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CHAPTER ONE: INTRODUCTION
“Whirr! Whirr! Whirr! I’m surprised you saw me. I am fast, fast, fast! I
can flap my wings fifty times in one second” (Teacher Created Materials, 2006).
After two months, Jackie had spoken! She hadn‟t just spoken, she had read, and
I heard her voice for the first time! Jackie is a female student whose primary
language is Vietnamese; English is her second language. At the time, she was a
second-grade student who was born in the United States and had been receiving
English as a second language instruction for nearly two years. The fact that she
had read for the first time was even more amazing because Jackie is very
unique. Not only is she learning English as a Second Language, but she is also
a selective mute.
Selective Mutism (SM) is characterized by a refusal to speak in certain
social settings (such as school) despite the ability to speak in other settings (such
as home) (American Psychiatric Association, 2000). Selective Mutism affects
less than 1% of children in the United States (Bergman, Piacentini, &
McCracken, 2002). However, the occurrence of Selective Mutism is higher in
immigrant children (Toppelberg, 2005).
I had assigned Jackie a role in a reader‟s theater titled Amazing Animals
(Cathy Mackey Davis, 2006). She was to take the role of Hummingbird. I knew
when we started the project that Jackie would not be a strong participant if she
became involved at all. I took on the role as Hummingbird. I told her to join in
when she felt comfortable. One day, after working for two months on this
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particular reader‟s theater, students prepared to play their roles. When it came
time for Hummingbird, I began reading, but Jackie interrupted and began reading
herself. From that day on, Jackie read the reader‟s theater text, danced during
the songs, and was fully engaged in the reader‟s theater. To this day, reader‟s
theater is the only way her classroom teacher and I can facilitate Jackie‟s
speaking and reading. It is also the only way we can assess her reading fluency
and accuracy. Since I had found one avenue that helped Jackie become
involved in class and in her learning, I continued to use reader‟s theater with this
and other groups.
I noticed an increase in my students‟ reading fluency. There are two
important aspects of fluency: automaticity and prosody. Automaticity is the
instant, accurate recognition of letters and words. Prosody is the rhythm of the
language and reading with expression, as well as the smoothness and flow of
reading with natural pauses.
Reading fluency is the ability to read quickly and accurately with meaning,
while using proper phrasing and expression. Reading fluency can be heard and
observed during oral reading. Fluency is now seen as intertwined and directly
affecting reading comprehension (Kuhn and Stahl, 2000). It helps bridge the gap
between word recognition and comprehension for readers.
This encouraging result led to my becoming very passionate about
reader‟s theater and how it could be used as a tool to explicitly teach fluency in
order to increase reading comprehension. It is important to me now because I
currently teach English language learners (ELLs) at a small suburban elementary
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school with 764 students. About 15% of these students are English language
learners. Many of them struggle with reading fluency and, most importantly,
comprehending what they read.
Curious, I found that previous research supports the use of repeated oral
readings to improve fluency rate (Wahl, 2006). Fluency has been identified by
the National Reading Panel (2000) as a key component of literacy. Providing
specific instruction in fluency has been shown to improve the fluency of students.
This fluency can then improve comprehension, which is the ultimate goal of
reading (Rasinski 2000).
The National Reading Panel Report (National Institute of Child Health and
Human Development, 2000) explored research in the area of reading. This
exploration found five critical factors that are necessary for effective reading
instruction. The five factors are phonemic awareness, phonics, fluency,
vocabulary, and comprehension.
This case study will help educators understand the importance of repeated
oral readings in making English language learners-indeed all learners-more
fluent readers. This, in turn, will increase students‟ comprehension. Readers will
learn that reader‟s theater can be used as a tool for fluency instruction.
Reader‟s Theater
Reader‟s theater is a student-focused activity in which students use
literature to develop a group enactment and interpretation as a way of
understanding literature (Annarella, L.A., 1999). Students do not memorize their
lines, and costumes and props are minimal, if used at all. The students engaging
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in reader‟s theater are attempting to convey the meaning of the words using their
voices. Therefore, interpretation is the focus of reader‟s theatre (Teacher Created
Materials, 2006).
Many times, educators have students read short passages over and over
again. The sole purpose is to increase their reading rate. This, however, is an
inauthentic way of engaging students in repeated oral readings. Repeated
reading also runs the risk of developing readers who sacrifice comprehension in
order to read fast (Rasinski 2006). Reader‟s theater offers students an authentic
reason to read repeatedly because they are practicing for a performance. With a
performance as the end goal, students have a good reason to engage in
repeated oral readings.
Research Question
With the educational goal of developing fluency in mind, I have crafted my
guiding research question: How does reader‟s theater correlate with becoming a
more fluent reader and increasing comprehension? How does oral language
fluency through reader‟s theater affect English language learners' oral reading
fluency and comprehension?
Summary
In this chapter I have explained how my passion for using reader‟s
theater began. I stated the five critical factors of effective reading instruction. I
focused on reader‟s theater and how it can be used as a tool to teach fluency to
English language learners in order to increase their reading comprehension.
There is an important connection between fluency and reading comprehension.
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Students need to have the ability to understand reading by getting meaning out
of text. If there is too much emphasis on trying to read, the meaning is lost.

