.  The fact that the books were read from back to front and from right to left 

were intriguing to him.  He also told me that the book series had been adapted for 

television as an anime cartoon series on the Cartoon Network (C, Int. 1, p. 2-4).   

 Harry and Chase were best friends.  They live about a block from each other.  

Harry’s mom was the one who first told me about their friendship.  She hand delivered 

the parental permission form to me in order to meet me.  She told me that she was very 

excited to learn how this project was going to affect Harry.  It was at this time that she 

disclosed to me that Harry had mild Asperger’s Disorder and mild Tourrete’s Syndrome.  

During this conversation, she said that if I established a relationship with Harry ahead of 

time that he would likely respond better to me in interviews.  In addition, she told me that 

he would probably talk a lot more if he was interviewed with Chase (H, FN 4, p. 65).    

 Harry was a gentle boy and his mannerisms reminded me of a dove.  When put on 

the spot, he might make a low cooing sub-vocal noise or stutter.  He might also blink his 

eyes as if surprised or bob and duck his head to the right and scrunch his shoulders.  I 
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also noticed he repeated movements, like rubbing his head repeatedly with great 

concentration.   

 Harry wore a selection of favorite t-shirts with jeans to school.  One had “I’m in 

my own world, but it’s o.k.  They know me here” printed on it.  Another one read, “I can 

see you, but you can’t see me”.  A black and white “Sixth Grade Honors Orchestra” t-

shirt was one of his favorites.  Harry played the cello.  He also wore a couple of t-shirts 

he had collected while attending summer theater camps.   

 In his first interview, Harry told me he remembered learning the alphabet when he 

was two or three years old.  He said he then read a seventh grade book, but that he did not 

understand what the words meant.  In addition, he said his babysitter had been Hispanic 

and she taught him to speak Spanish before he was even a year old (H, Int. 1, p. 2).   

 Harry related that he had many books in his home.  He liked fiction and science 

fiction books.  He said his favorite books were the Goosebumps and A Series of 

Unfortunate Events series (H, Int. 1, p. 3-4).  Harry liked to read for pleasure and did so 

whenever he had extra time in class or before lunch recess (H, Int. 1, p. 6).   

 Lauren’s desk was right next to Harry’s.  Like Harry, she was in the school 

orchestra but she played the violin.  What was remarkable about Lauren was the physical 

transformation she made during the course of her sixth grade year.  When she entered the 

sixth grade in the fall, she was eleven years old, had long, shoulder length brown hair, 

wore a shiny set of braces and sported a fashionable pair of glasses.  By the time the 

spring semester ended, she was twelve, had cut her hair shorter, gotten contacts, and her 

braces removed.   
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 Lauren seemed to have a very close family.  She lived with her mom and dad and 

her little brother (L, Int. 1, p. 13-14).   She told me that she was about one and a half 

years old the first time she learned how to read.  Her dad had dropped a newspaper, and 

her mom said Lauren just picked it up and read the kids’ section.  After that, her mom 

started buying her little, tiny, wooden books (L, Int. 1, p. 16).   

 Lauren preferred fiction and mystery books.  The Series of Unfortunate Events 

books were some of her favorites.  She had a personal library in her bedroom and guessed 

she owned around fifty books.  She loved to read and she shared “…it’s really fun and I 

think it’s a fun and exciting way to learn and uh, just being in your own little world…” 

(L, Int. 1, p. 18).  Lauren liked to read at school when her work was done, at home, and 

when she traveled.  She even confessed to reading at some of her little brother’s football 

games (L, Int. 1, p. 18-19).   

 Catherine was born in Mexico.  She attended a half-day preschool when she was 

four and began to learn to read in Spanish.  Just before her kindergarten year, she moved 

to the United States with her mother, father and little brother.  At the beginning of her 

kindergarten year, Catherine was placed in the school’s bilingual program (CT, Int. 1, p. 

14-16).  She returned to her bilingual class year after year and just missed being exited 

from the program at the end of her fifth grade year.  Students in Richards’ bilingual 

program must pass the reading portion of the SYT and that year, she missed passing by 

one question (CT, FN 13, p. 111).  Beginning the second semester of her sixth grade year, 

Catherine went to her bilingual class daily from 8:00 to 8:40.  After that time, she spent 

the remainder of her day in the regular sixth grade classrooms.   
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 Catherine remembered that her mom would buy books for her when she was 

younger.  She kept her personal books in her bedroom in a box.  Charlotte’s Web was one 

of her favorite books, but overall, she preferred horror stories, ghost stories and mysteries 

(CT, Int. 1, p. 19).   

Catherine said it was difficult for her to learn to read in English because not only 

was Spanish her native language, but she also experienced difficulty learning to read in 

Spanish.  However, this struggle did not keep Catherine from enjoying reading.  “…when 

I’m traveling, when I go to Mexico ‘cause I like reading and well I take all my books so I 

can read in Mexico, too and well ‘cause when you travel it gets bored and I read” (CT, 

Int. 1, p. 27).   

 Niko was a strikingly handsome thirteen-year-old young man, but one might not 

notice him in Ms. Young’s classroom and that was the way he planned it.  Unlike most of 

the students in his sixth grade classroom, Niko did not wear screen-printed t-shirts or 

sports jerseys.  He only wore t-shirts and sweatshirts that were solid black, dark grey, 

white, or navy blue with blue jeans or khaki pants.  He had no distinctive physical 

features that would make him stand out in a crowd.  He wore a very conservative haircut 

and did not wear glasses or braces.  He kept his personal space, like his desk and locker, 

neat and orderly.  Niko’s persona was carefully constructed so that he rarely drew 

attention to himself, unless he wanted to, and this happened often when girls were around 

him.      

 Niko was from a household of boys.  He had two older brothers and one younger 

brother.  He picked the pseudonym of Niko as a derivative of his younger brother’s name.   
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 Niko did not remember learning to read until he was in the third grade.  He was 

not sure why he had not learned to read by then.  Niko was not a big fan of reading.  He 

rarely checked out a library book when the class went to the library on Fridays.   He said 

he did not have books at home and he did not keep books in his desk at school.  The only 

types of reading material that he liked to read were car and low rider magazines and it 

took him a week or two to finish one.  If he had to pick a book, he preferred books that 

told a story like a movie. The only book he ever remembered reading in its entirety was 

Stone Fox and that was after he saw a movie about the book in the fourth grade.   If Niko 

had free time, he preferred to spend it drawing (N, Int. 1, pp. 37-43).     

 Niko was one of six students in the sixth grade in Soar reading group.  He 

qualified for inclusion in Soar because he had failed his first attempt at passing the 

reading portion of the SYT in the fifth grade. Even though he passed his second try at the 

fifth grade reading test, he was considered at risk of not passing the sixth grade reading 

portion of the SYT.  In addition, he had been retained in the fourth grade and was 

recommended for summer school every year since his kindergarten year (N, PR, 25-43).  

 I chose the six focus participants with the recommendation of Ms. Young to 

represent the range of readers in her sixth grade reading/social studies class.  Adrianne 

was a G/T student and one of several very strong readers in the class.  Chase was also one 

of the most capable readers in the class, but he was not in G/T.  Harry and Lauren were 

good readers who decoded text well, but were still developing their interpretative skills.  

Harry attended a weekly content mastery class as a way of developing life skills that 

would help him with Asperger’s and Tourrete’s Disorders.  Catherine was a struggling 

reader who attended bilingual classes.  Finally, Niko was a full year older than his 
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classmates because he had been retained in the fourth grade.  He was a struggling reader 

and a member of the SOAR reading group.  Not only did these students reflect the 

student population in Ms. Young’s class but they could also reflect other student 

populations in other schools in the school district.   

Adolescents’ Self-Perceptions as Readers 

Awareness within the Reading Community  
 

 The students in Ms. Young’s classroom were all sixth graders.  They shared a 

teacher and a prescribed curriculum.  The class not only shared academic time with each 

other, but also social time.  Their social interactions occurred in the cafeteria at lunch, on 

the playground at recess and during their electives.  Some of the students associated with 

each other outside of school and many of the students had known each other before they 

entered her classroom.   For a period of time everyday, Ms. Young’s class served as a 

community where participants demonstrated not only an awareness of each other, but 

also an understanding of their fellow classmates.   

 As I began visiting with the participants of this study, I realized that these 

students saw themselves as members of a community within a community.  They were 

students in Ms. Young’s class, but also inhabitants of the reading community as well.  

Not surprisingly, they were very aware of the habits and attributes of fellow readers in 

this community.     

In one of our first interviews, I asked Adrianne who she thought was a good 

reader in her class.  She said H. was one of the best readers in her class and I asked her, in 

her opinion, what made him such a good reader.  She said, “He reads fast but he doesn’t 
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like stumble over the words ‘cause like if I read too fast and I start stumbling I don’t 

know what I’m talking about.  He doesn’t do that” (A, Int. 2, p. 44).    

 Chase named three boys in his classroom whom he considered to be good 

readers.  “Uh, my friend, like C., or J., or my friend P., he reads these, they’re kind of like 

really thick.  They are like five hundred pages. They are called “Halo” books and he’s 

read about almost all of them.   Uh, J. read all the Series of Unfortunate Events.  Uh, J. 

likes reading kind of like the Japanese books (C, 4, 71-74).  Chase said a good reader is 

someone “…who’s really interested in reading books that they like or actually have time 

to read” (C, Int. 1, p. 8).   

Harry felt that Chase was one of the best readers he knew.  “He’s an awesome 

reader and he just loves the Chinese books that are backwards that goes back…the 

Japanese books that go backwards.  You read them right to left”.  In Harry’s opinion, 

Chase was a good reader because he “…just like(s) what he reads” (H, Int. 1, p. 8).   

Lauren revealed that she thought H. was one of the best readers in her class.  

“…H. can read really fast.  He read one book that was called Scorpions in the House or 

Scorpions in the Mansion  or something like that and he read it in at least a month and a 

half and it was like three hundred pages” (L, Int. 1, p. 23-24).   

When asked who she thought was a good reader, Catherine felt H. and A. were 

two of the best.  She felt they were good because “…they can talk with more experience” 

(CT, Int. 9, p. 192).     

Niko supposed that A. was a really good reader in his class.  “She just reads pretty 

fast and she doesn’t mess up a lot.”  (N, Int. 2, p. 44) 
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As measured against other members in this reading community, participants noted 

what they considered to be their strengths and weaknesses.   

Adrianne could not give me an answer when I asked her what she was good at in 

reading, but she did allow that there was nothing she liked to do more in school than read 

(A, Int. 2, p. 42).  She was in the Blue reading group.   

  Chase, who was also in the Blue reading group, felt one of his strengths as a 

reader was his ability to read fast.  Sometimes, though, he found that his mind wandered 

when he was reading and he had to go back in a passage and reread in order to get the 

meaning (C, Int. 1, p. 6). 

Harry was assigned to the Red reading group.  He said one of his strengths as a 

reader was his ability to read big words (H, Int. 1, p. 7).   

When asked what she did best as a reader, Lauren said, “I guess just say that I’m 

through it and not just stopping because that’s what I do.  I read through it and I get as far 

as I can and if I have to stop like my mom tells me stop, or you have to go or you have to 

go to sleep or something like that”.  In other words, Lauren felt one of her strengths was 

that she read a lot.  She shared that she would like to improve two areas of her reading.  

“Uh, I’m guessing reading big words and more English words and pronouncing those 

words because I’ve got this ghost story and it’s my cousin’s friend’s book and it’s one of 

those books that’s old fashioned.  It says all of these big, fancy words and I’m trying to 

get good at reading those to my brother and me, myself” (L, Int. 1, p. 21).  Lauren was 

also in the Red reading group.   

Catherine said two of her best attributes as a reader were her abilities to read out 

loud and her fondness for making inferences (CT, Int. 1, p. 21).  In addition, she wanted 



Texas Tech University, Donna Cox, December, 2007                        

83  

to get good at reading by learning “…not to give up” (CT, Int. 9, p. 192).  She had been 

placed in the Green Group.   

Niko, also a  member of the Green reading group, told me he really did not know 

what he did well in reading.   

A Feeling for Fluency 

Pikulski and Chard (2005, p. 3) state, “Reading fluency refers to efficient, 

effective word recognition skills that permit a reader to construct the meaning of text.  

Fluency is manifested in accurate, rapid, expressive oral reading and is applied during, 

and makes possible, silent reading comprehension.”   When Adrianne talked about not 

stumbling over words, she could have been referring to accurate reading.  When Lauren 

said H. could read really fast, she might have meant rapid reading.  A reader cannot be 

enthusiastic about what they read, infer or have an interest in what they read if they 

cannot construct the meaning of (the) text.   

Each participant had an idea of what made a good reader.  They could identify 

which attributes made a particular classmate good.  Without being able to verbalize it, 

these participants had an understanding that a good reader was a fluent reader.   

Ms. Young had this understanding of what made a reader a fluent reader:    

I think it [fluency] has to do partly with being able to say the words whenever 

they are reading out loud.  Being able to say the words, read the punctuation, read 

it so that somebody else can understand what you’ve read.  But it goes further 

than that.  I think you have to understand what you are reading to be able to read 

that way.  If they have an understanding to be able to read that way and if they 

have an understanding and have practiced enough that they can read out loud 
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where other people understand, they hear the punctuation, they know exactly what 

you are trying to get across.  (Y, Int. 3, p. 52) 

Ms. Young felt she could identify the fluency capabilities of her students.    

“Adrianne is very fluent and Ben is fluent.  Lauren understands what she reads but she is 

not a great out loud reader yet.  The same with Harry.  Catherine and Niko, they still have 

a hard time with the comprehension and out loud reading.  It’s not understandable most 

of the time” (Y, Int. 3, 53).   

Perceptions of Reading Orally 

In the course of regular reading instruction, Ms. Young occasionally gave the 

students in her classes opportunities to read text selections aloud.  

They want to read out loud every time we read something.  Even the ones that are 

not great at out loud reading want to read out loud, which is interesting to me.  

But, often times they get to read out loud with partners and that’s sometimes 

whenever I pair the higher level with the lower level so that they can hear what 

it’s supposed to sound like.  Whenever they are reading some of their social 

studies chapters we’ve read out loud with some of the anthology, we might go 

around the room or I might just have a few that I let know this is going to be your 

section to read.  We’ve done one play where the kids got characters and they 

knew ahead of time and got to practice.  The ones that wanted to practiced and so 

they read that.  The out loud reading takes a lot longer so most of our reading is 

silent reading but I try to pull in as much as I can because the kids do enjoy it and 

they do need practice.  (Y, Int. 3, pp. 53-54)  
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 Early on in the project, Adrianne expressed some doubt that performing pieces of 

text orally for her classmates would be of any benefit to her.   

Um, sometimes I don’t really like volunteering to read out loud but, because I 

don’t, I read better silently than I do out loud.  Like to read a problem in math or 

to like read a paragraph in like science or something and I don’t like volunteering 

because I like reading to myself better.  I think if you read faster it helps like for 

you to get it, you don’t really get distracted as if you read slow so uh, and I can 

read faster to myself.  I don’t like performing very much like I get stage fright.   

(A, Int. 2, pp. 41-46).   

Chase said he thought he would enjoy the fluency project because “…that would 

make me happy because I like, I kinda like plays, like when somebody says something 

and it goes on in the story.  I like stuff, I like doing stuff like that and I’ve always wanted 

kind of a big part but I’ve never really gotten one so I’ve always wanted a big part.  So 

I’ve always been waiting” (C, Int. 1, pp. 10-11).  He did have some reservations about 

performing orally on Fridays.   

Uh, I’ll read out loud when we’re like reading the passage, a passage in our 

science books or our social studies books but if I’m a little confused on what 

we’re reading I won’t read because I’m a little confused on what we’re reading.  

Ummm, I feel sometimes nervous because I might, I might pass where I’m 

supposed to stop.  If I do that I feel kind of, I don’t know how to explain it, kind 

of like an accident or something and I don’t really like how I feel after that… (C, 

Int. 1, pp. 11)   
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I asked Harry how he felt when Ms. Young asked him to read aloud in class.  He 

replied “Like I’m king of the world and everybody is listening to me like I just said, 

‘Here come on, listen to me I need to speak’ (H, Int. 1, p. 11).  He felt that reading aloud 

was helpful for him to become a better reader because “It’s great uh it’s great for like 

when like when you are famous, you might have to do some public speaking when you 

win an Emmy or maybe an Oscar.  It’s also important so you won’t, so to teach, to teach 

you confidence so you won’t get nervous when you are public speaking” (H, Int. 1, p. 

13).     

I asked Lauren if she ever volunteered to read aloud in her classroom. “I’ve read 

out loud sometimes to my friends to show them this very cool part that I think is cool and 

sometimes they will say it’s not cool but I don’t care and then sometimes I just read out 

loud quietly not, like, say the words really loud where everyone can hear it, just to 

myself” (L, Int. 1, p. 27).  When I asked her how she felt when Ms. Young asked her to 

read aloud in class she said, “I wanna try to have a good part because I like having long 

parts, reading long stuff but sometimes if it’s a certain play and I just don’t want to read 

that day, I don’t feel like being a big part, I just hopefully get picked for a small part.”  

Additionally, Lauren felt that Ms. Young probably wanted her students to read aloud as a 

way for her students to get ready for the SYT.  She supposed that if a student did poorly 

reading orally that Ms. Young would realize that they needed help (L, Int. 1, p. 27-28).  

For Lauren, reading aloud was a way to judge the quality of a student’s reading ability.   

Reading aloud brought a special pleasure to Catherine.  “I like to read out loud.  

Well, that makes me feel special ‘cause, well, I like reading out loud and I like reading in 

front of everybody.  If you read out loud your teacher can help you with um words that 
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you don’t even know or for me instead of to read like silent I’m best when I read out 

loud” (CT, Int. 1, p. 28).  Catherine believed that Ms. Young had students read aloud in 

class so that they would get better at reading and so she could see how well they were 

doing with their reading (CT, Int. 1, p. 28).   

Niko said he read aloud occasionally when Ms. Young had the class do popcorn 

reading.  I asked him to tell me about popcorn reading and he said, “Like somebody that 

just read, they pick somebody else to read it, that’s like a popcorn reading” (N, Int. 2, p. 

46).  Niko was ambivalent about reading aloud.   If he found the material interesting, he 

did not mind reading aloud.  If he found the selection boring, he did not want to read 

aloud.  He thought perhaps Ms. Young wanted her students to read aloud so she could 

“…see how good we can read stuff like that.”(N, Int. 2, p. 47).   

The focus participants in Ms. Young’s classroom were very aware of the reading 

practices of their classmates.  They recognized the students within the class who were 

good readers.  They described a good reader as one who read a lot, read fast, was 

interested in what they were reading and displayed confidence when reading aloud.  The 

focus participants also recognized their own strengths and weaknesses as readers.  They 

indicated they wanted to improve their reading by reading thick books, reading aloud 

without stumbling over words, understanding hard words and by reading faster.      

Perceptions of Instructional Practices Involving Oral Reading Performance 
by Students and their Teacher 

 
 Ms. Young and I made the decision to integrate oral reading performances with 

the sixth grade social studies curriculum.  The three forms of repeated reading we 

selected were radio reading, Readers’ Theater and poetry sharing.  The students would 

spend two weeks on each oral performance activity.  We felt it would take one week for 



Texas Tech University, Donna Cox, December, 2007                        

88  

the students to learn how to do a particular activity and another week for them to become 

comfortable with it.  The first two weeks of the project were spent on radio reading, the 

second two weeks on Readers’ Theater, and the final two weeks on poetry sharing.      

Radio Reading – Week #1 

Radio reading (Greene, 1979; Opitz & Rasinski, 1998; Searfoss, 1975) is a form 

of repeated reading.  In radio reading, a group of four to six students read a text aloud.  