As

a teacher of English language learners, I believe that engaging in reader‟s
theater gives students the opportunity they need to practice repeated oral
readings. These then enhance understanding and lead to shared insights. The
more times children hear or read a story, the better they comprehend it (Harvey
& Goudvis, 2000).
Conclusion
In Chapter One, I introduced my research by identifying the
significance of the study. I defined fluency and explained what reader‟s theater
is, as well as its importance.
In Chapter Two, I will discuss the literature that helps guide my research.
The Chapter will explore the current and past research on reader‟s theater,
fluency, and comprehension. In Chapter Three, I will explain the methods used
in this study. Chapter Four presents the results of this study. Finally, in Chapter
Five, I reflect on the data collected.

10

CHAPTER TWO: LITERATURE REVIEW
Introduction
Many teachers begin the school year with a common goal: to
increase their students‟ reading fluency. Teachers know how to recognize
fluency. However, many teachers struggle when asked to define fluency. What
is fluency? Is it reading at a good pace without errors and with expression?
While these are logical descriptions, they are incomplete (Martinez, Roser, &
Strecker, 1999). The research question is how does oral language fluency
through reader‟s theater affect English language learners' oral reading fluency
and comprehension?
In this chapter, the following areas are addressed:


Oral reading fluency and what reading fluently means.



Tools for fluency instruction



Reader‟s theater and its use as a tool for fluency
improvement.



Prosody-its importance to teaching fluency and its
connection to comprehension.



How reader‟s theater affects English language learners‟
reading fluency and reading comprehension.
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Oral Reading Fluency
During the eighteenth and nineteenth centuries, oral reading dominated
school routines. Students often read their lessons orally over and over until they
were memorized. Teachers also copied sections of text onto the chalkboard for
students to read aloud chorally (Daley, 2009).
During much of the twentieth century, however, oral reading began to fade
out. It was believed by some researchers, such as Edmund Huey and Horace
Mann, that too much focus was being placed on pronunciation, grammar, style,
and tone, and too little on understanding the meaning of what was being read
(Daly, 2009).
Oral reading fluency again has become a point of interest since the
1970‟s. Previous researchers who had explored the area of oral reading and
fluency did not seem to agree on a universal definition of fluency. Some say
reading fluency is about the rate at which you read (Chomsky, 1976). LaBerge &
Samuels (1979) included both accuracy and rate, in their exploration of fluency.
Other researchers have looked at phrasing and the use of pitch, stress, pauses,
and expressiveness (Dowhower, 1987). According to Martinez, Roser, &
Strecker (1999), fluency depends upon appropriate rate, accuracy, phrasing, and
expression. It is the ability to read quickly and accurately with meaning, while
using proper phrasing and expression (Kuhn and Stahl, 2000). The only
consensus is that oral reading fluency is an essential aspect of reading (National
Reading Panel, 2000). Scholars in the field of ESL would include stress and
intonation.
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Reader‟s theater appears to be associated with growth in reading fluency
(Blau, 2001). While much research has been done on how reader‟s theater
increases fluency, little information has been found on the role reader‟s theater
plays in increasing comprehension. Kuhn and Stahl (2000) have found that
fluency directly affects comprehension. Fluency bridges the gap between word
recognition and comprehension. Kuhn and Stahl (2000) reviewed literature
examining how children move toward fluent reading. Fifteen studies were found
that assessed the effects of repeated reading on fluency using a control group.
In six of the studies, repeated reading produced significantly greater achievement
than the control group. In eight comparisons, the repeated-readings group
performed significantly higher than the control group. Generally, where an
increase in fluency was found, there was also an increase in comprehension.
The literature review provides insight into reader‟s theater as a tool for teaching
reading fluency and how reading fluency impacts a student‟s reading
comprehension. Repeated readings allow students to go beyond isolated word
recognition to understanding the meaning through context.
Tools for Fluency Instruction
Drama, reader‟s theater, spirited oral interactions, and the visual arts were
once saved for enrichment- reserved for the highest functioning students or for
occasional breaks from the “skills” of reading (Hoyt, 1992). Reading experts
maintain that it is essential to incorporate these interactions into reading
instruction to improve the fluency of struggling readers.
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Before students can even begin to read fluently, they must see and hear
what fluent reading looks and sounds like (Hoyt, 1992). Therefore, it is of great
importance that teachers frequently model oral reading for their students through
a read-aloud. Selections should appeal to the students‟ interests and include
many different genres. Educators should also allow time for students to engage
in daily repeated oral readings.
The Importance of Repeated Oral Readings
Research (Rasinski, 2000) that an effective approach to teaching fluency
is through repeated oral readings. With the demands of schools, state
standards, testing, and “No Child Left Behind,” many teachers are finding the
only way to fit repeated oral readings into their busy schedules is to have
students reread short passages until they achieve a desired level of fluency.
While having students engage in repeated oral readings has been shown to
increase fluency, it often neglects to make reading meaningful (Rasinski, 2000).
If reading isn‟t meaningful, then comprehension is limited. One way to have
students participate in more meaningful repeated oral readings is to have them
perform what they are reading. Reader‟s theater is uniquely able to combine
repeated oral readings with performance (Hoyt, 1992).
Reader‟s Theater
Reader‟s theater is a rehearsed presentation of text that is read aloud
expressively and dramatically for an audience (Flynn, 2004; Kinniburgh & Shaw,
2007; Young & Vardell, 1993). Reader‟s theater is a way to develop meaningful
and fluent reading in children (Martinez, Roser, & Strecker, 1999). Readers have
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the task of using written text to interpret the story by using reading rate,
intonation, and emphasis on the meaning-bearing flow of language, which makes
the print come to life. (Hoyt, 1992).
A study done by Martinez, Roser, & Styrecker (1999) consisted of five
second graders who were engaged in daily reader‟s theater experiences for ten
weeks. The experiences were aimed at increasing the students‟ oral reading
fluency. At the end of the ten weeks, these students had made reading gains
that were significantly greater than those of students who did not participate in
reader‟s theater in comparable classrooms.
After participating in reader‟s theater, Corcoran and Davis (2005) found
that 90% of the students in class preferred to do a reader‟s theater once a week
rather than independent reading. Corcoran and Davis (2005) then conducted an
eight-week study using reader‟s theater. They found that students involved in
their study gained, on average, 17 words read correctly per minute.
Through the performance, meaning is conveyed through expression and
intonation. The focus becomes interpreting a script rather than memorizing it
(Blau, 2001). While one might draw the conclusion that students‟ comprehension
will improve, Kuhn and Stahl (2003) found that little research has been done to
show that increasing fluency through reader‟s theater can also increase
comprehension.
Elements of oral language that are in place in reader‟s theater
include intonation, meaning of text, multiple read of the same text, and
performance. In an effort to make the text come to life, students use variations in