When radio readers perform, they are asked to read as expressively as possible, as if they 

were professional announcers.  The students who are not reading aloud should listen 

attentively.   

Monday (Introduction) 

 At the time of the first radio reading, students in Ms. Young’s class were studying 

West Africa in social studies.  Ms. Young gave me some copies of Time for Kids 

magazine that she had saved as a possible resource for a sample radio reading script (see 

Appendix L).  Because we needed a large number of articles over Africa, we also used 

the websites “Time for Kids” and “National Geographic Kids” to locate more articles for 

script development.    

As a protocol for all of the radio reading scripts, I typed out the exact article and 

divided it into two to three parts, each part no longer than one page long.  Ms. Young and 

I then matched readers to scripts.  We considered the strength of the reader and the 

difficulty of the article when matching readers to texts.     

On day one, Ms. Young and I read the “National Geographic Kids” article 

“PlayPumps:  A New Invention Turns Work into Play.”  Ms. Young read “Part One” to 

the class and I read “Part Two” aloud.  Together, we modeled the kind of reading we 
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wanted the students to use in radio reading:  a strong voice, appropriate pace, good 

articulation and enunciation.   Ms. Young asked the class what might be important to 

remember when they did their radio reading on Friday.  Some students answered “…that 

the audience listens” and “…that you speak clearly” (Y, FN 2, pp. 57-58).  We asked 

them to think about the speed at which they should share their article.  Finally, we talked 

to them about using their voice to perform in an interesting way so that everyone was not 

bored listening to everyone else on Friday.   

Ms. Young passed out articles to the class and gave them fifteen minutes to read 

and study their article silently.  Several students asked for assistance on how to 

pronounce foreign sounding words.  As students read their articles for the first time, Ms. 

Young walked around the room to monitor and offer help. 

Ms. Young told the class that as they read, they needed to start thinking about 

questions they could compose over their article.  She explained that one question needed 

to be a literal question, a “right there” kind of question and that the other needed to be an 

inference question.  She reminded students that they had already talked about inference 

questions when they read a recent story from their anthology (Y, FN 2, p. 58).  

Tuesday (Practice)  

 For the first week of radio reading, students were asked to find a comfortable 

place in the room to rehearse.  The class practiced their articles from 9:30 to 9:45.  It was 

amazing how quickly the whole room organized and started practicing.  

 Lauren and Adrianne shared an article and chose to sit on the floor at the front of 

the room to practice.   

Harry and Chase were radio reading partners and sat on the floor by Chase’s desk.   
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Catherine sat with her partner on the floor by the door.   

Niko’s group decided to sit at some desks.  He was one of the last to start reading.  

(FN, p. 60-62).  He was trying to be cool about practicing.  He drummed his pencil on the 

desk while other group members read.  He and his group did not get as much practicing 

done as the other groups.  

Wednesday (Practice) 

 Ms. Young talked to the class about writing the two questions for radio reading 

day.  She asked the students to write a “book” or literal question and an inferential 

question over their article.  She explained that “…the inferential question is what you’ve 

learned in the passage plus what you know in your head to answer a question” (Y, FN 4, 

p. 65).    

 Adrianne was out today because she was attending her G/T class, so Lauren had 

to practice by herself.  

Harry and Chase dutifully practiced reading their parts several times.       

Catherine sat in the same spot she practiced in yesterday, against the wall to the 

right of the door.  Her group did their best to practice their parts.   

Niko asked Ms. Young for clarification on how the radio reading would work on 

Friday.  He wanted to know if it was like a play and if someone had “Part One”, would 

they go first and if they had “Part Two” would they go second.  Ms. Young said “Yes”.  

He was the only student that day that asked a question about the radio reading 

performance (N, FN 4, p. 65).   

Niko was in a different place in the room today.  He spent most of his time 

laughing, smiling and flirting with the girls in his group.  It was obvious they were 
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socializing and not practicing.  The whole group was off task, but having a marvelous 

time.  Ms. Young eventually reprimanded Niko’s group and they quieted down, but Niko 

still did not practice his article.   

Thursday (Practice) 

 I discovered that Chase was an underground supplier of Manga to the rest of the 

class.  His parents bought paperback copies of the Nerudo series for him and he kept 

several of the books in his locker or in his desk.   Today during the transition from 

regular reading to radio reading practice, a classmate quickly and quietly walked over to 

Chase’s desk to get one of the Japanese graphic novels.  At first, Chase declined, but then 

gave in.  Another of Chase’s graphic novels surfaced and four boys were looking and 

talking about them.  The classmate gave Chase’s book back to him.  Instead of practicing 

radio reading, it appeared that the boys were comparing information in the books.  It did 

not take long for Ms. Young to notice that the boys were not on task.  She told the group 

to put their books away and gave them conduct marks for not being on task (FN 5, pp. 

69-75).   

 During today’s fifteen minutes of radio reading, Ms. Young walked around and 

listened to her students practicing.  She offered constructive comments like “You’re 

talking so fast…You’re going to have to slow down” (Y, FN 5, p. 75).   

 Adrianne was attending her second weekly G/T class.  Lauren practiced reading 

her part to herself. 

 Harry and Chase took turns reading to each other.  When Chase read, Harry’s legs 

were crossed, but in constant bouncing motion.  He had his arms wrapped around his 

head so that he was patting himself in the head with both hands.  He got up to get a drink 
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and when he returned, Chase got up to get a drink.  Chase then pulled a map out from the 

inside of his desk that was an insert from a Nintendo magazine and showed it to Harry.  

He quickly stuffed it back in his desk.  The boys appeared to be going back and forth 

practicing, talking, and practicing again.  It also looked like they were giving each other 

pointers but it did seem like a lot of visiting was going on between the two boys.  

 It seemed that for these two boys, the fifteen minute time allotment for radio 

reading practice was a time they could read and relax.  The only time these six grade 

students had the chance to socialize during the school day was before school started, 

during lunch, during recess after DEAR time, or after school.  Ms. Young maintained 

strict discipline in her class and required students to work quietly without talking.  I 

believe Harry and Chase enjoyed practicing their radio reading articles, but I also think 

they used this time to take a mental break and to enjoy each other’s company.   

 When radio reading practice began, Catherine was sitting at a desk all by herself.  

A few minutes into the practice, when her partner showed up, they too practiced reading 

their parts.   

 Niko and his partner chose to stand up beside Ms. Young’s desk to practice.  I am 

not sure they really liked each other, but they practiced as they were asked to.  Niko 

continued to practice reading his part repeatedly.  Finally, he and his partner sat down on 

the floor between two other groups to continue their practice session (FN 5, pp. 74-75).   

 Fifteen minutes seemed to be the limit that these students would stay on task for 

their radio reading practice.  They all started out practicing the way they were supposed 

to, but by the end of the fifteen minutes, many fell into visiting with friends in other 

groups when their partners were reading.   
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At the close of the practice, Ms. Young reiterated what was expected of the class 

tomorrow.  She asked them what their goals were and they answered, “read 

smoothly…read loud enough…watch your pace” (Y, FN 5, p. 75).   One student asked if 

the script needed to be memorized.  Ms. Young explained that indeed, it did not need to 

be memorized.  She then told the class that if they did not feel that they were ready for 

tomorrow’s performance that they might want to take their scripts home and practice.   

Friday (Performance) 

 Before students went to their morning electives, Ms. Young collected students’ 

literal and inferential questions over their articles (see Appendix M).  I then typed the 

questions into a Word document.  We decided that two questions per student might be 

overwhelming for students to listen for on their first try at radio reading.  Instead, I 

copied an inferential question and a literal question from each pair or group of readers.  

In addition, I typed the name of the article and then the questions so that the students 

would know the order they were supposed to read in.  When I had finished, Ms. Young 

ran off copies of the questions for the class (FN 6, p. 77).  Examples of question the 

students submitted were: 

• What continent was hit hardest by malaria? 

• What can people do to help? 

• What is the best way to meet people and animals? 

• What animals rule the delta? 

• Do you think elephants have a hard life?  Why or why not? (RRQ, 1-5) 
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 Ms. Young asked the first pair of readers to sit in swivel chairs placed behind a 

rectangle table at the back of the room.  I brought a microphone on a stand as a prop so 

that the class could pretend they were really reading over the radio.   

Once the students began reading, the class was quiet and attentive.  They 

spontaneously clapped as the first group finished and went back to their desks.  Ms. 

Young had to prompt the next group to go to the table and do their reading.  The process 

of readers going back to read and sitting down got smoother and smoother. They 

arranged themselves with a minimum of talking.  In fact, I did not hear any conversation.  

The class seemed to concentrate on hearing what the speakers had to say.     

As luck would have it, Lauren was absent today.  Adrianne asked a fellow G/T 

student to read Lauren’s part.  Adrianne went first.  She read smoothly and with 

appropriate intonation. 

There were two boys and a girl in Harry and Chase’s group.  Chase and the girl 

sat in the swivel chairs while Harry knelt on the floor.  The young lady could not 

pronounce “philanthropist” and asked Chase to say it for her.  When she had finished 

reading her part, Chase touched Harry on the shoulder so that he would know when to 

start.  Harry read in a smooth, clear voice, but read a bit fast.  Chase began to read as 

soon as Harry finished reading.  He read very calmly.  His hands were in his lap and he 

swiveled in his chair to the left and right.  Harry watched Chase’s script and concentrated 

on what Chase was saying as he spoke.   

When it was Catherine’s turn to read, she sat in a swivel chair and barely swiveled 

to the left and right as she was reading.  She read with a noticeable accent.  When she 

was finished, she rested her fists on her cheeks and looked at her partner’s script.   
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Finally, when Niko’s turn came he sat in one of the swivel chairs and placed his 

script on the table. He played with the end of his belt and looked at the table while his 

partner read.  On most days, Niko gave the impression that he was too “cool” to 

participate in ordinary classroom activities.  Today, however, he was 100% on task.  He 

read the absolute best he could and I could tell it was important for him to do so by 

looking at him clasp and unclasp his hands under the table as he read.  When the pressure 

was on, he performed (FN 6, pp. 78-79).   

After the first radio reading had concluded, Ms. Young asked the class to write 

the answer to the following three questions on the back of their radio reading question 

sheets: 

(1)  Describe radio reading. 

(2) How do you feel about radio reading? 

(3) What would you do differently if you had it to do over again? 

Adrianne described radio reading as “Two people take turns reading an article at 

the back of the room so that everyone else can’t see them and it’s like you’re on the 

radio.”  She wrote, “I guess radio reading is okay.  But I really don’t like to read out loud 

because I get nervous and stumble over words.  I also don’t read as fast, out loud.”  If she 

had it to do over again, Adrianne wrote, “I would want to choose my own article” (A, 

WR 1, p.1).   

Chase described radio reading this way:  “You get to read a story by pretending 

you’re on the radio.”  He felt radio reading was “Fun I guess.  Because you get to [read] 

stories about other stuff.  It was a little hard since I read it not many times.  But it was 

good”.  Next time, he wrote he would “Study it more” (C, WR 1, p. 2).   
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Harry wrote, “It’s very fun, and you get to talk on the radio.”  Further, “It was 

great.  It helps people learn to talk to an audience.  You feel like you have been doing it 

all your life.”  Harry said next time “I would talk about how fun it is” (H, WR 1, p. 3).  

When describing radio reading, Catherine wrote, “It’s about learning about 

animals and learning about Africa.”  She said” I feel good about radio reading because 

you can get nervous sometimes but the nervous can get out.  And you can have some fun 

with radio reading”.   If she had it to do over, Catherine wrote, “I will draw or say it in 

front of some other people because why do you have to get nervous for  it is can be for a 

little bit” (CT, WR 1, p. 4).   

“It’s fun there s no grade being taken up”, wrote Niko.  He felt, “Its fun I enjoied 

it, I like being up in front of the class siting down and just reading some thing I’v been 

practicing”.   If he had it to do over again, Niko confessed, “I would probly probly 

practice more” (N, WR 1, p. 5).   

Ms. Young and I were pleased with the way the first week’s radio reading 

practices and performance went.  The class was excited to be doing something different 

and most students took their practices seriously.  The rehearsals afforded students a bit 

more freedom than they were used to and some groups were not as focused as they 

should have been.  Overall, the focus participants reacted positively to their first radio 

reading experience.  Adrianne and Chase expressed cautious optimism.  It may be that 

these two strive towards perfectionism and they are not yet comfortable with the new 

reading activity.  Harry seemed to particularly enjoy radio reading because it fit with his 

natural love of theatrics.  Catherine shared that radio reading helped her to be less 

nervous about reading aloud and Niko was patently pleased with radio reading because 
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for once, no grades were taken on his reading.  I think he enjoyed performing in front of 

his peers and if he was less than perfect, he would not be penalized.      

Radio Reading – Week #2 

Monday (Introduction) 

 The class was still studying Africa in social studies during the second week of 

radio reading.  Once again, I turned to “Time for Kids” online to find articles that would 

enhance the content of their social studies textbook.    I chose articles about African 

culture, African wildlife, and famous Africans.  Again, I divided the articles into two or 

three parts and put one part to a page.   

The first time the class did radio reading, Ms. Young and I purposefully matched 

articles with readers.  We wanted the first time to be successful, so we carefully 

orchestrated the entire activity.  This time, Ms. Young passed out a list of articles for this 

week’s radio reading.  She instructed them to pick the three articles they thought they 

would most like to read and give a number one to their top choice, a number two to their 

second choice and a number three to their third choice.  While Ms. Young conducted her 

social studies lesson, I matched up student choices with articles.  I kept a list so that 

students who did not get their first choice on this reading would get their first choice on 

another one.   

 Ten minutes before the end of the class period, Ms. Young passed out articles to 

the students.  She then told them who their practice partners were.  She encouraged them 

to look over their article and to ask her about any words they thought they would need 

help pronouncing (FN 7, p. 80).   
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Tuesday (Practice) 

Lauren and Adrianne were again in the same group with another student.  They 

chose to sit on the floor at the front of the room to practice. 

 Chase’s partner this week was Catherine.  She was not in class this day because 

she was taking a test in her bilingual class.  Chase decided to sit at a desk near the front 

of the room to practice.   

 Harry and his group sat at a table of four.  He seemed to enjoy reading and 

rereading his article.     

 Niko and his group have chosen to sit on the floor by the door.  He was actually 

lying on the floor instead of just sitting on the floor.  He came to me three times to clarify 

the pronunciation of some African words (FN 8, pp. 84-85).   

Wednesday (Practice) 

 Today, Adrianne was absent because she was attending her G/T class.  Catherine 

was finishing her exam in her bilingual class.  Except for these absences, the practice 

today was very similar to Tuesday’s rehearsal.   

Thursday (Practice) 

 I listened to the room as the groups were practicing.  It sounded like a low buzz.  

The students were much more focused on what they were doing than they were this time 

last week.  I thought they really did not grasp what an oral performance would be like and 

now they knew that on Friday, their classmates would be listening to them and they 

wanted to sound good.  I did not see the playing around that I saw the week before.   

 Adrianne was again out for her G/T class. 
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 Lauren and her other group member picked a spot on the floor to the left of the 

door as their practice area.   

 Catherine and Chase chose to sit on the floor near the middle of the room to 

practice. 

 Harry and his group were again sitting at a group of four desks to practice. 

 Niko and his partner practiced as they sat on the floor at the back of the room. 

 Ms. Young and I looked back through the questions submitted last week for radio 

reading questions and realized that very few students knew how to write inference type 

questions.  Of the twenty or so inference questions submitted, we saw only one.   

Ms. Young decided to do a mini-lesson on composing an inference question.  She 

thought that if the students were able to compose an inference question they would 

probably have an easier time answering an inference type question on a test.    She copied 

an inference question from a SYT practice book on the white board at the front of the 

room.  She then pointed out to the class that the words “probably” and phrases such as 

“you can tell that”, “you can figure out”, and “details suggest that” were signals that a 

question was an inference question.  She then recommended that they use phrases like 

these to compose their inference questions over their current radio reading articles.  She 

then read a short passage aloud and asked students to answer the inference questions she 

had written on the board.  Ms. Young asked her students to construct a picture in their 

heads of the story as she was reading it.  She finished the story by asking students a 

question and then asking how they knew the answer.  She led them through a process of 

listing the clues that lead them to their answers.   
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Ms. Young then asked the class to write and submit their two questions for this 

week’s radio reading.  When students turned their questions in, Ms. Young looked them 

over and had students rewrite their question if it was still not an inference question.  She 

asked the students to share their questions with their radio reading partners.  She reasoned 

that their group members had had the opportunity to hear each other read their articles 

multiple times and should be able to tell if a question was a yes/no, literal, or inferential 

question.  When students re-submitted the inference questions, they were much better 

than the previous week’s (FN 9, pp. 91-92).   

Friday (Performance) 

 When I went to the school office today to sign in, I saw Niko sitting at a desk all 

by himself.  He was in In School Suspension (ISS).  Apparently, he was caught kissing a 

young lady behind a tree on the playground during noon recess the day before.  He had 

been in ISS all morning.  I saw that he was reading his radio reading article over and over 

again.  The article was the only thing he had with him at the desk (N, FN 10, p. 93).  Of 

all the things he could have done in ISS, like draw perhaps, he chose to read his article.   

Ms. Young arranged to have a “hot” microphone for today’s radio reading.  We 

used the microphone stand I brought last week, but used a live microphone that was 

plugged into an amplifier.  Some students seemed to be very excited about having a real 

microphone.  I was not sure that it was a good idea to make the microphone “hot”.  This 

was something new added at the last minute and I was afraid it might make some readers 

nervous.   

Ms. Young sent a class member to the office to get Niko so that he could perform 

his radio reading article with his group.   
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 Lauren was the first to read in her group.  She read in a clear, confident manner.  

Adrianne then read in a smooth, conversational style.  She did read a bit fast, however.   

 Catherine confidently sat down to read her article on gorillas.  Even though her 

accent was heavy, in some ways, her oral reading was better paced than other students in 

the room that were stronger readers.  Chase read in a confident voice and paced his 

reading well.  He annunciated his words clearly. 

 Harry also read in a nice, strong voice.  His pace was good and his words were 

well articulated.   

 Niko’s group had three members.  His partners went first.  Niko read with a 

smooth, quiet voice (FN 10, pp. 92-94).  His performance showed that all of the reading 

and re-reading of his article in ISS was a good idea.   

Radio Reading Practices and Performances 

Radio Reading was a novel experience for the class and most students felt the 

experience was fun.  Some students felt less nervous about performing orally because 

they had been able to practice reading their article multiple times during the week.   

  I visited informally with Chase, Harry, Lauren and Catherine about the 

experience.  In particular, I asked them to talk to me about their practice sessions for 

radio reading.   

Researcher:  Can you talk about the practice time?  

Chase:  Uh, it helps.  I like it because it helps us know what the words are and 

kind of memorize it some and like if there are any words that we don’t know we 

can look them up…   

Researcher: And is it important that you know what those words mean?  
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Chase:  Um, it kind of matters because if there are some words that you don’t 

know you might, if you look them up you might need them in the future more 

than just right now.  (C, Int. 4, pp. 86-88)   

Researcher:  What do you think, Harry? 

Harry:  It helps us on parts we don’t understand and on words we can’t read or  

words we don’t understand or can’t (read) very well.  If we don’t know the words 

we can just read, have time to look it up in the dictionary to see what it is and how 

to say it.  To me, it matters how you’re saying it.   

Researcher:  Is it important that you understand the words that you are going to  

say out loud on Friday? 

Harry:  It matters.  (H, Int. 4, 86-87)   

Researcher:  What about you, Lauren? 