15

pitch while reading aloud. This verbal inflection conveys their understanding of
the character. Reading the same text multiple times and with expression,
increases reading rate and encourages better retention of vocabulary and key
concepts. Making printed words come to life allows students to make meaning of
the text and communicate that meaning to an audience through performance.
Prosody
Prosody is expressive reading or reading with meaning, i.e., in meaningful
phrases. Finding meaning in reading through prosody aids children in
comprehending text. Prosody has many features. The features are indicators of
the reader‟s ability to segment, or chunk, text in a meaningful way. Prosodic
features vary in literature. Some authors claim there are three or four prosodic
features, which include pitch, loudness, tempo, and rhythm (Crystal, 1997; Harris
& Hodges, 1995). Celce-Murcia, Brinton and Goodwin (1996) include tempo and
rhythm in their definition, but prefer the term „intonation‟ rather than „pitch‟, and
„volume‟ rather than „loudness‟. In order for a child to be a prosodic reader,
more is needed than simply decoding the text and expressing punctuation
through pitch. For purposes of this study, I define prosody as the stress and
intonation of an utterance. I define fluency as the ability to do something in a
way which seems effortless.

Comprehension
Comprehension is defined as understanding what one reads (Hoyt, 1992).
To comprehend a text, one must remember the characters, the setting, the plot,
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the problem, and the solution. In addition, the reader must interpret how the
characters feel, as well as the author‟s purpose. Fluent readers are able to focus
their attention on understanding text. Non-fluent readers focus on figuring out
words and have less attention available to concentrate on comprehension.
Decoding includes figuring out how to pronounce unknown words.
Comprehension, on the other hand, is discovering the meaning of those words
and story as a whole (Fountas & Pinnell, 2001).
Oral Language Development
As defined in the Gale Encyclopedia of Children’s Health: Language
Development, oral language development is the process by which children come
to understand and communicate language. Increasing oral language
development is essential for fluency (Peregoy & Boyle, 2001). It has been
established that increasing a learner‟s fluency is essential for comprehension.
Beyond that, I want to know if oral language development through reader’s
theater affects English language learners‟ reading fluency and comprehension.
The mental processes used in reading are essentially the same whether
one is learning to read in a first or second language (Peregoy & Boyle, 2001).
However, it is much more difficult for non-native English speakers for two
reasons. First, non-native speakers of English may lack the background
knowledge pertaining to the text, and, secondly, they may not yet be proficient
enough in the new language, which makes reading harder (Peregoy & Boyle,
2001).
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The National Literacy Panel (2000) in Language-Minority Children found
that oral language proficiency in English directly correlates with higher-level
reading skills, namely, phonemic awareness, phonics, fluency, vocabulary, and
text comprehension. Research suggests that English language learners often
perform at about the same level as their native-speaking peers on word-level
skills, such as word recognition and decoding. However, English language
learners usually do not obtain the same level of proficiency in reading
comprehension, text-level skills, and writing. It is important to combine literacy
instruction with oral language development (August & Shanahan, 2006).
Readers Theater is especially well suited to combining literacy instruction with
oral language development (Martinex, Roser, & Strercker, 1999).
Conclusion
This chapter began by exploring fluency and its attributes. Repeated
readings and reader‟s theater were presented as tools for fluency instruction.
The literature supports the premise that repeated oral readings can increase
fluency. Other research has focused on using reader‟s theater as a way to
facilitate repeated oral reading exercises to increase fluency (Hoyt, 1992). A
review of the research however reveals a gap in the relationship between
reader‟s theater and the oral language development of English language
learners. And there is little in the literature about how repeated oral readings,
such as reader‟s theater, increase comprehension. Nor is there much literature
on the use of reader‟s theater in developing English language learners‟ fluency
and ability to understand what they read. The next chapter presents the
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methodology used in determining whether participation in reader‟s theater
increases oral reading fluency, which in turn affects English language learners'
reading fluency and reading comprehension.
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CHAPTER THREE: METHODS
Introduction
Does increasing oral reading fluency through reader‟s theater affect
English language learners' oral reading fluency and reading comprehension?
This study is designed to find out if facilitating oral reading fluency by using
repeated oral readings through reader‟s theater can increase students‟
comprehension. I want to know if reader‟s theater can be used as a tool for
explicit fluency instruction that makes repeated oral readings meaningful to
students, thus helping them achieve the ultimate goal of reading: comprehension.
Overview of the Chapter
In this chapter, the methodologies used in this study are described. First,
a description of the research paradigm is given. Second, the data collection and
procedures are presented. Finally, data analysis methods are detailed.
Research Paradigm
My research is in the qualitative research paradigm. Qualitative research
is research in which the focus is on naturally occurring phenomena. Data is
primarily recorded in non-numerical form. The data cannot be easily quantified,
and the analysis is interpretive rather than statistical. Qualitative research is
natural, subjective, discovery-oriented, process-oriented, ungeneralizable, and
guided by controlled observation (Gas, Susan, & Mackey, Alison, 2005).
A commonly used method for gathering qualitative data is case studies.
Case studies are a good research tool to use when “how” or “why” questions are
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being presented. They present a problem that needs to be solved. Case studies
also focus on contemporary phenomena within a real-life context, and the
researcher has little control over the underlying events (Yin, 2009). A case study
is appropriate for my research because I am focusing on a contemporary
phenomenon within a real-life context.
I will be using reader‟s theater to see how well it works to improve the
reading fluency and comprehension of English language learners. My goal is to
gather enough information during my research to answer my research questions.
Data Collection and Procedures
Setting
I studied how oral language development through reader‟s theater affects
English language learners' reading fluency and comprehension. I teach English
language learners at a second–tier, suburban school that serves grades K-5.
This school is now in its fifth year of operation. I have been with the school since
its opening. Currently, there are 764 students enrolled at this elementary school,
with 15% of the them learning English as a second language. Students with
twenty- one different languages attend our school, with our largest populations
speaking Spanish, Russian, and various Asian languages.
I conducted this study during the literacy block of a first-grade classroom in
which I co-taught. Co-teaching is the collaborative teaching between a classroom
teacher and an English-as-a-second-language teacher. Teachers plan, teach,
and assess the students together. Co-teaching lowers the student-teacher ratio
and provides the students with differentiated teaching methods. At the same

21

time, it exposes English language learners to authentic language from native
speaking students. I worked in the classroom with a mixed group of students,
three English language learners and three native English speakers, applying the
principles of guided reading with a mixed group of students. Three students
were English language learners and three were native English speakers.
Guided reading is an instructional setting that enables the teacher to work
with a small group of students to help them learn effective strategies for making
meaning out of text. The purpose of guided reading is to meet the varying
instructional needs of all the students in the class, enabling them to greatly
expand their reading (Fountas & Pinnell, 2001). In my role, I saw small mixed
groups of students, three English language learners and three native English
speakers, for 45 minutes a day. The students rotated weekly between the
general education teacher and me.
Participants
There were three participants in this study: a boy who spoke Lao, a girl
who spoke Vietnamese, and another girl who spoke Spanish. All students were
in first grade, either six or seven years old and English language learners. None
of these students received formal instruction in their home languages and are not
literate in their native language, but they spoke them fluently. I describe the
participants using pseudonyms to protect their identities.
To assess the specific participant‟s English proficiency, the Pre-LAS
(Language Assessment Scales) proficiency assessment was given (Duncan &
De Avila, 1998). The Pre-LAS is developmentally, linguistically, and
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psychometrically appropriate for this age. Both components of this assessment
are individually administered. The results are used to place second-language
English learners in appropriate classroom settings, as well as measure the
developing language of first-language learners of English (Duncan & De Avila,
1998). The Pre-LAS represents a convergent approach to language assessment
in which the total score is based on a combination of discrete point subtest items
and holistic subtests. It assesses receptive and expressive language of English
learners. Various aspects of language are tested separately in individual
subtests. These are scored separately, but are then weighted and combined into
one total score and proficiency level for each component (Duncan & De Avila,
1998). The Pre-LAS was administered to the students in this study in the spring
before they began first grade. The Pre-LAS is a proficiency assessment which
consists of an oral language component and a pre-literacy component for four-,
five-, and six-year-olds. The table below, table 3.1, shows the participant, native
language, oral language proficiency level, pre-literacy proficiency level, and
overall English language proficiency. The overall English language proficiency is
figured by combining the raw scores from the oral language and pre-literacy
components.
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Table 3.1
Student Pre-LAS Data
Students