Lauren:  I think it’s better because there are some sentences, like one of my  

partners, she still can’t figure out a sentence that’s not making sense, and one 

sentence didn’t make sense to me but now it does and there is still a word that I’m 

still trying to learn how to (pronounce) and so I think the practice time is better 

for us to actually understand our paragraph work.  (L, Int. 4, pp. 89)  

Researcher:  Tell me what you thought about radio reading, Catherine.   

Catherine:  I think it’s a good idea ‘cause you can learn like more English if you  

don’t know English that much. 

Researcher:  What do you mean by that?  How do you learn more English? 

Catherine:  Like you can practice English in radio reading and, and, and you can 

  get all your nervouses out and stuff.   
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Researcher:  How do you feel about practicing a script over and over everyday for 

 fifteen minutes? 

Catherine:   Um, I felt good because you can practice with somebody and talk to  

them…without being nervous and they can’t be nervous to you when you are 

talking to them so they can’t be uncomfortable.   

Researcher:  Do you like it better when you have a chance to practice or do you  

like popcorn reading better? 

Catherine:  I like it when I have the chance to practice ‘cause you can practice and  

you can memorize the part and you can perform in front of the class, in front of p

 people and that’s it.  (CT, Int. 6, pp. 104-106)  

 For these participants, daily practices provided time…time to figure out how 

something was supposed to be said; time to get to know the content of their articles; time 

to make sense out of a passage; time to practice a second language; time to talk with 

someone else about an article; and time to get all their “nervouses” out. These focus 

participants felt it was important for them to understand what they would be sharing with 

their classmates.  If they understood all of the words in their article and exactly what the 

article meant, they felt more comfortable and more capable as an oral reading performer.      

Ms. Young had this to say about the class’s radio reading experience:   

Researcher:  Was it worth your time and effort to do radio reading?   

Ms. Young:  Yes, I think that they gained a lot of information from the kids  

talking about what they learned even after that.  They were interested in the 

subject they were doing and then having to answer the questions, they all had to 

listen.  Uh, it’s good for them to have to read out loud.  I think that it’s good to 
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have them, um to strive toward reading with for tomorrow in mind because it’s 

going to make them a better reader in the long run.   

Researcher:  And when you talk about them being a better reader, exactly what do 

  you mean? 

Ms. Young:  Able to understand what they’re reading.  They’re having to read 

over and over and they’re having to think about how they’re going to portray the 

information to the audience.  I think maybe they’re more engaged.  They are 

paying closer attention to the words that they’re actually speaking not just, you 

know, saying words without it having anything to do with the brain.  I think it also 

gives me the opportunity whenever I hear them read out loud to see are they just 

reading words or is this something that they’re internalizing that they’re 

understanding that they’re able to (convey) meaning to the people listening.  If 

they do what we want them to do, they’re going to become a better reader.  (Y, 

Int. 7, pp. 136-138) 

 In Ms. Young’s case, daily oral reading practices were a way for her to assess 

informally not only her students’ reading performances, but also their reading 

comprehension.   Additionally, the daily rehearsals gave her opportunities to clarify word 

meaning and pronunciation for some students.  These practices also gave Ms. Young time 

to model fluent oral reading for those students who needed extra attention.  Fifteen 

minutes daily was not much time, but it was time that participants and Ms. Young felt 

was well spent.   
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Readers’ Theater – Week #1 

Monday 

 I had intended to have Readers’ Theater scripts ready this morning, but I had a 

difficult time finding appropriate scripts for these middle-school students.  I searched 

online and most of the scripts that I found were written for younger students.  The hunt 

was even more difficult when I narrowed the search to Readers’ Theater scripts for 

middle-school students that were also related to social studies topics.   

I found plenty of websites that talked about the ease of writing Readers’ Theater 

scripts and this was well and good, but not very practical for Ms. Young.  Ms. Young was 

married and was raising three children.  Any extra time she had outside of school to 

spend on her teaching duties was spent grading papers, recording the grades of student 

work or lesson planning.  The same sites also talked about the benefits of teaching 

students to write their own scripts.  Once again, this may be true, but there was barely 

enough time for these students to complete the work assigned to them on a daily basis.   

I finally purchased two books of Readers’ Theater scripts that pertained very 

loosely to social studies.  One was Social Studies Readers’ Theater for Children:  Scripts 

and Script Development by Laughlin, Black and Loberg (1991).  The scripts that we used 

from this book were about American tall tales (see Appendix M).  The other book, 

Readers’ Theater:  Grade 6 by Ryall (2003) contained a variety of scripts and we chose to 

use the ones that were about myth and one that was about Japanese internment in the U.S. 

during World War II.  I ordered the books online and did not receive one of them until 

Monday afternoon after school. 
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Tuesday (Introduction) 

 Today, Ms. Young gave the students a list of four Readers’ Theater scripts (see 

Appendix N).  We decided to start with the scripts in the Ryall (2003) book because the 

class had read some myths earlier in the year in their reading anthology.  I read a synopsis 

of each play aloud so students could rank their play selections from one to three, one 

being their first choice and three being their third choice.  The class seemed to be very 

excited about performing Readers’ Theater.   

 Once again, while Ms. Young taught her reading lesson, I tallied the student script 

choices and divided the class into Readers’ Theater groups.  I called each group to the 

back table and had them draw for parts.  In some cases, I helped students determine if a 

part was for a boy or a girl.  Two scripts had more parts than we needed, so the groups 

talked it out to decide who got the extra parts.  We told them that they could trade parts if 

they wanted to.  Ms. Young then instructed the students to go back to their desks and 

highlight their parts in the script.   

 This week was a short week.  Friday was Good Friday and the schools in this 

district would not be in session.  Students would practice reading their scripts on 

Wednesday, Thursday, and Monday and then perform on Tuesday.  This schedule 

actually made it possible for Adrianne to practice one extra day (FN 12, pp. 99-100).    

Wednesday (Practice) 

 This time around, Ms. Young and I allowed the students to choose their Readers’ 

Theater script and to draw for their parts.  Because some of the groups were large, Ms. 

Young felt it was prudent to assign practice areas in the room to the groups.  Since there 
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were four plays, she placed the groups in the four corners of the room.  She then told the 

groups that she would give them fifteen minutes to rehearse their scripts. 

 Adrianne was attending her G/T class today. 

 Lauren and Catherine were in the same Readers’ Theater group with a couple of 

other girls.  At first, the group was very quiet.  They worked on their scripts, but it looked 

like they were just reading it through.  Eventually, even though the group continued to 

practice, they began to smile and giggle.   

 Right off the bat, Chase got in trouble for arguing with group members.  His 

group was sitting at a group of desks.  Chase sat on the floor.  He was terrifically 

embarrassed that Ms. Young had gotten on to him and was red-faced and quiet.  He 

seemed to be with the group, but not a part of it.  His group playfully teased him in an 

effort to perk him up.  The group, which had seven boys in it, became more and more 

animated as the rehearsal went on.  I think Chase might have been disappointed that he 

had not drawn a larger part (FN 13, pp. 113-114).   

 Chase enjoyed a leadership role in his relationship with Harry.  I am not so sure 

he had that same role with his other classmates.  For the last couple of weeks, he had 

been able to make independent decisions about his oral performance piece.  His 

disagreement with his group over his part was a surprise because up until this point, he 

had seemed so easy going.   

 Harry appeared to be a bit subdued earlier in the morning, but as soon as rehearsal 

began, it was if he had suddenly been awakened.  Harry used his body language to 

portray his character.  I heard his voice rise and fall as he attempted to act out his part.  

He was making running motions by pumping his arms as a runner did.  He seemed very 
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happy.  He touched his fists together very fast, and then moved his legs and feet, as if he 

was tapping his toes very quickly.  He put the palms of his hands on the desktop and 

moved them back and forth quickly.  It seemed that as soon as one movement stopped, 

another started (H, FN 13, p. 113).   

As previously mentioned, Harry had mild Asperger’s Disorder.  His speech was 

sometimes peculiar due to abnormalities of inflection and a repetitive pattern.   In 

addition, he had mild Tourette’s Syndrome.  Sometimes, Harry displayed tics that were 

repetitive, purposeless involuntary movements, like repeatedly rubbing his head, patting 

his arm, or shrugging his shoulder.     

Performing orally just seemed to bring out the best in Harry.  It occurred to me 

that when Harry had the opportunity to act, he had an acceptable place to use his excess 

energy.  He could raise or lower his voice and could use his body to enhance his 

performance.  The only other ways I saw him use this energy was through the repetitive 

movements he sometimes made.   

 Niko had to go to his locker to get his script.  He followed along and was attentive 

in his group.  He offered suggestions to the narrator in the group.  The narrator did not 

want to do what he recommended.  Niko told the boy that he was supposed to read what 

was in the parenthesis.  Ms. Young walked over to the group and explained that the 

words inside the parenthesis were what the actor was supposed to do, not read.  It seemed 

that more than one group member needed to know this information (N, FN 13, p. 114).   

 Niko attended to this task as he attended to no other.  He had something at stake 

when he performed orally and that was the image he would project to his classmates.  He 



Texas Tech University, Donna Cox, December, 2007                        

109  

had successfully constructed his image as a “cool dude” and this was not the time to blow 

that façade.  Niko was very utilitarian in his academic efforts.   

 When fifteen minutes were up, it seemed that rehearsal time had just started.  The 

atmosphere of the room was one of pleasure.  The class really appeared to enjoy their 

first Readers’ Theater rehearsal.  I liked our decision to do each performance activity 

twice because students could learn how to do the process the first time and refine it the 

second time around.   

Thursday (Practice) 

 This morning, Ms. Young took some time to talk to the class about what they 

should be thinking about while they were rehearsing for their Readers’ Theater 

performance.  She reminded them that with radio reading, they focused on making their 

voices sound interesting.  She asked them how they were going to keep their audience 

interested when they performed Readers’ Theater.  She then asked them to think about 

making their part sound interesting even though they would be reading from their desks.  

Finally, she talked to them about following the directions on the scripts that said readers 

should be “angry”, “happy”, “excited”, etc.  Ms. Young told the class they could bring a 

simple prop on the actual performance day.  She encouraged them to “get into character”.  

She concluded her talk by telling the students that they needed to change their voices to 

fit their parts.  If they did not, the performance was not going to be interesting and would 

not sound convincing.  She then instructed class members to go to their designated areas 

to practice (Y, FN14, p. 118).    

 Students quickly went to their places and started practicing immediately.  

Animated voices could be heard all over the room.   
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Adrianne was at her G/T class today.  At this point in the project, I was wrestling 

with whether I should keep Adrianne in the study or not.  She was not having the same 

opportunities to practice as everyone else in the class because she always missed two 

days to go to her G/T classes.  I deferred my decision as to whether I should keep her or 

not because I valued what she had to say during our interviews.   

Lauren and Catherine’s group did exactly as Ms. Young had asked.  They 

dutifully practiced their scripts. 

Chase did his best to rehearse.  He seemed to be focusing on doing a good job. 

Harry threw himself into rehearsal.  His group practiced their script several times 

and did not stop until Ms. Young told the class it was time to move on. 

I noticed Niko did not have his script.  His group sat on the floor to practice, but 

he sat in a chair.  He grabbed another boy’s script when it was time for him to read his 

part.  Towards the end of rehearsal time, he did not even bother to do that because he had 

memorized his lines (FN 14, pp. 118-119).   

Tuesday (Performance) 

 Soon, students would be taking their SYT.  I was not sure if we would be able to 

give out new scripts this week because Ms. Young really wanted to focus on test 

preparation.  The class took a practice test this morning and when they were through, Ms. 

Young discussed all of the questions.  The students were asked to write how many 

questions they missed at the bottom of each page and then write why they missed them.   

 I then began to wonder if the class was going to be able to perform their Readers’ 

Theater scripts today.  The test practice took up a bit more instructional time than usual 

and just about the time the students were ready to begin oral performances, the class was 
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interrupted by the school nurse.  She asked that all of the boys come to the hall to be 

checked for scoliosis.   

 When most of the boys had returned to class, Ms. Young asked the class to get out 

their scripts. Someone said “Yeah!”  Someone else asked “Are we going to do them 

today?”(FN, 15, p.121).  Ms. Young told them to sit quietly at their desk and read their 

parts until the scoliosis check was completed.  Of course, the girls were then called out 

into the hall for their check.   

 Once all of the students were back in their seats, they began their oral 

performance.  The first group of students was not reading as loudly as Ms. Young had 

hoped and she motioned for them to read louder.     

 Adrianne, Chase, and Niko were in the second group.  They performed “Golem.”  

There were eight members in the group and Adrianne was the only girl.  She was the first 

to read.  She read confidently, but not in a particularly animated way.  Niko’s voice 

sounded confident and he was easy to hear when he read.  Chase also read confidently, 

but his intonation could have been better.  Overall, the group seemed to have a good time 

with the play.  They did a fine job reading together and changing their voices to make the 

play sound more dramatic.   

Lauren and Catherine were in the next group to perform.  Their script was 

 “Flowers from Topaz.”  Catherine read first.  She read well in that she read all of the 

words correctly, but she did not give her part much life.  However, she gradually sounded 

more confident as the reading progressed.  Her leg was bouncing up and down under her 

desk.   Lauren, however, had terrific enunciation and intonation.  She sounded like she 
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was acting instead of just reading.  She had her ankles crossed and was wiggling her feet.  

The other readers in the group did not seem as nervous.   

 Harry was in the last group.  He had the key role in his play.  He was King 

Akhbar.  Harry placed his script on his desk and his left arm was resting on his desk 

across the front of his body.  His right elbow was on the table and he was rubbing his 

forehead and patting his head.  His voice was very animated.  He varied the pitch and 

intonation to match his dialogue.  Of all of the readers that performed today.  Harry was 

perhaps the most dramatic (FN 15, pp. 121-122).   

 I asked Ms. Young to ask the class the question, “Think about the good readers 

you heard today.  What made them good?”  The students wrote their answers down and 

handed them in before they left to go to their next class.  Adrianne wrote, “They probably 

studied over their lines and read clear but not too slow and loud enough to hear” (WR3, 

1).  Chase’s response said, “They read it like an actual play.  Not like a robot” (WR3, 2).  

“They spoke loud and clear.  I could hear every one speak their parts”, stated Harry 

(WR3, 3).  Lauren shared, “Because they read clearly, acted with there voice, and being 

very loud or quiet with your part.  Which is how being a good actor with your voice 

makes you good” (WR3, 4).  Finally, Niko wrote, “Harry was reading very good.  He 

read loud and clear” (WR3, 6).  Other classmates used phrases like “Didn’t read in a flat 

town (tone)” (WR3, 8), “Didn’t stutter” (WR3, 10), “Good voice for their chacters” 

(WR3, 11), “They were also prepared for there parts” (WR3, 15), “They made their voice 

sound like their character.  They also read on que and knew all their lines.” (WR3, 16), 

and “…he acted in his voice with emotion” (WR3, 20).  It was apparent that these 

students knew what constituted “good” oral reading.  They could also tell that different 
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types of reading called for different kinds of delivery. They showed that they recognized 

that practicing a reading made the reading of higher quality.   

Reader’s Theater #2 

Friday (Introduction) 

 There had been no oral reading practices for the last ten days.  As I had suspected, 

Ms. Young chose to spend the rest of the week and the following week after the first 

Readers’ Theater focusing on SYT test preparation.     

 This was the day that we gave the class new Readers’ Theater scripts.  Instead of 

asking students what play they wanted, we asked them to write their name on a sticky 

note and the name of someone they wanted to be in a play with.   After Ms. Young 

collected the sticky notes, I looked first for the focus participants’ names.  Adrianne 

chose a girl in the class.  No one chose Adrianne.  Chase picked Harry and Harry picked 

Chase.  Catherine was out of the room during choosing time, so I placed her in a group 

that had one of her friends in it.  Lauren selected a girlfriend in the class.  Three students 

selected Lauren.  Niko chose a boy in the class.  No one chose Niko.  I wondered what 

this said about my participants.  I asked Ms. Young if it was a surprise to her that no one 

chose Adrianne and Niko and she said “No”.  We did not have time to discuss why she 

felt this way.   

During the course of this project, I observed that Adrianne was an extremely 

competent student.  Because she spent three days in Ms. Young’s class and two days on 

her G/T campus, Adrianne had developed a very efficient way of completing assignments 

in both classes.   Additionally, she seemed to want all of her work to be of the highest 

quality and in a group situation, I think for her, this meant that she needed to take charge.  
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Perhaps other students in the class did not want to be taken charge of.  Niko, on the other 

hand, worked when absolutely necessary and socialized at any opportune moment.  

Possibly other students in the class perceived Niko as someone who did not take his 

schoolwork seriously.  Maybe, classmates did not want to work with him because he was 

such a struggling reader.   

 After I matched readers to parts, Ms. Young passed out the new scripts.  The 

students had to decide among themselves who would get what part. The scripts were 

smaller than last week and there were fewer parts for each script.  Students were very 

enthusiastic about receiving the new scripts and they immediately highlighted their parts 

and began rehearsing without even having to be asked.  I wondered if the excitement over 

the new Readers’ Theater scripts was because of the shortness of it all - short scripts, 

short daily practices, or the fact that in one short week, the script changed (FN18, pp. 

128-130).   

Monday (Practice) 

 After students returned to the class from p.e. and orchestra, Ms. Young asked the 

class to get out their Readers’ Theater scripts.  She asked them to reflect on the previous 

Readers’ Theater performance and to think about what made the good readers good.  

Once again, she suggested that if might be fun for group members to bring a simple prop 

or costume on performance day.   

After the students had been practicing for several minutes, Ms. Young overheard 

some unpleasant conversation coming from Adrianne’s group.  She asked Adrianne if she 

could be more respectful.  I did not hear what was said.   
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 As I watched the groups work, I noticed that Adrianne and Niko’s group was the 

most off task.  They might have practiced their script twice and the rest of the time, they 

just talked.  Adrianne, Niko, and a girl in the group held an extended conversation.  The 

other two members just sat sullenly.      

 Chase and Harry’s group practiced as they were asked to.  The two boys 

discussed interpretations of how the parts should be read and this showed that they were 

trying to accurately comprehend what the script was supposed to convey.  They acted 

glad to be back in a group together.     

 Lauren’s group practiced on the floor by the door.  They stayed on task and 

practiced steadily.    

 Catherine’s group was missing a person, but she and another girl practiced 

repeatedly.  They skipped the lines of the missing member and kept rehearsing.  They 

were sitting on the floor.  It looked like Catherine was not feeling well.  She looked a bit 

droopy.   

 When Ms. Young asked students to go back to their seats, I sat down beside Niko 

and asked him why his group did not practice much and he said he did not know. The 

morose boy from the group volunteered that Adrianne told the group only to practice 

twice because she was the boss of the group.  I asked Niko if he liked the play and he 

shrugged his shoulders.  The other boy said “I don’t like it” (FN 19, p. 132).   

I then sat down beside Adrianne and asked her why their group did so little 

practicing.  She said Niko did not want to practice any more.  I asked her why and she 

said she thought the play was difficult for Niko to read. She added that her group was 

made up of low, middle, and high readers.  I asked her if she liked the script and she said 
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it was o.k.  She said she did not hate it and she did not just love it, either.  I asked if she 

would rather choose the script she wanted to read or choose the people who would be in 

her practice group.  Adrianne said she would prefer to choose the script and that if it was 

a script she was interested in, at least the other people in the group were interested in the 

same thing (FN19, p. 132-133).    

Tuesday – The class begins their SYT 

Wednesday – The class completes their SYT 

Thursday (Practice)    

 As soon as the students returned to the room from their electives, Ms. Young told 

the class that they were going to spend the next fifteen minutes working on their play.  

She gave the class a purpose for their practice by asking them to focus on acting with 

their voice.  She told them to reflect on the good readers that they had heard last week.  

She asked them to enunciate clearly, speak loudly and put more life into their reading.  

She said it should be more than just reading the words.  By saying this, Ms. Young 

encouraged her students to go beyond the printed words (Y, FN 20, p. 134).   

 Ms. Young gave Adrianne and Niko’s group a stern warning.  She told them that 

she expected them to spend their fifteen minutes practicing, not visiting and if they were 

not mature enough to practice by themselves, she would sit with them.   

 Adrianne and Niko’s group did not have any problems this morning.  They 

practiced as Ms. Young told them to, but the chemistry of the group did not seem to be 

good.  After ten minutes or so, the group was still practicing, but they all had their arms 

crossed on their desks and were resting their chin on their arms.   

 Harry and Chase’s group practiced diligently. 
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 Lauren and her group fully complied.   

 Catherine’s group practiced as they were told, but Catherine left the room to go to 

the restroom about halfway through practice time and when she returned, practice was 

over (FN 20, p. 134-135).   

Friday (Performance) 

 The students in Ms. Young’s class that were in orchestra brought their music 

stands to class and placed them at the front of the room.  The class would be putting their 

scripts on the music stands when they performed.   

 The first group to perform was Adrianne and Niko’s group.  The group did not 

look too happy about performing first.  Their play was “Daniel Boone.”  Niko leaned 

against the white board until it was his turn to read and then he leaned over and squinted 

at the script.  It was hard to determine if he really had a problem with his vision or if he 

was just posturing.  Adrianne stood with her arms crossed as she looked at the script.  She 

read well, though as in the past, a bit fast.  Niko’s reading was fairly good.  He was not 

exactly fluent, but he did not read word for word, either.  He had some intonation in his 

voice.   

 Chase and Harry stood next to each other when it was their group’s turn to 

perform.  There were four boys in their assemblage.  Harry looked a bit anxious.  He held 

his elbows with his hands, he bent at the waist, put his hands in his pockets, looked at 

students near him, at me, and at the actors in his group.  He looked at me again and 

smiled.  The other boys were standing still and calm.  Chase read well.  He used good 

volume, good enunciation, and his intonation was good.  Harry read off Chase’s script.  
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He read clearly, but too fast.  Chase and Harry read well with each other.  Their dialogue 

in the play was almost as fluid as the personal conversations they frequently had.     

 Lauren’s group of three was up next.  She was the last to go up front because she 

had to find her script.  The group performed the play “Jim Bridger.”  Lauren still had a 

mouthful of braces and sometimes her words were a bit garbled.  She read well, but a bit 

fast.   I was surprised by which readers read what parts.  Lauren was by far the strongest 

reader in her group, but she had a very modest part.  The weakest reader read the largest 

part.   

 Catherine’s group performed last.  There were three girls in the group and all of 

the girls were struggling readers.  Catherine read her part accurately, but quietly.  She 

held her script in front of her face.  She shared her script with the girl beside her.  Her 

voice was loud enough, but she seemed a bit shy today.  Catherine read mechanically.  It 

appeared that she was just trying to get her part over with as soon as possible.  She got 

tangled up in some words and made a sound like she was trying to spit something out.  

The class was attentive and polite, but I did not think they were very interested in this 

play because it was too hard to hear the readers.   

From my perspective, the Readers’ Theater performances today were 

disappointing.  Many of the readers were nervous and Chase was about the only one that 

got into his part.  None of the students in any of the groups brought props or costumes.  

Perhaps at this time in their lives, the students did not feel they wanted to take a chance 

of looking foolish in front of their peers.  The class was, however, an attentive and polite 

audience, but either the subject of the scripts was uninteresting to them or they thought 

the performances were less than inspiring (FN 21, pp. 139-140).  Another possibility may 
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have been test fatigue.  For the last few weeks, the class had been practicing daily for the 

SYT.  The test itself was high-stakes and high stress.  Even though the test was over, 

students may not have been able to shake free from their text anxiety until their scores 

came in.     

Readers’ Theater Practices and Performances 

I visited with Adrianne, Chase, Harry, Lauren, Catherine and Niko in an empty 

classroom across the hall from Ms. Young’s room in order to get their thoughts about 

their Readers’ Theater experience.   

Researcher:  …give  me some of your thoughts about the last Readers’ Theater  

that we did. 

Chase:  Um, I liked the last Readers’ Theater.  …it was about a kid who knew 

 how to shoot really good and stuff like that and I thought it was pretty cool.   

Harry:  They were pretty great.   

Researcher:  The first time we did a Readers’ Theater we said “Pick your play”  

and the second time we said” Pick a person to do the play with”.  Which did you 

like better?  Was it more important that you get a play that you like or get the 

person that you wanted to work with? 

Adrianne:  I’d choose the script, because if it’s a script I’m interested in, at least  

the other people in the group are interested in the same thing (A, FN, p. 133).   

Chase:  I have no idea.  Um, probably a play that you like because if you didn’t  

really like it you wouldn’t actually be very good with it (C, Int. 8, p. 149).   

Harry:  I liked picking who you get to be with (H, Int. 8, p. 146). 

Lauren:  The play because it really doesn’t matter what people you’re with 
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because you’re not really fighting about, the only thing you really fight about is 

who you want to be. That’s not that big a deal so much.  It’s about the play cuz if 

you don’t like the play then you won’t like anything (L, Int. 8, p. 154). 

Catherine:  Um, the people (CT, Int. 8, p. 157).  

Niko:  The play you like (N, Int. 8, p. 160). 

 Guthrie and Wigfield (2000, p. 404) write, “A point of agreement among diverse 

depictions of engaged reading is that the reader has wants and intentions that enable 

reading processes to occur.”  Some focus participants shared that they were motivated by 

being able to choose the text that they wanted to read.  Others said they were motivated 

when given the opportunity to choose the partner or group they were going to be reading 

with.  All readers were engaged with their texts, but their degree of enthusiasm while 

orally performing may have been dependant on the choices they were given.     

When I talked to Ms. Young about choices of script or partners, she said “For 

some of the kids, that may work better [being able to choose a partner], and some of 

them, I don’t think it mattered what group they were with, they were going to be enjoying 

themselves more than they should be” (Y, Int. 7, p. 136).  In other words, it depends on 

the student.  Some students, like Catherine or Harry, may need the support and 

companionship of a friend in order to have a productive, enjoyable oral performance 

experience.  For other readers like Adrianne, Chase, Lauren, and Niko, an engaging script 

may help to make an oral performance activity worthwhile.    

Poetry Sharing – Week #1 

 Before the class began their poetry sharing weeks, I ask Ms. Young to tell me 

what her expectations for poetry sharing were.     
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Poetry makes me a little nervous because I think that some of the kids are going to 

think that they don’t enjoy it.  If it’s not silly and funny which a lot of poetry isn’t 

and if we’re doing something that is focused on social studies it’s probably not 

going to be silly and funny all the time.  I’m hoping that they don’t think negative 

about doing poetry because I enjoy poetry. It would be nice to teach them how to 

read poetry because even adults read line by line and the punctuation 

and…sentences the way it’s supposed to be read not just lines of it’s own little 

segment.  So that would be something that I think would be interesting because 

that’s something that I didn’t learn until high school.  (Y, Int. 7, p. 138) 

Monday (Introduction) 

Ms. Young’s class was studying Asia in social studies this week.  For the oral 

performance on Friday, I gathered a collection of Chinese poems for students to practice 

and share this week in a poetry café (see Appendix O).    

Many students in the classroom were familiar with the local bookstore in the 

community that also housed a coffee shop.  The coffee shop served coffee, tea, pastries 

and cookies.  Booths, small tables and chairs were provided for customers.  Patrons of the 

coffee shop sip their drinks and nibble on their confections while they quietly chat, read, 

or play board games.   Ms. Young and I wanted to replicate the feel of the coffee shop 

when the class shared their poems on Friday.  We planned for students to eat a snack and 

sip a drink while listening to their classmates share their poems.  We called this 

experience our poetry café.   

I chose poems from The Selected Poems of LiPo translated by Hinton (1996) and 

Women Poets of China translated and edited by Rexroth and Ling Chung (1972).  I 
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picked these two books because finding suitable Chinese poems was not easy.  I tried to 

find some poetry online without success and finally went to a bookstore where I found 

the two books of Chinese poetry.  Even then, many of the poems in the books dealt with 

mature subjects and were unusable.       

 I spread out the collection of poems on the counter by the sink.  Each poem had 

been copied onto one, small piece of paper.  Ms. Young then wrote each student’s name 

on a square cut from an index card.  I shuffled the name cards and drew two names at a 

time.  These students were to peruse the poems on the counter and pick the one they 

wanted to share.  I was pleasantly surprised to see that most of the students took their 

time and thoughtfully chose their poems.  The student that took the most time was Niko.  

I thought he might just grab the shortest looking poem, but he did not.  He selected a 

poem of medium length.   

 I noticed that Niko was squinting again.  I asked Ms. Young if he had ever had his 

eyes examined and she said yes, he had and he had glasses.  She told me she had seen 

Niko wear them once.  Ms. Young then asked Niko how long he had been wearing 

glasses and he replied, three years!  She asked him where they were now and he said he 

did not know (FN 22, p. 141). 

 I was pleased with the reaction of the whole class to the poems.  I noticed several 

students trading poems with other students in order to share the poems they had chosen.   

After Ms. Young announced that they were going to participate in a poetry café, I 

heard a student say, “I want to do radio reading again.” (FN 22, p. 141). Perhaps one of 

the reasons radio reading remained a favorite with the class was because they were not 

standing up in front of the class while their classmates looked at them.  Instead, their 
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classmates looked down at student-generated questions.  In addition, performers could sit 

down at the back of the room to share their article.  This was a much less stressful 

situation for some readers.   

 After a brief talk about a social studies assignment, Ms. Young dismissed students 

to practice their poetry reading for fifteen minutes.  Students were allowed to choose any 

partner they wanted to practice with.  Partner choices were quite telling.  Niko got 

together with a girl. No surprise there.  Chase chose Harry.  Adrianne partnered with a 

girl who was in G/T classes with her.  Catherine picked a girl who was in her bilingual 

class.  Lauren’s practice partner was a girl who sat near her desk.  It appeared that the 

participants chose partners for comfort.   

After a few minutes, Ms. Young stopped the class to talk to them about the 

correct way to read a poem.  She asked them to pay close attention to the punctuation of 

the poem.  This talk helped the students to understand Ms. Young’s expectations for them 

when they shared their poems on Friday.   

 A couple of boys sitting next to me had been practicing their poems for about ten 

minutes.  I overheard one of them say “How do you say…?” but what he meant was 

“How do you say this word in Spanish?”  They were literally translating Chinese poems 

that had been translated into English, into Spanish so they could fully understand what 

the poem was saying and then translating the poems back into English!  I told them I 

thought this was fantastic and that they should read their poems in Spanish and then in 

English during presentations on Friday.  This idea seemed to please them (FN, 142-143).   
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Tuesday (Practice) 

 Poetry practice was preempted by severe weather.  Just before Ms. Young 

dismissed the class to practice their poetry reading, an announcement was made over the 

PA system that a tornado warning had been issued for the city.  Ms. Young told students 

that in case of an emergency where they would go for shelter.  She also reminded them of 

the appropriate body posture they should assume and then told them to get on the floor to 

show her how they would act if the school should be alerted about a tornado.   All of the 

students in the room got down on the floor, on their knees, tucked their heads down, and 

put their hands over their head.  Everyone, that is, except Niko.  He lay flat on his 

stomach with his arms out to his sides.  The class giggled and even Ms. Young had to 

laugh at his ridiculous pose.      

 After the drill, Ms. Young told the class to find their poems so that they could 

practice.   

Adrianne was at G/T today.   

 Harry walked over to read with Chase.  They practiced for a while, but then rested 

on their arms on their desks.  They were not even talking.  They just looked like they 

were bored.   

 Lauren moved to a desk across from where she normally sat to practice.  She read 

her poem and then while the other two girls said their poems, she read from a paperback 

book she had with her.   

Catherine sat in a corner at the front of the room on the floor to practice her poem 

with her friend.   
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Niko asked to go to his locker to find his poem.  He came back empty handed and 

ambled over to Catherine’s group and visited.  Ms. Young was at the back of the room 

and did not notice him.  He took one of the girls’ lip-gloss and rolled it up and down.  

Since he was finishing up work from earlier in the morning, his partner from yesterday 

joined Catherine and her partner.  The foursome finally got so loud that Ms. Young called 

them down and asked them to come to the back near her to practice.  Niko then sat in a 

swivel chair and his partner knelt on the floor to practice.  Ms. Young finally had to ask 

Niko’s partner to sit by her desk to practice alone since she was giggling so much.  Niko 

managed to spend the whole fifteen minutes goofing off in front of the girls and never got 

any practice done.   

Today made me think that the time allotted to practice a reading should be 

commensurate with the length of the reading piece itself.  I think since the Chinese poems 

were so short, less time could have been spent practicing them daily.   

The students were much preoccupied because of the weather.  It was 10:16 a.m. 

and nearly dark outside.  Several students expressed their worries because they had heard 

that funnel clouds had been spotted nearby.  The whole room nervously chattered (FN 23, 

pp. 143-146).   

Friday (Performance) 

 Today was the class’s first poetry café.  The music from the movie The House of 

Flying Daggers played in the background.  It sounded quite oriental and helped to 

provided a nice ambiance for the “café”.    Each student was given a small paper cup of 

tea, a fortune cookie and a napkin.  They were to keep the fortune and tape it to an index 

card to use as a poetry generator later on.   
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 One by one, the students rose to read their poems at the front of the room.   

 Chase read his poem about magpies.  He read in a strong voice and had good eye 

contact with his audience.   

 Harry read his poem.  The class was very attentive.  He read smoothly and with a 

strong voice. 

 Lauren was next to read.  She had almost completely memorized her poem.  She 

read calmly and frequently made eye contact with her audience.  She read at a steady 

pace.   

 Catherine’s poem was short.  She read it confidently.  It was as if she knew it by 

heart.    

 Niko read his poem with a strong voice.  He appeared confident.  He read a little 

roughly and did not look at his audience.  He held his poem in his left hand and had his 

right hand on his hip.  There is no telling what he might have sounded like if he had not 

lost his copy of the poem and done without it for most of the week.   

 Adrianne was absent today.    

 When the class period was over, the students reluctantly left to go to their other 

classes.  It was not because of the snacks.  No one asked for seconds and readers made 

the fortune cookies last the entire poetry sharing time.  The class truly seemed to enjoy 

the activity.  It was beautiful to hear the students share their poems.  (FN 25, pp. 163-

164).   

Poetry Sharing – Week #2 

 As I looked around the classroom, I saw signs everywhere that signaled the end of 

the school year.  Waist-high columns of textbooks were stacked in the hall.  Bulletin 
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board activities and posters were taken down and stored away.  Library books were back 

in the library, not to be checked out again until September.  No wonder it was so hard for 

both students and teachers to stay focused on the last few academic tasks of the year.   

 This week, the class was studying Australia in social studies.  I combed the 

Internet and found several poems from and about Australia.  Some of the poems were 

short and were suitable for one reader.  I divided the longer, narrative poems into parts 

that could be shared by two or three readers.   

 I spread the poems out on the floor in front of Ms. Young’s desk.  Again, I 

shuffled the name cards we used for our first poetry café.  This time, as I called out a 

name, that student would choose a poem and if the poem required more than one reader, 

the student got to pick their reading partner(s).     

 The practices this week were very similar to last week’s practice.  Ms. Young let 

students sit anywhere they wanted in the room to rehearse.  Practice times were always 

fifteen minutes long.   Adrianne practiced with three other girls.  Chase and Harry 

worked on a poem together.  Lauren rehearsed with a girlfriend who sat near her desk.  

Catherine chose a poem to share with one of her friends from her bilingual class and 

Niko.  He practiced his part of the poem this week while honing his flirting skills (FN 25, 

p. 163).   

Friday (Performance) 

 This morning during poetry café, the class enjoyed biscuits (shortbread cookies) 

and tea.  Music from the c.d. Australia played softly in the background.   

 Adrianne’s group shared their poem first.  Adrianne looked at her poem the whole 

time.  I could not tell if she was reading or listening to the other girls in her group while 
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they read.  As usual, Adrianne tackled her task in an efficient manner.  She read her part 

at an appropriate pace with appropriate volume.   

 Chase was absent today and Harry had to read by himself.  He almost looked lost.  

He read his part of the poem smoothly and with a strong voice.   The class was very 

attentive as he read his part of the “Australian National Anthem.”  

 Lauren and her partner read next.  Her partner shared first. Lauren’s performance 

was a bit lack luster because she was upset over an incident that happened earlier in the 

morning.   Her performance was not bad, just not as vivid as her last poetry sharing.   

 Catherine’s friend from her bilingual class shared her part of the poem first.  

While she read, Niko sat on a tall chair and rested his elbow on the back of it.  Catherine 

bit her nails on her left hand and rocked back and forth.  When her turn came, she read a 

little quietly, but she did not stumble at all on any of the words.  Niko read in a nice 

strong voice.  It was not completely fluid, but by far better than his usual textbook word-

for-word reading.  He managed to keep up with his poem this week.  He looked 

completely composed when he was in front of the class, but never cocky (FN 26, pp. 163-

164).   

Poetry Sharing Practices and Performances 

Several things may affect the quality of an oral reading performance.  For one 

thing, the readers may not like the genre of the reading text.  This was the case for 

Adrianne and Harry.    

Researcher:  Is poetry sharing something that you would be interested in doing 

 again? 
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Adrianne:  Mmmm…not really. 

Researcher:  Because…. 

Adrianne:  Um, I don’t know.  I just…I don’t like poetry that much I guess       

(A,Int. 8, p. 176). 

Researcher:  Harry? 

Harry:  I’m not really sure cuz I’m not really into it (H, Int. 8, p. 179).   

Quite the opposite was true for Lauren.  She was enthusiastic about the whole poetry café 

experience and her performance reflected her passion.     

Researcher:   Lauren, I want to know about the poetry reading.  

Lauren: They were really cool because I like Chinese stuff pretty much 

with their beauty and all of their foreign stuff…tape skips 

Researcher:  Now talk to me about the second one. 

Lauren: I really liked it cuz you got to do it with a partner.   

Researcher:  So you got to choose the poem? 

Lauren:  Yes, and I chose the partner.  I like reading poetry and I like writing  

poetry.  It was in the water lilies poem they said “Autumn gales” which was like 

the wind coming through for the birds and I didn’t know what that meant and I 

didn’t know how to pronounce it either. 

Researcher:  So how did you finally figure it out? 

Lauren: I asked Ms. Young how to pronounce it and she told me what it was 

  too, just in case. 

Researcher:  Why was it important? 

Lauren: I’d know how to speak and what to say about it. If you don’t know what 
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you’re talking about you’re not going to sound convincing at all (L, Int. 8, p. 

170).  

Sometimes a reader may not perform as well on a presentation because of social 

concerns.  Chase felt pressure to perform well on Fridays because he did not want to 

embarrass himself in front of his peers. 

Researcher:  So is poetry reading as a presentation on Friday something you’d be 

 interested in doing again? 

Chase:  Um, not really. 

Researcher:  Because… 

Chase:  Well I didn’t really like it cuz it’s not really my favorite thing to do. 

Researcher:  …as in orally presenting is not your favorite thing to do or poetry is  

not your favorite thing? 

Chase:  Both cuz I don’t like getting up in front of people and making fun of  

myself.  And when I mess up they laugh at me.  So, I don’t really like getting up 

to read. 

Researcher:  So has it happened to you so far, because you’ve had a lot of  

opportunities this semester to read out loud and people laughed at you? 

Chase:  No, cuz they know better. 

Researcher:  Have you laughed at someone else for messing up? 

Chase:  No (C, Int. 8, p. 179-180). 