Native
Language

End of May 2010
Oral
Pre-Literacy
Language
Proficiency
Proficiency
Level
Level

Overall
English
Proficiency
Level

Sommai

Lao

4/5

3/3

4

Mai

Vietnamese

4/5

3/3

4

Karen

Spanish

4/5

3/3

4

Sommai was a native Lao speaker who was born in the United States. He
had had less than two years of English instruction. He lived in a home where his
mother spoke both Lao and English. His father spoke only Lao. His oral
language proficiency level was 4/5, and his pre-literacy proficiency level was 3/3
at the time of the study. In kindergarten, he qualified for the Kindergarten
Extended Instruction program (KEI). In this program, he attended half - day
kindergarten and half - day English language instruction every day.
Mai was a native Vietnamese speaker who was born in the United States.
She had also had less than two years of English instruction. Both her mother
and father spoke Vietnamese. Her father spoke some English, but required
interpretation at conferences. Her oral language proficiency level was 4/5, and
her pre-literacy proficiency level was 3/3 at the time of the study. In kindergarten,
she qualified for the KEI program as well.
Karen was a native Spanish speaker who was born in the United States.
She too had had less than two years of English instruction. Her mother spoke
24

only Spanish. Her father spoke both Spanish and English. Her oral language
proficiency was 4/5, and her pre-literacy proficiency level was 3/3 at the time of
the study. In kindergarten, she also qualified for the KEI program.
These proficiency levels are relatively high for this age group. In addition
to the three students whose native language was not English, there were three
students involved in the reader‟s theater whose native language was English.
They were placed in this group because they struggled with reading and were
reading at about the same reading level of the non-native speakers. These three
native English speakers were not included in the research.
Procedures
The study took place over six weeks. The usual rotation of the students
did not apply during this time. Instead, the general education students remained
with their classroom teacher, while I continued to see my group of six for the
duration of the six-week study. Data were obtained through student self-reports,
student interviews, fluency evaluations, and retells.
Teaching Plan
When I met with the mixed group of students, three English language
learners and three native English speakers, a variety of activities and lessons
were completed. The literature was introduced with a K-W-L chart, listing
everything the students knew about wolves and dolphins, what they wanted to
know, and what they learned. The main objective was presented to the students.
The objective of this reader‟s theater was to deliver oral presentations and read
passages fluently, focusing on expression and reciting lines as the character
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would say them. Personal connections were made. Scripts to keep at school
and take home were provided. Students were introduced to new vocabulary
words. Students listened to the reader‟s theater selection on CD and read the
script aloud. Students received explicit instruction in comprehension strategies,
timing, stress, and intonation. I observed my students each day during the six
weeks and collected pages of additional data. I kept a notebook with a page
designated for each student and recorded notes on timing, stress, intonation, and
comprehension. I often wrote down the students‟ exact answers to questions
that I asked before, during, and after reading. This gave me a more complete
picture for the student‟s oral language development and their comprehension
level of the text.
Materials
The reader‟s theater scripts used for this study came from Building
Fluency through Reader’s Theater by Teacher Created Materials, 2009. The
Building Fluency through Reader’s Theater series features one boxed set for first
through third grade, and a second set for fourth and fifth grade. Building Fluency
through Reader’s Theater comes in two box sets, first and second grade and
third through fifth grade. Each box set contained four to six different reader‟s
theater stories, CD‟s, teacher‟s manuals, overhead transparencies, take-home
scripts, and character masks. I chose Building Fluency through Reader‟s
Theater for this study because the character parts in each book are leveled and
the fluency objectives align with content-area objectives.
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Data Collection
Student Self-Assessments Two student self-assessments, the reading
survey and the student fluency self–assessment, were taken at both the
beginning and the end of the study. They were used to determine how the
students viewed themselves as readers. See Appendix A for the reading survey.
See Appendix B for the pre-test self-reported questions and Appendix C for the
post-test self-reported questions.
Adapted Multidimensional Fluency Scale. An adapted Multidimensional
Fluency Scale (Daly, 2009) was used to evaluate the student‟s fluency. It was
completed weekly to assess student‟s phrasing, smoothness, and pace. In this
manner it was determined whether a student was still a non-fluent reader, a
beginning fluent reader, transitional fluent reader, or fluent reader-levels one
through four respectively. See Appendix D for the Multidimensional Fluency
Scale.
Retells. In retelling, a reader tells the story he/she has read in his/her
own words (Mulholland 2001). Retells provide an opportunity for students to
process what they have read by organizing and explaining it to others (Cowan
2010). Retelling is a good assessment tool because it confirms that the student
has read a selection and to what extent the student has comprehended the
selection. See Appendix E for the retelling rubric.
In this study, I used retells as a tool to measure comprehension. A
retelling rubric was designed to quantify the results. See Appendix E for the
retelling rubric (O‟Malley & Pierce, 1996). Students read the selection twice
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without instruction and were asked to retell it. This was the pre-test. After
students finished rehearsing and performing the selection, they were again asked
in the post-test to retell it to see how much they had improved. The following are
the elements of the retelling rubric:


Names main characters



Describes setting



Starts retelling at the beginning



Identifies problem or issues



Identifies major events



Reports events in chronological order



Describes resolution
Conclusion

In this chapter, I described the context and participants of this study, as
well as the data collection materials and procedures that were implemented. In
the next chapter, the results of this study are presented.
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CHAPTER FOUR: RESULTS
This study was conducted in order to determine whether using a reader‟s
theater program for fluency instruction would increase the oral language
development of English language learners, and, as a result, their comprehension.
Chapter Four presents the results of the study. First, I give a detailed account of
test scores and observations. Next, data is analyzed and results are interpreted.
The research question for this study is: How does oral language fluency through
reader‟s theater affect English language learners' reading fluency and reading
comprehension?
Observations
As explained in Chapter Three, during the six week study the usual
rotation of the students did not apply. I instructed my group of six students,
including the three English language learners in the study, for the entire time.
The remaining native English speaking students remained with their classroom
teacher during this time. I met with the mixed group of six students, three
English language learners and three native English speakers, during their literacy
block in a co-teaching classroom. I pulled the same six students for guided
reading each day. Students worked with me five days a week for 45 minutes a
day.
There were times when I was unable to meet with the students for the full
45 minutes or see them all five days in a week. This was due to illness, field
trips, assemblies, testing, and general education schedule changes.

29

Comprehension Activities
For building background for the script “Amazing Animals” (Teacher
Created Materials), an effective activity was creating a K-W-L chart on chart
paper. Under the “K,” we listed everything we knew about wolves, dolphins, and
hummingbirds. Students worked in groups of two to create questions to list
under the “W” about things they would like to know about those animals. Next,
the students worked together with me to find the answers to their questions using
other reading materials. This enabled them to fill in the “L” column indicating
what they had learned. This was displayed in the classroom as an anchor chart
for future reference. Connections were then made between the animals in the
story and the pets the students had at home. Sommai had a fish, so that was
compared to the dolphin. Because Karen had two dogs at home, we compared
the dogs to the wolf.
The reader‟s theater script, “Amazing Animals,” is about a boy named
Brian whose love for animals gets him into trouble. Along his journey, he meets
a wolf, a hummingbird, and a dolphin. He is forced to make a tough decision in
the end. One comprehension skill we focused on was identifying a character‟s
feelings. Students were asked if they had ever had to make a tough decision.
Karen shared her difficult experience of having to decide if she wanted to live
with her mom or her dad. When asked how that decision had made her feel, she
said, “Sad.” Students were then asked how they thought Brian felt when his mom
made him choose between the animals. Students responded that Brian felt sad
and mad. We discussed the fact that when an actor is playing a part, he or she
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needs to imagine how the character feels at any given time. To help the students
do this, we made connections.
Observation notes I took showed that a majority of the students were able
to identify the character‟s feelings and make connections with those feelings.
Expressive reading was demonstrated during the part of the reader‟s theater
script where Brian is feeling sad. However, it took many reminders for students
to think about how the character probably felt and show that feeling through
expressive reading. This is not something that was automatic for my students,
but rather a skill that had to be developed.
Timing
Timing is the rhythm of language. In my research, I found that the use of
visual cues was an effective strategy for teaching timing to students. However,
understanding these cues proved to be very difficult for my group of students.
After one lesson, I dropped the use of visual cues from the study and decided to
focus on teacher modeling. I told my students that every time they saw a
punctuation mark, they were to take a deep breath. This included commas,
periods, question marks, and exclamation marks. I thought once students had a
chance to exaggerate the punctuation, they would be more aware of it. This was
modeled and students imitated. This was especially helpful for Sommai, who
had never seemed to notice periods before. One challenge I had not anticipated
was that of pausing for commas. I wanted them exaggerated in the beginning,
thinking that pulling them back would be easier than it proved to be. This took
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some extra modeling on my part with the use of the CD provided by the reader‟s
theater program.
Stress
Stress was introduced and taught using a variety of listening activities. At
first, my group of students had no idea what stress was. To increase their
awareness I used teacher modeling and repetition. I read a phrase with stress
and without stress. Students were asked which sounded better and more
interesting. All of the students chose the reading with stress.
Once students had an awareness of what stress was, I began using the
reader‟s theater CD again. I would play a section of the script, and students
would have to identify which words sounded the most important or the most
exciting. Students were successful in identifying which words were unstressed.
An unexpected difficulty was that students were overstressing articles, pronouns,
and particles, like the, a, him, her, he, she, and then which should have had no
stress placed on them. This caused sentences to sound confusing. Students
were guided and corrected during their reading, and eventually they read with
correct stress.
Intonation
I modeled intonation for the group of students using different variations of
the words that were written on the board. The following is the list of words and
phrases I used for the intonation exercise (Counihan, 1998).


Hello.



Goodbye.

32



How are you?



I never watch TV.



Do I have to?

For five days, I began the class with this activity. I used a different word or
phrase each day. The following is an example of the exchange I had with each
student:
Teacher:

Say “hello” to me.

Student:

Hello (very monotone and neutral).

Teacher:

Say “hello” to your best friend.

Student:

Hello (added excitement; pitch of voice higher).

Teacher:

Say “hello” to a little baby.

Student:

Hello (added a squeaky sound, voice high and face
wrinkled).