 During Interview 5, I confided to Adrianne that of all of the students who read 

during the radio reading activities, in my opinion, she was one of the best.  I told her I 

really did not understand her opposition to reading aloud on Fridays because she never 
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made mistakes and read so beautifully.  I asked her what about reading aloud bothered 

her so much.  She replied, “I go a lot slower and I guess I’m just afraid I’ll mess up but 

when I read to myself I do good” (A, Int. 5, p. 101).   

Niko also did not want to embarrass himself in front of his classmates.  He had 

been carefully constructing an image for himself and he wanted to appear confident and 

competent when he performed. 

Researcher: The next week we did Australian poems, and this time you could say 

your poem with a friend or a group of friends. It was for more than one voice. Tell 

me about that one. 

Niko: I liked that one.   

Researcher: How many other people were with you? Two? Weren’t there three 

  altogether? 

Niko: Yeah 

Researcher: The practices…how did the practices go? When you practice for a 

poem do you just read it and that‘s it or how do you practice for a poem? What 

are you thinking when you practice?  

Niko: I‘m trying to inaudible and see if I could do it real fast. 

Researcher: Oh. So why is it important for you to do it fast? 

Niko: That’s so everybody can understand me and I don’t keep messing up on my 

  words. 

Researcher: Why is it so important about goofing up? 

Niko: Other people can understand and I won’t be stuttering on my words 

 (N, Int. 8, p. 182). 
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Perhaps a reader may not be bothered by reading in front of peers, but may be 

uncomfortable working with others in a presentation group.  This was the case with 

Catherine.   

Researcher:   You got to read with a partner during the Australia poem, correct?  

Catherine: Mm hmm. 

Researcher: Did you…do you like reading a poem 

 by yourself out loud or with partners out loud? 

Catherine: By myself cuz I get to experience more things and get it in my mind.  

My head. 

Researcher: Who did you practice with? 

Catherine: D. and Niko.. 

Researcher: Um, were they hard to practice with? 

Catherine: Yes. 

Researcher: Because… 

Catherine: They used to talk a lot. 

Researcher: Oh. Um, who picked the poem? 

Catherine: Me.  D. told me to pick a poem of three verses so we can get Niko  

with us. 

Researcher: If you were going to read a poem again what would you want to 

 do? Read it by yourself or with a friend? 

Catherine: By myself (CT, Int. 8, p. 172-173). 
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Catherine’s views on practicing with a partner or group this time was different 

from her comments about practicing when she talked to me after the radio reading 

performances.  At that time, she said, “I felt good because you can practice with 

somebody and talk to them…without being nervous and they can’t be nervous to you 

when you are talking to them so they can’t be uncomfortable” (CT, Int. 6, pp. 105).   

 Interestingly, none of the participants expressed anxiety over reading aloud in 

front of Ms. Young.  They also did not express hopefulness or pride in performing well in 

front of her.  The only audience they spoke about during this project was their fellow 

classmates.      

 Ms. Young had been an active observer of the sixth grade society within the walls 

of her classroom all year long.   She was aware that the pressure to perform well in front 

of peers could be a motivating factor for some of her students.  She also understood the 

benefits of peer discussion during weekly practices.  However, she was wise enough to 

know that well designed fluency lessons could be derailed by students who valued 

socialization over focused rehearsal.     

Researcher: So talk to me about when we first did the Chinese poetry reading. 

  What were your impressions and what did you think? 

Ms Young: I thought the kids did a really good job that first week. I think they 

practiced. I think they enjoyed it and the whole poetry café thing worked. They 

were very interested in listening and sipping.  Um, and for the most part I think 

they read their poems really well.  

Researcher: The first time we did the poem they were allowed to choose the poem 
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that they wanted. We laid it out on the counter and they got to self-select. The 

second time they got to choose the poem, but they got to have a partner. What was 

your impression of the second one that we did when they…there was more than 

one voice?  

Ms Young: I think um, the individual poems were better but I think it also has to  

do with that they were working alone instead of with a friend. Um, I think 

sometimes that working with their friends they don’t get as much practice in.  

Researcher: Because… 

Ms Young: Because instead of being accountable they visit with each other.  They 

visit instead of doing the practicing and they don’t take it as seriously I guess if 

they’re not on stage by themselves. 

Researcher: So next year, is this something that you would consider doing again? 

Ms Young: I think so. I think that you know that getting the culture and the ideas 

from the poems is good and also being able to be in front of the class is good. Uh, 

and they enjoyed it. I think it was a good experience. 

Researcher: Anything you’d do different? 

Ms Young: I might have more individual instead of dual voice. Maybe if I select 

the groups for the voice it might be different. I don’t know (Y, Int. 8, pp. 173-

174).  

Readers’ Theater as a Podcast 

Monday (Introduction) 

 Once I chose my focus participants for this study, I began to visit with them all 

through the spring semester about the books they checked out of the library or brought to 
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school to read at their desks.  They were surprisingly consistent in their reading tastes.  

For instance, it was very characteristic for Chase and Lauren to read paperback books 

whenever they had the chance.  They both frequently had age appropriate magazines in 

their desks to thumb through.  Unfortunately, they were also the two most likely to get in 

trouble for reading when they should have been doing something else.  Chase always 

went for fantasy books.  Catherine constantly looked for mysteries, ghost or horror stories 

to read.  Harry loved series books and books that had a movie or television tie-in.  

Adrianne was perpetually not quite finished with a book, did not like to have to read 

required books, but looked to her friends in G/T for book recommendations.  She also 

professed a love for the Boxcar Children series and was always on the lookout for ones 

she had not read.  Niko “lost” a library book in early spring and did not “find” it until 

May.  Thus, he never checked out a book and never had a book at his desk to read.  The 

only book I ever saw him with was a book about calligraphy.  Most of the participants 

enjoyed series books and books that had a movie or television tie in. 

Up to this point, Ms. Young liked the radio reading activity best.  She could 

envision using current event articles for weekly radio reading scripts.  She liked the idea 

of supporting the social studies textbook with information that would interest her 

students.  Instead of having the students pretend to read like a radio announcer, we 

wondered if the students would enjoy reading for a podcast, which is an audio broadcast 

that has been converted to an audio file format for playback in a computer.  Ms. Young 

said if we could do this, she might be able to download it onto her school website and 

then students and their families could listen to the performances.  Alas, the class had 
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presented their final social studies projects and the textbooks had been stored in the 

bookroom for the summer.   

Instead, Ms. Young and I wondered if we could capitalize on the participants’ 

reading tastes in order to improve fluency by writing a Readers’ Theater script based on a 

book from a Manga series.  After talking the idea over with the class, Ms. Young and I 

decided to experiment and do a Readers’ Theater podcast.     

Chase was the one who gave me the idea of using a graphic novel as a Readers’ 

Theater script.  He had such a passion for them and I remembered the occasion I chanced 

to see several boys in the class craftily borrowing his Naruto paperbacks to pass around 

and share.   

 I went to a local bookstore to locate a Manga novel to use as the source for my 

Readers’ Theater script.   Manga refers to comics originally published in Japan.  I located 

the Manga section near the store’s coffee shop.  There were more series of Manga books 

in the bookstore than I could ever have imagined.  I skimmed through a half dozen or so 

books and was discouraged to find that most of the novels were not only graphically 

violent, but contained inappropriate sexual situations and strong profanity.  I decided to 

go to the children’s section of the bookstore in hopes of finding a more appropriate book. 

 I purchased Avatar:  The Last Airbender Volume 1 by DiMartino and Konietzko 

(2006).  I wrote a Readers’ Theater script and modeled it after the scripts in the books I 

purchased for the Readers’ Theater activities (see Appendix P).  It took less than an 

evening to write the script.  In order to have enough parts for all of the students in the 

class, I divided my final script into four parts.   The next morning, I ran off copies for 

each student in the class.     
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 Ms. Young passed out the scripts and assigned parts.  All of the participants 

seemed to be happy with their parts, except Niko.  He complained that he only had one 

line to say.  He continued to complain so strongly that Ms. Young traded parts with 

another boy in the class and gave Niko a major part.   He was happier with his new script 

(N, FN 29, p. 169).   

 I was surprised by Niko’s response to his original, small part.  Of all of the focus 

participants, Niko was the least motivated reader.   During my interviews with him, the 

only thing he said he liked to read was car or motorcycle magazines.  I had never seen 

him read for pleasure and had frequently observed him avoid assigned reading in the 

class.  He had seemed to enjoy all of the oral reading performances he had participated in 

during the project but he never seemed to care one way or the other about the length of 

his part.  Perhaps the text we would be using for the podcast was very intriguing to Niko.     

Avatar:  The Last Airbender was from a book series that was also a cartoon on the 

Nickelodeon television channel and many in the class were big fans of the program.   Ms. 

Young told the class that they had to decide as a class how to pronounce the proper 

names.  The students did not have any problem with this because so many had seen the 

cartoon.    

Perhaps it is odd that Ms. Young and I chose a graphic novel for an audio 

performance.  We were looking for an engaging text that would be interesting to most of 

the class.  Avatar:  The Last Airbender had many characters, uncomplicated dialogue, an 

exciting plot, at times was humorous and contained a bit of mystery. It was an engaging 

text that just happened to be a graphic novel.    
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Tuesday (Practice) 

 From the first time I broached the subject of podcasting, Ms. Young was on board 

and very enthusiastic to try something technologically new.  She happily greeted me this 

morning with the news that she had found a website we could use to create the podcast.   

Toolfactory.com offered a thirty-day free trial for a podcasting program.  She 

downloaded the program on her classroom computer and started learning how to do the 

podcast.  She went back to the music teacher who loaned us a microphone for radio 

reading and borrowed a microphone that was compatible with her computer (Y, FN 29, 

169).   

Wednesday (Practice) 

 Wednesday was a big rehearsal day.  The sixth grade students would be involved 

in a school wide event on Friday, so they needed to perform their Readers’ Theater 

podcast tomorrow.  The class had a dry run for the podcast.  Ms. Young did not want the 

students to be nervous about the actual podcasting, so she plugged in the microphone, put 

it on a stand and rearranged the room so that the microphone would be in the middle of a 

small circle of students.  She was not going to record today, but just let the class have an 

idea of what it would be like tomorrow.  Even Ms. Young needed this dry run.  She had 

never done podcasting before and was not sure how it would go.    

 Group One was instructed to come to the microphone and the rest of the class was 

asked to listen so that they could give each group pointers over their performance.  

Lauren was in this group.  All group members were sitting up straight and on the edge of 

their seats.  Lauren did not seem to be nervous.  Classmates listened attentively.  These 
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practices and performances not only provided Ms. Young’s class opportunities for oral 

speaking, but also for building aesthetic, efferent and critical listening skills.    

Group One was very good.  Their use of intonation was the best I had heard this 

semester.  The class had a hard time critiquing the group because they were so good.  Ms. 

Young suggested that the group might want to look over their script a couple of times 

tonight and consciously slow down.   

Group Two was called to the circle.  Adrianne and Chase were in this group.  

There were five chairs and six students.  Ms. Young had them scrunch together and lean 

forward when they had a part to say.  Their script contained some humorous dialogue and 

the students listening to the performance laughed.  Ms Young asked the class if they had 

any positive remarks for the group and one student said they did a nice job in their 

speaking parts.  Ms. Young then asked the class if they had any advice for Group Two.  

There was no response from the class, but Ms. Young advised the group to be careful of 

their page turning.  The more students in a group, the louder the page turning was going 

to sound on the recording.  She also said she noticed that several members of the group 

read over each other.  This comment gave the students an opportunity to think about 

timing.   

 Group Three was up next.  Niko and Harry were in this group.  Harry’s part was 

the main role.  Niko also had a substantial part.  He read in a strong voice, but it did not 

quite sound natural.  Harry read his part on cue, but he read a little fast and did not sound 

as confident as he had on previous readings.  I had noticed during earlier observations 

that Harry sometimes seemed preoccupied or depressed.  I wondered if perhaps he was 

just having a down day.   
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 Catherine was in Group Four.  There were seven students in this group and still 

only five chairs.  It was a tight squeeze.  Ms. Young wanted to make a test recording of 

this group, so she plugged the microphone into the computer.  This group also had a few 

funny lines and the students listening giggled.  Catherine read in a nice loud voice and 

had more expression than I had heard her use before.  She stumbled on the words, sacred, 

toboggan and armory.   

It was a good thing Ms. Young did a trial run.  The volume turned out to be nearly 

non-existent.  She directed the students to get back into their groups across the room to 

practice and had Group One come to the circle again and re-record (FN 30, pp. 183-188).     

The fluency building activities that the class had been working on all semester 

provided an opportunity for students to peer evaluate and critically listen to each other in 

order to give praise and constructive criticism.  I do not believe I heard a mean comment 

about a group or an individual’s performance.  This dry run was a nice example of what I 

thought a community of learners was like.  Everyone in the room learned a new literacy 

skill, including Ms. Young.  I felt that the reading fluency practices and performances 

during the semester had built classroom camaraderie.   

Ms. Young felt she needed to do some tweaking for tomorrow’s podcasting event.  

She gave each group a square-shaped sponge paintbrush to use as a practice microphone.  

This prop gave students an opportunity to coordinate their reading with their microphone 

passing.    

Thursday (Performance) 

 This morning was podcast day!  Group One was up and they were fantastic!  

Lauren was in this group and she sounded amazing!  Her voice was strong and very 
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animated.  Even though the other students were working on seatwork, they stopped to 

look at and listen to this group.   

 Ms. Young played back the recording immediately after Group One performed 

and checked the volume.  She thought she had finally gotten it right.  Group Two 

performed.  Adrianne and Chase were in this group.  Ms. Young asked group members to 

hold the microphone close to their mouths and to speak loudly.  This group also did a 

great job.  Chase and Adrianne both performed well.  They were very animated.  The 

students seemed to enjoy the drama of this series and in particular, the humor.   

 Harry and Niko were up next.  Niko had lost his script and he had to borrow 

someone else’s.  Ms. Young rearranged the chairs so that some chairs were back to back 

and the students in the back row of chairs sat in their chairs backwards.  In other words, 

their heads were between the heads of the students in the first row.  Harry read well, but 

not quite as animated as other members in the group.   Niko really focused.  He was more 

animated during this reading than in any I had seen him in so far.  His voice was strong 

and he was reading almost as smoothly as he casually talked.   

 The last group up was Catherine’s group.  She was the first one to sit down.  This 

was the largest group so far and they were really scrunching to fit.  Catherine had the first 

speaking part.  She was sitting in the middle of the group.  She was the Narrator and she 

spoke in a strong voice.  This group had more struggling readers in it than the other 

groups, but they still read well (FN 31, pp. 189-190).   

 One of the notable aspects of this particular oral reading performance was the 

reality that the great majority of Ms. Young’s students fully and enthusiastically 

participated in this activity.  No grades were taken and there were no answers to 
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questions to listen for.  Instead, it seemed they were fully engaged in the Readers’ 

Theater podcast because they enjoyed the experience.   

 Ms. Young and I felt our experiment with the graphic novel turned out to be a 

good one.  It is possible that the book Avatar appealed to the students because it 

contained humor, was a part of a series, and had a television tie in.  In addition, Avatar 

was part mystery and part fantasy, two genres that many students said they liked the 

most.  Additionally, the students were eager to hear what they sounded like once the 

performance was downloaded into Ms. Young’s school website.  This may be why the 

class was more enthusiastic about the podcast than the first two Readers’ Theater 

performances.    

 In the last few days of the spring semester, Ms. Young tried repeatedly to upload 

the podcast onto her school webpage, but was unsuccessful.  The Toolfactory.com 

program would not interface with the school district’s web pages.   Ms. Young contacted 

the district’s technology personnel, but was never able to get help with our project before 

the semester ended.   In the end, we had to settle for hearing one of the best oral reading 

performances by Ms. Young’s students of the semester.   

Podcast Practices and Performance 

Ms. Young and I felt that this last oral reading activity was successful because the 

students were given a text that was interesting to them.  We decided that texts that 

seemed interesting to us might not necessarily mean that the students would be interested 

in them.  Additionally, we felt that the podcast gave the class an authentic reason to read 

orally.   

Researcher:  Ms Young, tell me what you thought about the Readers’ Theater  
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over Avatar and then doing the pod casting. 

Ms Young: I think the kids really enjoyed it. I think they were excited about it and  

they were more interested in practicing during the week. Um, it was something 

they’d all heard of before and so it was exciting and then the podcast some of 

them didn’t care if they were recording or not, but I think a good majority of them 

wanted it to be good because it was going to be somewhere where people could 

listen to it, that they could go and listen to it. And I think they were excited about 

that (Y, Int. 10, pp. 224-225).  

 Following the Readers’ Theater podcast experience, I talked with the participants 

about this final performance.   

Researcher:  So tell me what you think about the podcast. 

Adrianne: Um. I think it was good like the way we had different groups. I liked it  

because like different people like…become the character differently then they um 

than the uh others. Like if Lindsey… Lindsey was Katarra in the first one (Group 

One) and she was (a) different character than me when I was Katarra so I liked 

that…that it was different. It was like a mix.  

Researcher: You’ve been the one of all of my participants that said “I don’t like 

reading out loud. I don’t want to read out loud. If I never read out loud the rest of 

my life I’d be perfectly happy.” (Adrianne laughs) Is that how you felt about this 

one? 

Adrianne: No not this one. Cuz I liked reading out loud during this one. 

Researcher: Why? 

Adrianne: Because it was more of a play and you got to like act like act become 
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 the character not just like reading like.  (A, Int. 9, pp. 217-219) 

Researcher:  What about you, Chase? 

Chase: Um. It was cool.  

Researcher: Because? 

Chase: Because it was on the Internet and that people can actually listen to it.  

Researcher:  Would you listen to it? 

Chase: Mm hmm (yes).  (C, Int. 9, p. 204) 

Researcher:  Harry? 

Harry: Mmm, I liked it.  

D.C. Because? 

Harry: I was the Avatar.  (H, Int. 9, p. 194) 

Lauren: I thought it was really cool. I really liked it. 

Researcher:  Why? 

Lauren: Because I really liked the part and especially having different emotions 

 throughout the whole thing.  (L, Int. 9, p. 211)  

Researcher:  Catherine? 

Catherine: Um it’s a little bit more longer. 

Researcher:   How did you feel about it? 

Catherine: Fine. Good.  

Researcher:  Good? What was your part? 

Catherine: I was the Narrator 

Researcher:  That was a really long part wasn’t it?  How did you practice for that? 

Catherine: I took it home or I even practiced here at the morning and I  
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got good at it. 

Researcher:  What does that mean you got good at it? 

Catherine: I struggle with it. 

Researcher:  You struggled with it and then towards the end did you  

struggle with it? 

Catherine: No 

Researcher:  When you said you struggled with it, what does that mean? 

Catherine: That I had problems with it. 

Researcher:  Because… 

Catherine: Because I didn’t know the words like some words.  If they talk about it  

I could know what they’re talking about and stuff.  (CT, Int. 9, pp. 190-191) 

Researcher:  What about you, Niko? 

Niko: I liked it. 

Researcher:  Why?  

Niko: Because of how we’re doing it. We’re doing it with the mike so I like that.  

Researcher:  Why is it a big deal to have a mike?  

Niko: Um. I don’t know, it’s just different.  

Researcher:  When you were thinking this week about what you were eventually 

going to do with it did you think about that at all? 

Niko: Mm hmm (yes). 

Researcher:  And what’d you think? 

Niko: I just thought like, like how I’m going to read it inside, and like cuz I never  
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done something like that so I was going to think what can I do to make it sound 

good.  

Researcher: Do you want to hear yourself? What you sounded like? 

Niko: Yeah.  (N, Int. 9, pp. 198-199) 

Researcher: Did it make you nervous talking into a real microphone?  

Adrianne: Mm, not really. A little bit at first, but not really. 

Harry: No. Not really. 

Catherine: No 

Researcher:  Are you less nervous than you were when you first started doing this 

(oral performance)? 

Catherine: Um, I’m less nervous cuz we are getting used to it… 

Because I had to split the book up into four parts in order to make it an 

appropriate Readers’ Theater script for the class, four different girls performed the part of 

Katarra.  Adrianne found great pleasure in listening to the other three Katarras and 

comparing those performances to her own interpretation of Katarra.  Even though she had 

participated in two previous Readers’ Theater activities, Adrianne had not expressed 

enthusiasm over those scripts.  But, when she spoke about the Readers’ Theater podcast 

and said “…you got to like act…” she offered evidence that she had finally immersed 

herself in the text and the performance.    

Lauren was also Katarra.  She expressed similar sentiments to Adrianne’s when 

she shared, “…I really liked the part and especially having different emotions throughout 

the whole thing”.  Lauren told me that she had great fun with her part because Katarra 

was a big sister and so was she.  This commonality with her character made it easier for 
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her to adjust her voice to suit the action in the play.  For instance, when Katarra had an 

argument with her brother, Lauren pretended she was arguing with her own brother.  In 

this way, she became a convincing character (L, Int. 9, p. 211).      

Chase and Niko were highly motivated to perform this week because they 

understood that their performance would be broadcast on Ms. Young’s website.  They 

were excited to read into a live microphone and were both interested in hearing what they 

sounded like on the playback.  The prospect of performing for a wider audience even led 

Niko to set his own purposes for practicing his part.  When he shared that “…you got to 

like act…become the character, not just like reading…” gave evidence that he had more 

in mind than just reading a text and then sitting down.  He wanted to give his character 

“life”.   

For Catherine, this final oral performance represented a real test of her reading 

endurance.  She expressed her trepidation at tackling such a “long” part.  Her concern led 

her to take her script home to study and to practice it in the mornings before electives.  

This action by Catherine represented a decision on her part to direct and own her last 

performance.   

As the reader may have noticed, Harry did not perform as well as he had before 

and he did not have much to say about this final activity.   The night before the podcast 

performance, someone had stolen Harry’s cello from his parent’s car.  This theft was 

devastating to him.  He had grieved over his loss most of the morning and the sadness he 

felt was infused into his performance.  It was not until days later after his cello had been 

found unharmed in an alley that Harry regained his cheerful, enthusiastic self.     
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Final Thoughts on Oral Reading Practices and Performances 

 In the end, the question was, did it all matter?  Was oral reading practice and 

performance beneficial to the students?  Were these activities a good use of instructional 

time for them and Ms. Young?   

 I visited with the participants for the last time on the day before school was out 

for the summer.   

Researcher:  Do you think that the time that we spent doing all the performance  

reading on Friday, was that time well spent? 

Adrianne:  Um.  I guess it’s a good use of my time because like you don’t, I like  

acting out loud and stuff.  I don’t like reading out loud like just reading out loud 

from a page.  I kind of memorized most of my lines so that I wouldn’t just have to 

read.  And so it was easier that way and since I practiced so much I think it was a 

good use.   

Chase: Um. Yeah. 

Researcher:  Harry?   

Harry: It was time well spent.  That’s one of the best plans I’ve ever done. 

Researcher:  Really? And why did you like it so much?  

Harry: Uh, because it gives me more time to understand what I’m reading. 

Lauren: It was a good use of my time.  

Researcher:  Why? 

Lauren: Because you actually got to learn. You learned about poems and theater  

or acting like an actor and you learned to be a better reader in there. 

Researcher:  What do you mean by learned to be a better reader? 



Texas Tech University, Donna Cox, December, 2007                        

149  

Lauren: Uh, like you got to work out all the words cuz they didn’t have just little  

words that you would pick a book and they’d have little tiny and big words in 

there. 

Researcher:  Has all this made you a better reader? 

Adrianne:  It makes me less nervous to read out loud.  I guess I got a little bit  

faster at reading out loud but other than that no.   

Chase: Um. Yeah. 

D.C. In what way?  

Chase: Like building courage because it’s on the Internet so a lot of people can  

hear it. It’s like building courage to like go in front of people and speak. 

Harry:  It’s helped.  It’s helped me understand the words better. 

Researcher:  And what do you mean by that? 

Harry:  Like when I don’t understand a word I can sound it out and 

 it makes sense.   

Researcher: …if I gave you a strange word, you understand it better when you say  

it out loud and you hear yourself? 

Harry:  Yes.   

Researcher:  What about you, Lauren?  Have these activities helped you to be a  

better reader? 

Lauren: Yes.   

Researcher:  Just orally or even reading silently do you think? 

Lauren: Both probably. 

Researcher:  How do you think it’s made you better? 
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Lauren: Because from all that I’ve read and all that I’ve sat through out there it’s  

been really, it’s been easier and easier cuz if I didn’t practice at all I’d probably be 

worse. If I didn’t know the words at all. 

From my final interviews with the focus participants, I decided that improvement 

in reading fluency were more than an outward manifestation of the ease and smoothness 

of a reader’s rendering of a text.  For students like Adrianne, Chase, Harry, and Lauren, 

fluency improvement was evidenced by their perceptions of themselves as readers.  

Adrianne talked about her oral reading performances as being easier for her.  She also 

said she was not as nervous about reading in front of an audience.  Chase talked about 

building courage.  He had in subtle ways learned to be braver when it was his turn to 

speak in front of a group.  Even though Harry was already a strong reader, the chance to 

hear himself read aloud helped him to clarify word meanings and passage interpretations.  

Lauren used her time in practices and performances to hone her acting abilities.  Maybe 

“improvement” is not the term to use with these readers, but “strengthening”.  Their oral 

performances were strengthened by their improved self-efficacy.   

Researcher:  Catherine, has all of this made you a better reader?   

Catherine Yes, cuz um, we‘re getting less nervous and you get to practice with 

  different people.  

Researcher:  And you Niko?  Has this helped you be a better reader?   

Niko: I think so. 

Researcher:  In what way?  

Niko: Just like I know what I’m reading about and like reading it a little bit better 

 like not stuttering as much. 
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Researcher:  So do you feel like you’ve gained some confidence?  

Niko: Uh huh. 

Researcher:  As a reader?  

Niko: Yeah. 

(Int. 9, pp. 190-223) 

Nothing in Niko and Catherine’s first seven years of school indicated that they 

ever were or ever would be competent readers.  If these two readers were not confident in 

their abilities to read by now, when would they be?  Outwardly, Niko and Catherine 

seemed to have been by far the greatest beneficiaries of the project.   Of the two, only 

Niko talked about how his oral reading had improved.  He said he did not stutter as much.  

Catherine said she was not as nervous about reading aloud and Niko said he had a better 

understanding of what he read and was more confident in his ability to read aloud.  

Again, the improvements that mattered most to these two readers were those that cannot 

be measured on a scale or with a stopwatch.   Their measure of their improvement was 

the improvement of the strength of their reading character.    

 On the last day of school, I stood with Ms. Young on the playground as she 

watched her students play for the last time as sixth graders.  We sat down on some 

bleachers to talk about the semester’s project.    

Researcher:   Was it (oral reading activities) worth spending fifteen  

minutes a day on? 

Ms. Young: I think so. I mean really fifteen minutes was not overpowering. I  

think the kids by the end of the week were tired of doing it, but I still think it was 

beneficial even though they kind of complained about…we have to do it again? 
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Because I don’t know if they realized what was happening each day, that it was 

getting better. (Y, Int. 10, p. 230)  

 Ms. Young’s comments made me wonder how we could have helped her class 

understand that they were getting better week by week.  I tape-recorded all of the final 

oral reading performances by the class during the project.  I regret that Ms. Young and I 

never found a time for the students to hear what they sounded like.  If they had been able 

to listen to one of their early oral presentations and then compare it to a later 

performance, I think most of the participants would have been pleasantly pleased with 

their reading fluency development.     

 Tim Rasinski (1974) designed a “Paired Reading Record Sheet” as a response 

sheet for giving feedback to students on paired reading.  I think an adaptation of this 

record sheet would be useful for readers to evaluate their own oral reading performances.  

I think it would be useful for students to listen to their oral reading performances and then 

respond to those performances by filling out an adaptation of the “Paired Reading Record 

Sheet.”  Students should collect the record sheets in a folder and by looking back at 

previous responses to oral performances, students might then be able to recognize the 

progress they are making in their reading fluency development.   

Researcher:  What did you see happening with comprehension, motivation or  

fluency? 

Ms. Young: I think that with at least four of the six, I think motivation improved.  

Researcher:  Meaning… 

Ms Young: Desire to read and to participate. 

Researcher: With just that one piece or with other pieces? 
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Ms Young: I think even in class when we were doing things, you know reading  

our leveled readers, reading our reading book, reading things out loud in class and 

just in general I think that their motivation was um boosted. I also think that in a 

couple of them the fluency definitely got better as the year went on. And after 

each project I think that it was even better. Because by the time that we did the 

graphic novel this past week you could read…you could understand what they 

were saying and they…it seemed like what they were saying was connected, like 

in real sentences not just reading words.   

 Ms. Young shared that she felt that the reading motivation created by the oral 

reading practices and performances carried over into the day-to-day reading activities that 

the class had been doing all year.  She intimated that because the students were feeling 

better about themselves as readers that they had developed more positive attitudes 

towards regular reading assignments.  Maybe this transference is an extension or 

deepening of reading fluency for these students.   

Researcher: Let’s go person by person.  What about Adrianne? 

Ms Young: I’m not sure that I saw much change in her from the beginning to the  

end. I think that she is still…she’s a good reader. She’s got fluency, she’s got 

comprehension, but I don’t know that she grew in any of those areas throughout 

the semester. If I had to say, I’d say that she was still the same as she was in 

January.  

Researcher: What about Chase? 

Ms Young: He was already such a good reader and he’s a good student so he’s  
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already motivated to do well and to do what he’s asked to do and he wants to do 

well. He wants to please. And so he’s a little bit harder to measure because he was 

already…he already had all of those things. Um, I think it may be beneficial to 

him in his later school career, maybe even in college having some, maybe the 

encouragement to speak in class and to be able to get in front of people and not be 

quite so nervous. I don’t know.  

Researcher:  What about Harry? 

Ms Young: I know he enjoyed being a part of this study. … he was a good reader  

too, and he reads all the time. Um, maybe the motivation was good and it was also 

good for him to be up in front of his peers and reading out loud… 

 To Ms. Young Adrianne, Harry and Chase began the project as fluent readers and 

ended the project fluent as fluent readers.  However, I would argue that Ms. Young was 

solely referring to these students’ strategic fluency.  Strategic fluency, according to Keith 

Topping (2006), encompasses self-regulation of reading, anxiety balance and strategy 

management.  Additionally, a student with strategic fluency reads with comprehension 

and ably uses prosody.  However, what I think is missing in her analysis of these students 

is the development of their deep fluency.  Again, Topping (2006) explains that deep 

fluency includes reflection on and beyond content, metacognition, greater confidence and 

self-efficacy, and greater satisfaction in reading.    Adrianne and Chase specifically talked 

about the developing courage and confidence when participating in oral reading 

performances.   

Researcher:  And Lauren? 

Ms Young: I think she’s a lot like Chase that she already had a lot of the skills and  
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she’s already really great at reading and she’s got some good fluency. Um, I 

definitely think that her… her reading improved in that she was a good reader and 

she could read out loud and you could understand and she was clear, but by the 

time that we did the graphic novel she was actually putting in some, you know, 

tone in her voice that went with the character she was reading and she was 

actually playing the part. And I think that was different than in the beginning 

where she was just reading.  

 Ms. Young recognized that Lauren’s automaticity was appropriate for her grade 

level but also recognized Lauren’s developing prosody.  Kuhn and Stahl (2004, p. 413) 

state, “Prosody may provide a link between fluency and comprehension.”  According to 

Chafe (1988), to read a sentence with intonation, one must assign syntactic roles to the 

words in the sentence.  Perhaps Lauren herself spoke of this link when she said “If you 

don’t know what you’re talking about you’re not going to sound convincing at all.”  (L, 

Int. 8, p. 170) 

Researcher:  Catherine? 

Ms Young: She’s the other one that I think her fluency really improved. Um, I  

also doubted very much that she was going to pass the SYT and she did a great 

job on it. I think that had she not been in this study that we may have had a 

different outcome. I think that her motivation improved, her fluency improved, 

her comprehension improved.  

 Even though the oral re-readings in this project were not designed as remediation 

for readers with poor reading fluency, I had to agree with Ms. Young that perhaps, 

Catherine may have made the most progress in her reading fluency development of all of 
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the focus participants.  I think the key component for Catherine was the extra time 

afforded to her to interact with her texts.  The extra fifteen minutes a day gave her the 

time to get past her decoding difficulties and onto greater comprehension of the 

selections that she read orally.   

Researcher:  And finally, how about Niko? 

Ms Young: I think his fluency improved. I didn’t see much difference in his  

motivation. 

Researcher: And what about comprehension at all.  

Ms Young: I was afraid that he wasn’t going to pass the SYT and he did a great  

job on SYT and I think that any and all reading that we did was beneficial to him. 

And I …I think having him practice and the fact that his fluency got better only 

helped with his testing and being able to understand what he’s reading. 

 I had the luxury of sitting at the back of the room and watching six of Ms. 

Young’s students for extended periods of time.  Ms. Young had not recognized the hours 

and hours that Niko spent perfecting his “fake reading” skills (Tovani, 2000, p. 3).  He 

often looked like he was reading, but in fact there were times when he was supposed to 

be reading when he never turned a page (N, FN 2, p. 55).  Niko was a willing participant 

in this project, but not an enthusiastic reader.  I watched him practice his radio reading 

articles, Readers’ Theater scripts, and poems and for the most part, he was engaged with 

his texts for at least ten to fifteen minutes.  This was a longer period of time spent with 

text than I had observed him do with most of his regular classroom reading.  Maybe Niko 

motivation to read had not improved with his regular classroom reading assignments, but 
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I think his practices revealed that he was motivated by most of the oral reading practices 

and performances.   

Researcher:  Is practicing in fluency by oral presentation, is that something that 

next  

semester that you want to include in your reading program, in social studies? Is it 

worth keeping? 

Ms. Young: I think so because even the students that weren’t in your study I think  

some of those students benefited from what we’ve done.  (Y, Int. 10, pp. 224-230) 

Summary 
 

 Over the course of a twelve-week period, Ms. Young’s sixth grade reading and 

social studies class participated in oral reading performances that had been integrated 

with their regular social studies content.  I chose six focus participants to represent the 

diverse readers in the class.  For two weeks, the students practiced and performed radio 

readings that were derived from “Times for Kids” and “National Geographic Kids” 

online student magazines.  Another two weeks were spent on Readers’ Theater.  The 

scripts for the Readers’ Theater were taken from two books of Readers’ Theater scripts.  

The class practiced and performed poetry for a poetry café for two weeks.  The readers 

shared poems from China the first week and poems from Australia the second week.  

Finally, the class participated in a Readers’ Theater podcast that was based on a Japanese 

graphic novel during the last week of the project (see Appendix Q).   

 One of the things I discovered through talking with Ms. Young students was that 

they were conscious of their own reading talents and abilities and of those of their 

classmates.  They recognized themselves as members of their classroom reading 
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community.  Additionally, Ms. Young and her students had a feeling for fluency.  The 

recognized the good readers in the class and could articulate what made the students good 

readers.  The attributes they shared with me were characteristics of a fluent reader. 

 At the beginning of the project, focus participants gave their opinions about oral 

reading for the project.  Adrianne, probably the strongest reader, was quite vocal in her 

misgivings about reading aloud in front of her peers.  Chase and Lauren thought it might 

be fun and Harry was downright enthusiastic.  Catherine and Niko were not sure how 

they felt about reading aloud in front of classmates. 

 After two weeks of working with radio reading, the focus participants shared that 

the extra fifteen minutes allotted for oral reading practice gave them precious time to 

work on decoding difficult words, discover the meaning of confusing passages, and 

smooth out their delivery of their article so they did not stumble over their words.   

 Ms. Young and I gave the class some choices during the two weeks of Readers’ 

Theater.  The first week, students were able to choose the person they wanted to read 

with and the second week, they were able to choose the script they wanted to perform.  

Some of the focus participants felt it most important to have a script they enjoyed.    

Those participants felt that if they had an uninteresting script, it did not matter who they 

worked with, the script would still be boring.  Others felt if they had a favorite person or 

group to work with, any script would be bearable.  Motivation for reading was as 

individual as the reader. 

 Focus participants shared their feelings about reading poetry in front of their 

peers.  For Adrienne and Chase, the anxiety they felt reading in front of their class was 

almost unbearable.  Both were worried that if they made mistakes, their classmates would 
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make fun of them.  Harry reveled in orally performing in front of his classroom audience.  

He loved theatrics and oral reading performances gave him an opportunity to polish his 

acting abilities.  Catherine and Niko strove to perform well in front of their peers, but 

they did not seem to dread the prospect.   

 The podcast experiment with the Readers’ Theater based on the Manga graphic 

novel Avatar:  The Last Airbender was probably the most popular oral reading 

performance of the project.  Most of the class was familiar with Avatar because it was 

also a cartoon.  The graphic novel genre was popular within the class.  I had seen several 

Manga novels being passed around and covertly being read throughout the course of the 

project.   Ms. Young experimented with a free podcast program in an effort to record the 

students reading their script.  Unfortunately, Ms. Young was never able to download the 

podcast on her school webpage.  However, we think one of the reasons that the students 

responded so favorably to this reading performance was that they felt they were reading 

for an authentic purpose.   

 The focus participants and Ms. Young agreed that the experience with oral 

reading practices and performances helped to build the readers’ confidence and self-

efficacy.  Adrianne said she was less anxious about reading in front of the class.   Chase 

said the oral performances gave him courage to read aloud.  Harry shared that the fifteen 

minute practice times helped him to fully comprehend his texts so that he could deliver 

great performances on Friday.  Lauren’s experience with poetry reading led her to look 

for more Chinese poetry and to try to write poems of her own.  She also said the oral 

reading practices were necessary in order to know how to render a text during a 

performance.  Catherine liked the practice days because it gave her extra opportunities to 
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practice her English and get her “nervouses” out.  Finally, Niko, a struggling reader, 

found he liked reading orally, because Ms. Young did not take a grade on it, and he 

practiced the oral performance texts because he was held accountable by his teacher and 

his classmates for reading the passages on Fridays.  
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CHAPTER 5 

Discussion and Implications 

 Reading, in relation to adolescent learners, should be constructive, fluent, 

strategic, and motivated.  Readers construct an understanding of the text by using their 

background knowledge.  Additionally, they develop fluency by mastering basic processes 

to the point of automaticity.  Motivated readers believe they are capable of reading, set 

goals for learning, and are interested and informed by what they read.  Finally, they 

continually practice, develop, and refine their reading (Hetton and Dole, 2004).   

 Demonstrations of, instruction on, and practice with oral reading can be a means 

of fostering active, independent, and self-aware readers.  Oral rendition and 

comprehension can be incorporated in classrooms beyond the primary grades where texts 

become richer and deeper and where the language of texts becomes fuller and broader.  

Improving oral reading fluency, while not the only objective of reading instruction, has 

the potential to help adolescent readers develop deeper understandings of text (Chard, 

Pikulski, and McDonagh, 2006).   