The first grade students responded very well to this. There were a lot of laughs,
but it made our learning fun and the students looked forward to it each day.
As we continued to read through our reader‟s theater scripts, students
often forget to pay attention to their intonation. I reminded them of the activity
above, and the students quickly corrected themselves. This proved to be an
effective strategy for teaching intonation.
Student Reactions
Quantifying how students viewed themselves as oral readers and whether
or not they learned from participating in reader‟s theater was also part of this
study. This allowed the students to reflect on their oral reading fluency. The
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reading survey results showed that students viewed themselves as better
readers at the end of the project. Students involved in this study reported that
they paid more attention to punctuation marks, read more smoothly paced
themselves better (not too fast or too slow), and were able to answer questions
correctly about what they read. Please see Appendix A for the reading survey
and Figure 4.1 for the pre- and post-test results.
Results of the Assessments
Pre- and Post-test Results
Pre-tests were administered at the beginning of the six-week study. A
reading survey was administered in an interview format and students responded
orally to describe how they felt when they read aloud. The second pre-test was a
student fluency self-assessment that was also given to students in an interview
format. Students responded orally regarding how they viewed themselves as
readers. The third pre-test was an adaptation to the Multidimensional Fluency
Scale (Daley, 2009). I read the script once with the class before administering
this pre-test. Then, each child met with me individually and read the script. The
final pre-test was the retell. Students read the selection twice without instruction
and were asked to retell it.
Post-tests were given after the reader‟s theater performance at the end of
the six-week study. As with the pre-tests, each child met with me individually,
orally answered questions during an interview, and read the script. Later, each
child again met with me and did a retell into a digital recorder.
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Two of the tests required student response. The first reading survey
allowed students to answer six questions about their reading. The possible points
for each section ranged from one to four. It follows that when the points for all
six sections were added together, the lowest score a student could receive was
six and the highest was 24. The results of the reading survey were put into a bar
graph to show change (Figure 4.1).
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Figure 4.1
Reading Survey

The second test, the Student Fluency Self- Assessment (Figure 4.2) gave
students the opportunity to think about and rate their speed, mistakes, and
expression. It also gave students the opportunity to reflect on whether or not
they learned from reader‟s theater and to give their opinion of reader‟s theater.
The student fluency self-assessment showed that students felt they were better
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oral readers and had improved their speed and expression. In the post-test,
students were asked, “Do you think you learned anything from using reader‟s
theater? If yes, what did you learn from reader‟s theater?” Students were also
asked, “What do you think about reader‟s theater?” The following table, Table
4.0, shows the student responses from the student fluency self-assessment.

Table 4.0
Student Fluency Self-Assessment Student Responses
Student Responses
Students

Responses

Sommai

“Yes, you get to wear a mask. I sound out really hard words. My voice is
like a little bit loud on important words.”
“I liked it when our class and other teachers came to watch.”

Mai

“Yes, I read the words better because I sound them out. I read words about
right.”
“I like the parts. We got to be characters and feel like the characters.”

Karen

“Yes, I learned to read just perfect.”
“I like reader’s theater and I do want to do it again. There were animals and
I love animals.”

The possible points for each section ranged from one to three. Thus,
when the points for all three sections were added together, the lowest score a
student could receive was three and the highest was nine. The results are shown
in the bar graph below (Figure 4.2).
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Figure 4.2
Student Fluency Self-Assessment

In Figure 4.3, the Adapted Multidimensional Fluency Scale was divided
into three sections: timing, stress, and intonation. Students read from their
reader‟s theater scripts while I assessed them. The possible points for each
section ranged from one to four. Therefore, when the points for the three
sections were added together, the lowest total score a student could receive was
a three, and the highest total score was a twelve (Figure 4.3).
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Figure 4.3
Adapted Multidimensional Fluency Scale

In Figure 4.4 and 4.5, the retell was a checklist of seven comprehension
strategies: state title, identify main character(s), describe setting, start retelling,
identify the problem or issue(s), tell about major event(s), report events in
chronological order, and describe the resolution. Each strategy consisted of two
boxes, “initiates” or “responds to prompt.” For Figure 4.4, each time a student
initiated a comprehension strategy, that box was marked and the student
received one point. Students did not receive a point if a prompt was given. The
possible points for the retell ranged from zero to seven. Thus, the lowest total
score a student could receive was zero, and the highest was a seven. Figure 4.4
illustrates student growth without receiving points for responding correctly to a
prompt. For Figure 4.5, students were given a point for initiating a
comprehension strategy, and for responding correctly to a prompt. The possible
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points were still zero to seven. Figure 4.5 illustrates student growth, adding in
points for responding correctly to a prompt.
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Retelling Rubric without Prompt Points