  Possibly the most authentic use of oral rendition occurs when students are asked 

to practice reading texts that they will eventually perform for others.  Radio reading, 

Readers’ Theater, and poetry are three such performance options.  As students engage in 

repeated readings they improve their ability to read the text practiced.  They may also 

demonstrate improvement in reading passages they have never seen before.  This transfer 

of learning from one text to another suggests that engaging students in this sort of 

repeated practice is one of the best ways to develop reading fluency and overall reading 

proficiency (Rasinski, 2003).   
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The Problem of the Study  

 The primary purpose of this study was to examine and describe the integration of 

oral reading performance with social studies content.  A qualitative case study was 

conducted to examine and describe the reading fluency, comprehension and motivation of 

one class of sixth grade students during repeated oral reading practice.       

 Three questions guided the inquiry: 

 •  How do adolescent students who read with varying degrees of fluency  

      perceive themselves as readers? 

 •  How do adolescent students who read with varying degrees of fluency  

      perceive instructional practices involving oral performance? 

 •  How does one teacher of adolescent students perceive instructional  

      practices involving oral performance of social studies texts in  

     relation to the reading fluency and comprehension of her students? 

In this chapter I will address each of these questions by discussing the benefits of and 

barriers to using oral performance activities in a reading/social studies classroom.  

Procedures 
 

 I used an intrinsic case study method to examine the synergy of reading fluency, 

comprehension and motivation of a class of sixth grade students in a reading/social 

studies classroom.  I collected data in the form of audio taped formal and informal 

interviews, field notes, student written response to questions about reading fluency and 

student records as they related to focus participants’ reading achievement over a twelve 

week period in the Spring of the 2006-2007 school year. 
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 Data analysis was ongoing and recursive.  I translated raw data collected from 

observational field notes, interviews, and student written responses into an extended 

transcript.  After I read and reread the transcripts, I began initial coding.   As I identified 

patterns and relationships, I was then able to develop new broader categories.  At each 

stage, ideas emerged that required me to return to previous stages, re-think and make 

changes in the coding system to assure that my suppositions were supported by data.  

Interpretation of Findings 
 

 The six students who served as the focus for this study were representative of the 

student population of Ms. Young’s classroom and Richards Elementary School in 

general.  Up until this point, the literature about oral reading performance had largely 

focused on a definition of reading fluency, fluency instruction, and assessment of reading 

fluency.  In this study, I did not set out to investigate the use of fluency development 

strategies as an intervention for poor or deficient reading performance, but to examine 

sixth grade students with varying degrees of fluency to gather as much information as 

possible about:  (1)  fluency, comprehension, and motivation in relation to repeated oral 

reading; and,  (2) the potential use of repeated oral reading performances as a technique 

to assist adolescents in improving reading fluency through social studies content.  

Adrianne, Chase, Harry, Lauren, Catherine, and Niko, the six middle school students who 

were the focus of this study, occupied an information rich setting within which to collect 

data.  By using a qualitative case study methodology, I preserved subtle distinctions that 

made the context unique.  Examination of adolescents’ reading perceptions in these 

contexts provided authentic student scripts from which teachers and researchers can gain 

insights into the synergy of reading fluency, comprehension and motivation of young 
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adolescent readers.   Looking across participants, I identified common perceptions 

associated with repeated oral reading practices, thus extending the body of research 

beyond that which is presented in previous studies of reading fluency development.  

The information gleaned from the analysis of data within the case provided 

information that helped answer the questions that guided the study:  (a) fluency, 

comprehension, and motivation in relation to repeated oral reading; and (b) potential use 

of repeated oral reading performances as a technique to assist adolescents in improving 

reading fluency through social studies content.  I compiled the data from these core 

categories and then determined subcategories.  I analyzed the core categories and the 

subcategories and compiled the information (figure 5.1).  

Perceptions Associated with Repeated Oral Reading Practices 
Organizational Structure for Chapter Five 

 
Fluency, Comprehension, and Motivation in Relation to Repeated Oral Reading 
• The Relationship between Comprehension and Fluency 
• Self Perception 
• Motivating Factor of Oral Performance with Peers 
 
Potential Use of Repeated Oral Reading Performances as a Technique to Assist Adolescents 
in Improving Reading Fluency through Social Studies Content 
 
Benefits 
• Support for Social Studies Knowledge, Acquisition, and Understanding 
• Focus on the Attributes of a Fluent Reader 
• Extended Reading Time 
• Expanded Curriculum 
 
Barriers 
• Available Texts 
• Mandated academic schedules 
• Limited planning time 
• Support for reading fluency development 
 

 

Figure 5.1.  Perceptions Associated with Repeated Oral Reading Practices 
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Fluency, Comprehension, and Motivation in Relation to Repeated Oral Reading 
 
The Relationship between Comprehension and Fluency 

 Samuels (2006) stressed that the most important attribute of the fluent reader is 

the ability to decode and to comprehend the text at the same time.  The focus participants 

of this study would agree with him.  Chase felt that in order to be fluent, a reader had to 

have an excellent understanding of the text. He also said a good reader was interested in 

what they read.  Clearly, if a reader is interested in a text, comprehension must be 

achieved.   Similarly, Harry said that a good reader was enthusiastic about what was 

being read.  Again, in order for a reader to be enthusiastic about a reading passage, 

comprehension has to happen.  Additionally, in Harry’s opinion, full comprehension of 

an article, script, or poem was imperative if the reader was going to speak fluently on 

performance day.  For him, deeper understanding of a text came with practice.   Harry 

said that when he read a passage aloud, even if it was softly to himself, he developed a 

better understanding of a text.  Similarly, Lauren said that she liked to read a passage 

aloud repeatedly if she was having trouble with comprehension.  She also believed that 

comprehension of an article, script or poem was crucial if a reader wanted to improve 

oral reading fluency.  To her, if a reader did not understand the text, compelling oral 

performances would not be achieved.  

 Adrianne equated good reading with fast reading.  She said several times during 

the course of the project that she read better when she read silently. Time after time she 

said she did not like or want to read aloud.  Comprehension of a reading passage was 

secondary to Adrianne because she spent her rehearsal times perfecting her oral reading 

performance.  She was determined not to make mistakes in front of her classmates.    As 
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she practiced, her oral reading speed did increase.  When she was sufficiently pleased 

with the speed of her performance, she was then able to focus on the deeper meaning of 

text.   

Neither Catherine nor Niko had ever experienced much success with reading in 

their collective years in school.  Catherine struggled with learning her second language 

and Niko’s school records showed that the days when he strived to become a good reader 

were far behind him.  They both spent much of their rehearsal time decoding their oral 

performance pieces.  The daily, oral reading practices during the week gave these two 

students the opportunity not only to decode the text but also to smooth out their oral 

performances.   

Understanding an oral reading text was important to both Catherine and Niko.  

Catherine was sufficiently concerned about her understanding of the Readers’ Theater 

podcast that she took her script home to practice.  She intimated that talking about her 

lines to others helped her not only to understand her part, but the topic in general.  As the 

class continued to participate in oral reading performances, Niko asked more and more 

clarifying questions.  Some of his questions were about the exact procedure of a 

performance and sometimes his questions were about pronunciation and meaning of 

words in a text.   

From Ms. Young’s perspective, Catherine and Niko were two of the biggest 

beneficiaries of this project.  She even suggested that their engagement with the 

performance texts improved their fluency, which in turn might have improved their 

fluency and comprehension of other texts used in her classroom.          
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According to Ms. Young, a student who is a fluent oral reader is more than a word 

caller.  She felt that unless a reader fully comprehended an article, script, or poem that the 

reader would not be able to read the text with appropriate stress, pitch, volume or 

intonation.  To her, if these components were missing from a presentation, the audience’s 

comprehension of the presentation would suffer.   

According to Pikulski and Chard (2005) there is considerable evidence showing a 

clear relationship between the amount students read, their reading fluency, and their 

reading comprehension.   However, it is difficult to understand the causation in the 

relationship.  Does comprehension lead to reading fluency or does reading fluency lead to 

improved comprehension?  For the students in Ms. Young’s classroom the answer may 

be that the relationship between fluency and comprehension is as individual as the reader.  

For some of the students, like Adrianne, Catherine and Niko, improved oral reading 

fluency led to greater comprehension.  For others like Chase, Harry and Lauren, deeper 

understanding of an article, script or poem led to improved oral reading fluency.   When 

readers engage in daily, repeated oral reading, the time they interact with a text is 

extended.    This additional time affords readers the opportunity to strengthen both 

comprehension and fluency.  

Self-Perception 

 Pikulski & Chard (2005) write that fluency assessment should include measures 

of oral reading accuracy, rate of oral reading, and quality of oral reading.  Informal 

reading inventories, miscue analysis, pausing indices, and reading speed calculations can 

all be used to assess a student’s reading fluency (NICHD, 2000, p. 3-9).  However, there 
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are significant traits of reading fluency that cannot be measured by a checklist or a 

stopwatch.  Self-perception is one such attribute.   

 Ms. Young found it difficult to see any change in Adrianne’s fluency because she 

had always been such a strong reader.  She felt that Adrianne’s fluency and 

comprehension was on an adult level.  Finally, Ms. Young felt that Adrianne was the 

same reader in May that she had been in January.  Adrianne’s oral reading performances 

reinforced Ms. Young’s perception that Adrianne probably did not need to participate in 

repeated reading exercises.   

 Adrianne’s reading fluency development had to do with the way she perceived 

herself as a reader.  Throughout the project, Adrianne was less than enthusiastic about 

reading aloud in front of her classmates.  Her biggest fear was performing poorly during a 

performance.  However, in our last formal interview, Adrianne conceded that all of the 

practices and performances had been a good use of her time because she liked the acting 

aspect of the Readers’ Theater.  But more importantly, she felt the fluency practices and 

performances had made her a better reader in that she was less nervous about reading 

aloud and she felt she had gotten a little bit faster at reading aloud.  Even as strong a 

reader as Adrianne was, she had room for improvement.   

Ms. Young had a hard time trying to decide if the rereading practices and 

performances had actually benefited Chase.  She said Chase wanted to please and was 

already a strong, motivated reader.  But, in our final interview, Chase shared that he felt 

the reading fluency practices had helped him become a better reader because they helped 

to build his courage in reading aloud.   
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 Ms. Young felt Niko’s fluency improved, but she did not see much difference in 

his motivation.  Again, the changes in Niko were subtle, but significant.  For all intent 

and purposes, Niko was a utilitarian reader.  He read when he absolutely had to.  He did 

not check books out of the library to read, did not keep reading material with him to read 

when he finished his deskwork and he avoided reading during DEAR time.  However, it 

was absolutely necessary for Niko to read on Fridays.  Because he did not want to 

embarrass himself in front of his classmates, Niko took his daily rehearsals seriously.  

That is not to say that he was always on task, but for the majority of the time, he was 

appropriately engaged in his practices.  I asked Niko what he thought about when he was 

preparing for a Friday performance.  He said, ” I just thought like, like how I’m going to 

read it inside, and like cuz I never done something like that, so I was going to think what 

can I do to make it sound good” (N, Int. 9, p. 199).  When I asked him if he thought the 

reading practices and performances had made him a better reader, he replied, “I think so.  

Just like I know what I’m reading about and like reading it a little bit better like not 

stuttering as much” (N, Int. 9, p. 201).  In addition, he told me that during the project he 

had gained confidence as a reader.   

 Reader self-perception is not easy to quantify but is an important aspect of overall 

fluency development.  Outwardly, Adrianne and Chase did not display significant 

changes in their oral reading fluency, but both students felt they were less nervous about 

reading in front of the class with each Friday performance.  Niko’s increased motivation 

to read during practices and performances was driven by his desire to read confidently in 

front of his peers, but this change in his attitude was all but imperceptible to his 

classroom teacher.   Radio reading, Readers’ Theater, and poetry sharing are venues for 
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oral reading that offer readers the opportunity to develop positive attitudes towards 

reading.  Moreover, as in Niko’s case, oral reading performances may motivate reluctant 

readers to work to become as good as they can be as a way of avoiding embarrassment on 

performance day.            

Motivating Factor of Oral Performance with Peers  

 Ms. Young’s sixth grade students were acutely aware of each other as fellow 

members of their particular learning community.  For some students, like Harry, Lauren, 

Catherine and Niko, reading aloud in front of classmates was a motivating prospect.  

Generally, these four spent their rehearsal times honing their oral reading craft.  Harry 

and Lauren focused on improving dramatic deliveries.  Catherine took the opportunity 

during rehearsal to practice her English skills.  Oral presentation practices gave Niko an 

occasion to polish his image as a young man who was cool and in control.   

For other readers in the class, reading aloud in front of peers was a mortifying 

undertaking.  Adrianne and Chase repeatedly expressed their anxiety over reading aloud 

because they were afraid of embarrassing themselves in front of their classmates.   They 

spent their rehearsal time practicing their parts so thoroughly that by Friday their delivery 

was markedly smoother than their initial reading at the beginning of the week. 

Being able to practice with a partner or group of classmates increased the 

motivation and engagement of some readers.  Chase and Harry seemed to perform their 

best on the oral reading performances they practiced together.  Lauren enjoyed most of 

the students with whom she interacted during practices and performances and her Friday 

performances were consistently good.  Adrianne, Catherine, and Niko’s performances 

also seemed to reflect their satisfaction with their practice partners or groups.  Adrianne 
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preferred to practice with students in the class that were also in her G/T program.  

Catherine was most comfortable working with girls she knew from her bilingual class.  

Niko seemed to do a better job orally reading on Fridays if his partners or group members 

were mostly boys.  Satisfaction with peers during practices for a performance appeared to 

affect reader motivation.        

Whether motivated by or terrified of reading aloud in front of peers each Friday, 

students in Ms. Young’s class used their practice days to improve their intonation, pitch, 

volume and word identification skills.  In other words, the focus of their daily practice 

and performance was fluency improvement.  

Potential Use of Repeated Oral Reading Performances as a Technique to Assist 
Adolescents in Improving Reading Fluency through Social Studies Content 

 
Benefits  
 

Support for Social Studies Knowledge, Acquisition, and Understanding 
 

Ms. Young taught most of her social studies lessons using whole group 

instruction.  This was not the strategy of her choice, but she felt she had few options.  The 

students in her class were on varying reading levels and the amount of time she had to 

spend on social studies instruction was limited.  Additionally, the state adopted text that 

she was required to use had a Flesch-Kincaid readability of 12.0.  This was no surprise as 

Tyree, Firore, and Cook (1994) asserted that textbooks are not designed for the below-

average reader or even the average reader, but for the above-average reader.    

Ms. Young worried that if she routinely asked her class to read the textbook 

silently, some students would struggle with decoding words in the text to the point of 

frustration and still others would choose not to read the passages at all.  She felt if she 
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read the social studies text aloud or let the students follow along with a recorded version 

of the book, the students would have at least heard the material.    

To supplement the social studies textbook, the school district provided Time for 

Kids magazine to Ms. Young to use in her classroom.  However, students had to share 

this news magazine because the district could not afford to purchase enough copies for all 

students.  Additionally, because Ms. Young was on such a tight academic schedule, she 

had a difficult time carving out enough extra time for her students to read the magazines.   

Ms. Young found it beneficial to pair oral performance with social studies content 

as a way of providing her students appropriate texts to meet the needs of her students.  

She felt the interaction with radio reading articles, Readers’ Theater scripts, and poems, 

helped to strengthen her readers’ comprehension of the textbook and brought social 

studies alive for many students, both struggling and advanced.    

Student magazines like Time for Kids are a good source for radio reading scripts.  

One of the reasons Ms. Young liked the radio reading performances so much was that the 

Time for Kids articles are written specifically for sixth grade students.  They are short, 

interesting, and contain information not normally found in the textbook.  She felt the 

radio reading practices and performances gave her students a more in depth 

understanding of social studies topics presented in the textbook.  

During this project, a radio reading script from Time for Kids online became a 

bridge between a social studies topic and reading subject matter.   Two students shared an 

article about Nelson Mandella in the first week of radio reading.  Several weeks later, Ms. 

Young asked the class to read a story in their reading anthology about Nelson Mandella.  

The students who performed the radio reading as well as the students who listened to the 
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performance recalled the radio reading version of Mandella’s story.   Because 

background knowledge about Nelson Mandella was created through the sharing of the 

earlier radio reading performance, the class was able to have a pre-reading discussion 

about what they already knew about Mandella.   Radio reading practices and 

performances had not only supported the students’ social studies curriculum but also 

provided a way for Ms. Young to connect the two subjects that she taught.    

Focus on the Attributes of a Fluent Reader 

Oral reading performances and practices provided support for social studies 

knowledge, acquisition, and understanding in Ms. Young’s sixth grade classroom.  An 

additional benefit to incorporating oral performance was the focus on the attributes of a 

fluent reader.  Adrianne, Chase, and Lauren said a good reader read fast and did not 

stumble over words.  Harry believed that a good reader knew how to talk to an audience.  

Catherine supposed that a good reader read confidently in front of an audience and Niko 

felt that a good reader practiced before reading aloud to a group.  Ms. Young believed 

that good readers used appropriate phrasing and intonation and read so that listeners 

understood the presentation.   

All of the focus participants and Ms. Young had an innate understanding of the 

attributes of a fluent reader.  Their views were in accord with Pikulski and Chard (2005) 

who state that part of being a fluent reader is the ability to read accurately, rapidly and 

expressively.  Repeated reading, like oral performance practice, is particularly useful for 

developing reading fluency.  Oral reading practices promote improved word recognition 

and fluency.   



Texas Tech University, Donna Cox, December, 2007                        

174  

Unlike popcorn reading or round robin reading, oral reading performances 

provide readers with an authentic purpose for reading aloud.  Ms. Young knew what she 

wanted her readers to sound like on performance day.  She communicated her 

expectations to the class by modeling what a fluent reader sounds like when they read an 

article, a dramatic play, or a poem aloud.  During practice sessions, she was able to 

circulate around the room and informally assess her students as they orally rehearsed.  

Often, she would stop to praise a student’s interpretation of a text and offer pointers to 

improve a performance.    

Extended Reading Time  

 Each day, during the course of this study, fifteen minutes was dedicated to 

reading fluency practice.  On Monday, the class was given the opportunity to silently read 

their new text.  Frequently, students would ask either Ms. Young, a classmate or me to 

help them with word pronunciation or meaning.  Tuesday, Wednesday, and Thursday 

were rehearsal days.  On these days, students read their article, script or poem aloud again 

and again.  Friday was performance day and each reader had the opportunity to read their 

prepared text aloud to the rest of the class.  Fifteen minutes does not seem to be a 

substantial amount of time, but it was during these oral practices that students gave 

evidence of their engagement with their texts.   

 A benefit of using oral performance with social studies content was the minimal 

amount of time required for practices and performances.  Even though most of Ms. 

Young’s day was scheduled by her school district, she thought that fifteen minutes a day 

set aside for oral reading practice was manageable.  When I asked her if she thought the 

daily fifteen minutes were productive, she readily replied that they were.   
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They’re having to read over and over and they’re having to think about how 

they’re going to portray the information to the audience.  I think maybe they’re 

more engaged.  They are paying closer attention to the words that they’re actually 

speaking not just you know saying words without it having anything to do with 

the brain.  I think it also gives me the opportunity whenever I hear them read out 

loud to see are they just reading words or is this something that they’re 

internalizing that they’re understanding that they’re able to [convey] the meaning 

to the people listening. (Y, Int. 7, p. 137) 

She added “I think any type of reading is going to help…I just think practice at reading is 

beneficial and then also because they’re having to practice for fifteen minutes every day.  

That works on endurance and that’s something that they need to work on…” (Y, Int. 7, p. 

138).   

 Ms. Young’s views are similar to those of Lucy Calkins (2001) when she writes 

about fluency as an aspect of reading with clarity and stamina.  She relates that when 

engagement is sustained, outcomes will be positive.  Additionally, Guthrie and Wigfield 

(2000) state that students grow in achievement, knowledge, and practices as a result of 

their increasing engagement.   

 Harry’s thoughts on the importance of additional reading time differed a bit from 

Ms. Young’s.   “It [practice time] helps us on parts we don’t understand and on words we 

can’t read or words we don’t understand or can’t very well.  If we don’t know the words 

we can just read, have time to look it up in the dictionary to see what it is and how to say 

it.” (H, Int. 4, p. 87)  In our final interview, I asked Harry how he felt about the weekly 
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oral reading practices.  He said, “That’s one of the best plans I’ve ever done.  …it gives 

me more time to understand what I’m reading.” (H, Int. 9, p. 197)    

For Catherine, the fifteen minutes allotted for rehearsal was not enough time.  Her 

final role was that of the “Narrator” in the podcast of Avatar.  When I interviewed her for 

the last time, Catherine told me that she struggled with her part.  Some of the words were 

new to her and she had difficulty understanding the meaning of others.  I asked her how 

she prepared for her role.  She shared, “I took it home or I even practiced here at the 

morning and I got good at it.”  (CAT, Int. 9, p. 190) 

When students are given occasions to orally read and re-read texts, they have the 

opportunity to increase their reading endurance and acquire and develop new knowledge.  

In addition, teachers can take advantage of the extended reading time to take a closer look 

at their students’ fluency development.  Teachers can informally assess, diagnose, 

instruct, clarify, or praise during this valuable fifteen-minute block of time.    

Expanded Curriculum  

A further benefit of using oral performance in the social studies classroom was 

that articles, scripts and poetry used for repeated readings during this project represented 

genres of literature that have lately become neglected in the middle school reading 

curriculum.  They have fallen out of favor as reading curriculum developers focus their 

efforts on texts that are more likely to influence students’ test performance.  However, 

texts like articles, scripts, and poems are legitimate elements of the middle school 

literature canon and should be included in comprehensive literacy curriculum.  By 

bringing literature genres like articles, scripts, and poems back into the reading 
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curriculum, teachers will be able to provide a richer literacy experience for their students 

and simultaneously lay the groundwork for authentic and engaging repeated readings.    

I printed out the sixth grade state curriculum guidelines for reading and social 

studies.  I highlighted the elements that I felt had been addressed through the oral reading 

practices and performances for the twelve weeks the class participated in the study.    I 

then gave the highlighted guidelines to Ms. Young and asked her if there were any 

elements we had covered during the project that she did not typically address.   

I usually don’t do as much oral presentation.  I mean we do our projects in social 

studies and that’s basically what I’ve done in the past and so definitely the oral, 

the Readers’ Theater is not something I’ve ever done before.  Poetry, we have a 

little in our anthology and in years past I’ve pulled out and done some poetry 

units but just because of time I haven’t worked it in but I think that the way we 

did it this semester is a good way to pull in some different things.  (Y, Int. 10, p. 

230-231)    

 Oral performances can inspire students to explore a genre on their own.  I asked 

Lauren if all of the practices and performances were a good use of her time and she said, 

“It was a good use of my time.  Because you actually got to learn.  You learned about 

poems and theater or acting like an actor and you learned to be a better reader in there.”  

(L, Int. 9, p. 213)  The poetry café performances were an inspiration to Lauren.  When I 

asked her which oral performance was her favorite, she replied, “The Chinese poems.  I 

really like China and I searched more on there [online].  Like I searched more on Chinese 

poems and saw that there was and I read some.  Oh,…I forgot to tell you.  I did the little 
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poem and I did like an amateur [online poetry] contest…I thought of some stuff and I 

wrote some stuff.  I just wrote a poem.  I won…”  (L, Int. 9, p. 215) 

Oral performances can also motivate students to explore a topic in depth.  During 

our final interview, I asked Harry if any of the oral performances made him want to do 

further research on a topic.  He said, “[I] like[d] the Australian poem.  I wanted to go 

there and find more Australian poems.”  (H, Int. 9, p. 196)   

 Repeated reading practices and oral performances also provide students with 

opportunities to develop much neglected listening skills.  Students can listen for efferent 

and aesthetic purposes.  This is one of the reasons Ms. Young liked radio reading so 

much.  “They can’t just sit there and zone out.  They have to actually be active and 

listening.” (Y, Int. 10, p. 231)  

Adrianne found she was able to compare dramatic interpretations of a character 

when she participated in the podcast of Avatar.  “I liked it because like different 

people…become the character differently than the others.  Lindsey was Katarra in the 

first one and she was [a] different character than me when I was Katarra, so I liked that.  

It was different.  It was like a mix.”  (A, Int. 9, p. 217)  

Oral reading practices provide students with multiple opportunities to  

engage in meaningful discussion.   Chase and Harry used some of their time during 

rehearsals to talk about text interpretations and often, they gave each other pointers that 

would help the other give a more effective performance.    Lauren and Catherine 

frequently spent time during daily rehearsals to talk to a partner or group member about 

the meaning of confusing words or passages.  Niko rarely discussed his part with his 

group, but would go to Ms. Young or me to talk about the meaning of a word or the gist 
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of his text.  On more than one occasion, he asked Ms. Young to review or clarify 

procedures for performance day.   

 Ms. Young thought that the discussions students had during their weekly practices 

were very similar to the discussions that the class had when they were talking about the 

social studies text or the reading anthology.  However, the discussions she held during 

reading and social studies periods and the discussions that were regularly occurring 

during oral reading practices were quite different.  Typically, Ms. Young would read a 

chapter aloud in the social studies textbook and then ask the class a question.  Sometimes 

a student would immediately call out an answer and if that did not happen, Ms. Young 

would call on a student for the answer.  These types of discussions were teacher driven as 

opposed to the kinds of discussion taking place in rehearsals.  Those discussions were 

generated and led by the students.  They regularly talked about what they knew and did 

not know about their texts.  Individual students were able to draw from the expertise of 

the group.  In addition, because groups or partners changed weekly, students were able to 

get to know their classmates more intimately through the rehearsal discussions and 

practices.   

 Readers need to be presented with opportunities to use critical evaluation skills in 

order to grow as readers and thinkers.  When Ms. Young asked her students to write a 

response to the questions, “What would you do differently if you had it [radio reading 

performance] to do over again” and “Think about the good readers you heard today.  

What made them good?” she gave them an opportunity to practice and give evidence of 

their evaluation skills.   Furthermore, repeated oral reading fosters peer evaluation and 

provides occasions for critical listening.  The students in Ms. Young’s class were asked to 
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listen critically to their peers in order to offer praise or constructive criticism to 

performers.  Repeated oral reading practices and performances not only offer students the 

chance to improve their reading fluency but also to strengthen their higher order thinking 

skills.   

Barriers  
 

Available Texts 
 
 In order for students to perform radio readings based on current events, teachers 

must have numerous grade appropriate articles at their disposal.   Resources for the 

current events could be newspapers, news magazines like Time for Kids and online news 

sources for students.  The difficulty in matching a current event article to a topic that is 

concurrently being studied in the social studies textbook may be a barrier to using oral 

reading performance with social studies content.  When Ms. Young and I were looking 

for appropriate sources for radio reading articles, Ms. Young could locate very few 

resources available to her at her school.    

 If readers are going to participate in a poetry café, poems related to social studies 

topics must be secured.  Many poetry books for young people are available in libraries 

and bookstores, but matching age appropriate poems to the social studies curriculum may 

be daunting.  Ms. Young had a few books of poetry in her classroom library, but they 

were either collections of humorous poems or poetry related to seasons and holidays.  

She admitted that she was excited about a poetry café because she wanted to help her 

students learn the correct way to say a poem.   However, she was a bit nervous about 

working with poems because she had not had much experience with poetry.  The books 

of poems in the classroom library reflected this trepidation.       
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 Finally, in order for a class to participate in a Readers’ Theater, teachers must 

have a significant collection of scripts.  I discovered during my own hunt for Readers’ 

Theater scripts that few published books of scripts related to social studies topics were 

available for middle school students.  There was also a scarcity of online scripts.  Even 

though writing a Readers’ Theater is not difficult, it can be time consuming.  For many 

teachers, extra time is not a luxury they have.   

 Students may be able to help their teachers with these dilemmas.  For instance, 

readers can peruse newspapers, magazine, and online news sources for articles to be used 

in radio reading.  They can also search through poetry books in the school or public 

library for poems to share during poetry café.  Ideally, Readers’ Theater scripts can be 

written by students in their language arts classes as a part of their writing instruction.  It 

may also be possible to use school or parent volunteers to help in the search for 

appropriate texts to use in oral reading performances.    

Mandated Academic Schedules 

 A second barrier of using oral performance in the social studies class may be 

limited time.  Time is the most precious commodity of the school day.  As was the case 

with Ms. Young, school districts may mandate strict schedules to be followed during the 

course of the school day.  The sixth grade teachers at Richards Elementary could find no 

in class time for DEAR time and had to resort to using the fifteen minutes between 

lunchtime and recess on the playground for the activity.  Trying to carve out a fifteen 

minute block of time for repeated oral reading practices and performances may be a 

difficult prospect.  
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 Limited Planning Time  

 Oral reading rehearsals and performances are not difficult to do, but take a bit of 

planning.  Teachers may need to make decisions about texts, skills and strategies to be 

modeled, and perhaps what choices students will have while participating in oral reading 

performances.  In other words, additional planning time may be an issue to be considered, 

just as time for students to orally read during regular class hours may have to be 

negotiated.   

 Support for Reading Fluency Development  

 A final barrier may be the lack of support for using oral reading performance 

paired with social studies content.  Teachers will need the support of fellow teachers, 

their campus principal and school district if they decide to include oral reading practices 

in their reading curriculum.  Even though oral reading fluency is widely supported in the 

primary grades, teachers may have to make a convincing case for oral reading fluency 

development with middle school students.   

Some teachers may not have been exposed to oral reading performance activities such 

as radio reading, poetry sharing, or Readers’ Theater.  If this is the case, staff 

development may be necessary to show teachers the benefits and mechanics of having 

their readers participate in regular oral reading practices and performances.   

Directions for Further Research 

 This study presented information on the benefits of integrating oral reading 

performance with social studies content.  Several areas for future research arose during 

the study.  First, I did not examine how a student’s reading fluency was affected by 

different content area subjects.  This study targeted students in a sixth grade reading and 
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social studies class.  It is possible that a student may be more fluent when reading about a 

subject they are familiar with and less fluent when they read subject matter that is foreign 

to them.  It would be beneficial to know if reading fluency is consistent across content 

areas or if reading fluency is dependant on the familiarity with the subject by the reader.  

If this is the case, reading fluency instruction may need to be more prescriptive.  

 Secondly, it may be beneficial to investigate whether oral reading performances 

used to improve reading fluency is advisable for readers who are considered fluent.  

Historically, repeated reading used to improve learners’ reading rate and accuracy has 

proved to be a successful method of remediating dysfluent readers (Kuhn & Stahl, 2003).  

But, what about highly competent readers?  Would regular experiences with repeated oral 

reading benefit readers like Adrianne and Chase?      

 A third area where research could be conducted relates to whether oral reading 

practices and performances could be integrated with content areas other than social 

studies, reading, or language arts.  It seems reasonable to assume that oral re-readings 

would naturally be compatible with content areas that are structurally similar to narrative 

texts, such as history or literature.  But, is it possible or desirable to integrate reading 

performance with subject areas such as science, mathematics, or the visual arts?  This 

question requires further investigation.  

 Fluency development through oral reading performances is a dynamic literacy 

event that is carried out in many primary classrooms.  Additional qualitative studies 

would contribute more information to the potential of using oral reading performance to 

improve the reading fluency of older elementary or middle school students.  By 

conducting studies that look across a greater number of readers with varying degrees of 
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fluency than the class included in this study, researchers could provide additional 

authentic examples from which teachers could construct their own scripts for teaching.   

 A last suggestion for further research would be to follow integrated oral reading 

performance for a longer period of time.  I only observed the class for twelve weeks all 

situated within a reading/social studies class period.  Extending the period of time for 

observation to a full school year and observing students in other subject area classes 

could allow a researcher to catch nuances of fluency development that did not occur 

during this study.   

Summary 

 The principal purpose of this study was to examine and describe the integration of 

oral reading performance with social studies content.   An intrinsic case study was 

conducted in a sixth grade class room to investigate the perceptions of the students and 

their teacher towards oral reading practices and performances as they related to reading 

fluency, motivation, and comprehension.  I chose six students in the classroom 

(Adrianne, Chase, Harry, Lauren, Catherine and Niko) as focus participants because they 

represented the diversity of the students found in Ms. Young’s classroom.  The 

information assembled from the analysis of data within the case provided information 

that helped answer the questions that guided the study.   

In Ms. Young’s sixth grade class, reading fluency was more than accurate 

decoding and reading speed.  She and her students placed much importance on 

comprehension.  Several of the focus participants said if they did not understand what 

they were saying, they would not know how to deliver an acceptable oral reading 
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performance.   Ms. Young felt that if her students did not understand what they were 

reading, they would not know how to use appropriate phrasing, intonation, and volume.   

Reader self-perception is a significant facet of overall fluency development.  

Some readers may not display significant changes in their oral reading fluency, but my 

feel more confident about reading in front of an audience.  For other readers, increased 

motivation to read during practices and performances may be driven by a desire to be 

perceived by others as a capable, strong reader.  These changes in attitudes, however, 

may be imperceptible to the classroom teacher.     

 The focus participants in this study were motivated to improve their oral reading 

performances for personal reasons.  Some participants were excited to read in front of 

their peers because they felt it was a way of gaining attention.  Others were motivated to 

read well so that they would not look foolish or incompetent before their classmates.  

Most were motivated to read well because they were reading aloud for authentic reasons, 

to deliver a current event article, to perform a script, or to share a poem.    

 Integrating oral reading practices with social studies content have multiple 

benefits for adolescent readers.  Texts, such as current event articles, Readers’ Theater 

scripts based on historical events, and poems related to world culture can help support 

social studies knowledge, acquisition, and understanding.  Secondly, teachers who choose 

to use reading performance activities such as radio reading, Readers’ Theater, and poetry 

café help their students to focus on the attributes of a fluent reader as well as enrich and 

supplement the social studies textbook information.  Additionally, readers are provided 

with an authentic reason to read aloud when they are given opportunities to orally 

perform before classmates.  Fifteen minutes daily is a reasonable amount of time to spend 
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on oral reading practices and performances.  Even though a small block of time, fifteen 

minutes provides students extra time to decode, think, talk about and perfect their oral 

reading performance.  Students who spend an additional fifteen minutes engaged in 

reading can develop their reading endurance.   Finally, when students spend time every 

week working on social studies related oral reading passages they are able to work with 

neglected genres of literature such as articles, scripts and poetry.  Additionally, they not 

only improve their speaking skills but are also provided opportunities to develop their 

aesthetic, efferent, and critical listening skills.  In other words, by integrating oral reading 

performances with social studies content, students are able to develop reading fluency 

and social studies content knowledge concurrently. 

 There may be some barriers to integrating oral reading performance with social 

studies content.  First, teachers need to have access to articles for radio reading, scripts 

for Readers’ Theater and poems for poetry café.  Compiling resources such as these may 

take valuable time and extra money.   Scripts for Readers’ Theater for older readers are in 

short supply and even though writing Readers’ Theater scripts is relatively easy, it is time 

consuming.  Secondly, many school districts mandate strict academic schedules that 

provide little to no extra time for exercises involving oral reading practices and 

performances.  Teachers may need additional planning time to orchestrate oral reading 

performances and may need professional support for creating a successful reading 

fluency development program.     

 Reading fluency, comprehension, and motivation cannot be divorced from each 

other when improved reading fluency is the goal.  From the perspectives of the sixth 

grade focus participants, understanding a passage helps the reader read more fluidly.  If a 
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reader delivers a successful performance in front of their classmates, the reader may 

become more confident and more motivated to participate in other oral reading 

performances.  It is possible that the more students engage with texts like radio reading 

articles, Readers’ Theater scripts and poems, the more fluent they become.  Integrating 

oral reading performance with social studies content may be a way of exploiting the 

synergistic relationship between fluency, comprehension and motivation.     
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Appendix C 
Focus Participant Permission Form 
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Appendix D 
Parental Permission Form 

 

 
 



Texas Tech University, Donna Cox, December, 2007                        

210  

 
 
 

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 



Texas Tech University, Donna Cox, December, 2007                        

211  

 
Appendix E 

Teacher Permission Form 
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Appendix F 
Example of Field Notes 
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Appendix G 
Example of Interview Transcription 
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Appendix H 
Example of Permanent Record Information for Focus Participants 
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Appendix I 
Example of Written Response to Radio Reading 

Questions
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Appendix J 
Focus Participants’ Interview Questions for Dissertation 

Pre-Project Questions 

1. How did you learn to read? 

2. Tell me what kind of books you like to read. 

3. Do you have books at home? 

4. In general, how do you feel about reading? 

5. What are you good at in reading? 

6. What would you like to get better at in reading? 

7. Who do you know that is a good reader? 

8. What makes this person such a good reader? 

9. Do you read out loud in class? 

10. Tell me about the times you read out loud in class. 

11. When you do read out loud in class, how do you feel? 

12. Why do you think your teacher wants you to read out loud? 

13. Do you think reading out loud is helpful to you in order to become a batter 

reader? 

Post-project Questions 

1. Of all of the things (radio reading, Readers’ Theater, poetry sharing) that we’ve 

done, which was your favorites? 

2. Which is more important to you, picking the material you read or having a partner 

that you like to read with? 

3. Do you think that all of this reading aloud on Friday’s has made you a better 

reader?  Why or why not? 
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4. Do you think that the time that we spent doing all the performance reading on 

Friday was time well spent or was it a waste of your time?   

5. Do you see yourself in the future reading or speaking in front of a group of 

people? 

6. If you got to pick what the class was going to read aloud next week, what would 

you pick? 
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Appendix K 
Teacher Interview Questions for Dissertation 

 
Pre-Project Interview Questions 
 

1. Tell me about your educational background.  Where did you receive your degree 
and what was your major? 

 
2. Have you taken any post-bac courses?   

 
3. What kind of teacher in-services do you attend? 

 
4. Have you ever conducted in-services for your school? 

 
5. Tell me about the composition of your reading groups. 

 
6. What kinds of materials do you use in your reading instruction? 

 
7. Tell me about the reading program in your room.   

 
8. How did you determine which students belonged in the low, middle, or high 

reading groups at the beginning of the year? 
 

9. How much movement happens during the year from one reading group to 
another? 

 
10. What would be your definition of fluency? 

 
11. Tell me about the fluency level of the students in the focus participants group.   

 
12. Do you have your students read aloud in this class, and if so, please describe 

when and how. 
 

13. How do you help develop your students’ comprehension and reading fluency? 
 

Post-Project Interview Questions 
 
1. Of the four oral reading performances your students participated in, which were 

the most beneficial as a means to integrate reading and social studies? 
 

2. Do you feel the reading performance practices and performances in the last twelve 
weeks improved the fluency of the focus participants?  Please explain. 

 
3. Please talk about reading fluency, motivation, and comprehension of the six focus 

participants.   
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4. Do you think students can be fluent in one subject area and not in another?  Please 
explain. 

 
5. Were oral reading practices and performances worth spending fifteen minutes a 

day on? 
 

6. Were there any state curriculum standards addressed during this project that you 
would not normally have addressed?     

 
7. Do you think listening skills were improved during this project?  Please explain. 

 
8. Of the oral reading methods you did with your class during this project, are there 

any you would like to continue next year?  Explain.   
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Appendix L 
Example of Radio Reading Script 
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Appendix M 

Example of Readers’ Theater Script  
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Appendix N 
Example of Choices for Readers’ Theater Script 
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Appendix O 
Examples of Chinese Poems Used in Poetry Café 
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Appendix P 

Example of Podcast/Readers’ Theater Script 
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Appendix Q 
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