Retelling Rubric with Prompt Points

Figure 4.1 (p.34) indicates the results of the reading surveys. A
comparison shows that, by the time the post-test was administered, all students
viewed themselves as better readers in the areas of punctuation, expression,
speed, and answering questions about what they read. The average gain made
from the pre-test to the post-test on the Reading Survey was 2.66 points.
Figure 4.2, (p.36) the Student Fluency Self-Assessment, produced slightly
lower gains. After participating in reader‟s theater, the average student gain was
1.66 points in the areas of speed, reduction of mistakes, and expression.
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In addition to students viewing themselves as better readers, all of the
participants made gains in oral reading fluency when assessed by the instructor.
This is illustrated in Figure 4.3 (p.37).The average gain in the areas of timing,
stress, and intonation was 3.0 points over the six weeks this study took place.
Scoring
In the process of scoring all the pre-and post-tests, point values were
given for the reading survey and the student fluency self-assessments according
to student response. Students were recorded and observation notes were taken
in order to score students in the areas of timing, stress, and intonation.
Recordings and observation notes were also used to score the retells. I then
listened to the recordings to score the student on the rubric. Figure 4.3 shows
that all three students involved in the study made gains over the six-week study.
When comparing the three prosodic features of timing, stress, and intonation,
there was little difference among the students. I was not surprised by the
closeness of these scores because the English language proficiency of the three
English language learners in the group was similar.
When I initially scored the retell, I did not allow any points to be given if a
student needed a prompt. After discussing this with a colleague, and reflecting
on the results, I believe some point value should have been awarded if students
responded to the prompt correctly. In acknowledging this, the gains in the
students‟ comprehension and their retell scores proved to be even greater
(Figure 4.5).
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Interpretation
Over the course of the six weeks during which students were involved in
reader‟s theater, growth was present, both observed and measurable. Individual
students improved in the prosodic features of timing, stress, and intonation
during this study. As a result of improving prosodic reading skills, students also
improved their oral reading fluency. This in turn allowed students to view
themselves as better oral readers. Several factors contributed to student growth,
including repeated oral readings: explicit fluency instruction focusing on stress,
timing, and intonation; oral reading fluency; and reading comprehension
exercises.
During the six weeks of the study, students participated in repeated oral
readings each day. Some readings involved all of the students reading all of the
parts, and other readings allowed students to read their own parts individually.
Learning a song and a poem were also part of this reader‟s theater
program. Each day students engaged in two choral activities. One activity was
singing the song, and the other was chorally reading the poem. Students were
also given the opportunity to engage and listen to oral reading each day. In
addition to the repeated oral readings done in class, students were given a takehome script. Many students stated that they practiced their scripts at home,
sometimes alone, with family members, or for family members. Engaging in
reader‟s theater and repeated oral readings was a good way to combine literacy
instruction with oral language development. As students engaged in reader‟s
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theater and repeated oral readings, their oral language skills developed
noticeably, and did their comprehension based on the retell results.
Another factor contributing to student growth consisted of comprehension
exercises. Retelling, building background knowledge, identifying the character‟s
feelings, and making connections to their own lives enabled students to pull
meaning out of text based on the retelling rubric.
Finally, because they were going to put on a performance for their peers
and other teachers, these students were willing to work hard. Knowing they were
going to be able to make character masks was a significant motivating factor for
this group of students as well.
Individual Differences
Each student who participated in this study faced different challenges. At
the same time, they all possessed different strengths.
Mai read at the highest level in the group at the beginning of this study,
with a higher DRA [Developmental Reading Level (Fountas & Pinnell, 2001)].
level than the other two students involved in the study. She displayed the most
growth in the area of prosodic features.
Sommai was at a slightly lower DRA level when the study began. He
lacked confidence in himself as a reader at that time. As he engaged more in
repeated oral readings, his confidence grew.
Karen was an ELL who also received speech therapy services. Although
she still showed gains, she made the least amount of growth during the study.
Her speech issues could have been a contributing factor.
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Discussion
The results that were presented in this study provide some answers to the
research questions of this study. Through this research I wanted to determine if
a reader‟s theater program and explicit instruction of prosodic features had an
effect on English language learners‟ reading fluency, with a focus on oral
language development and comprehension. All students involved showed an
improvement in their oral reading fluency by using appropriate timing, stress, and
intonation. This is evident when comparing the pre-tests to the post-tests.
Another question presented in this study focused on comprehension. I
sought to determine if explicit instruction of prosodic features to increase oral
reading fluency would assist in comprehension. The results show that using a
reader‟s theater program paired with explicit instruction of prosodic features does
in fact increase oral language development, fluency, and comprehension. This
can be seen by looking at the retells.
Even though making some changes to this study may have increased
student learning to a higher degree, the results were positive. Allowing students
to engage in more than one reader‟s theater selection during the study would
allow the exploration of transfer. In order to do this, the study would need to be
longer than six weeks to allow for appropriate, explicit instruction. Students
would also be awarded points for answering correctly to the interviewer‟s prompt
during a retell.
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Summary
In this chapter, the results of the study were presented. Pre-and post-test
scores were stated and graphed, and observations were analyzed. Possible
reasons for the results were discussed in the Interpretation and Individual
Differences sections. Lastly, the Discussion section sought answers to the
original research questions and possible changes for this study were offered.
The final chapter will summarize what I have learned from this study and
how it will impact my teaching. The limitations of the study will be explored and
topics for future research will be discussed.
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CHAPTER FIVE: CONCLUSION
Summary and Implications for Future Research
The final chapter will summarize what I have learned from this study and
how it will impact my teaching. The limitations of the study will be explored and
topics for future research will be discussed. The research question for this study
is how does oral language fluency through reader‟s theater affect English
language learners' oral reading fluency and comprehension?
Summary of Study
The purpose of this study was to answer the questions: “How does using
reader‟s theater correlate with a student becoming a more fluent reader and
increasing their comprehension? How does oral language development through
reader‟s theater affect English language learners' reading fluency and
comprehension?” To find answers to these questions, I conducted a case study
and gathered qualitative data. Data was collected through pre-tests and posttests. Students participated in two student self-assessments, the reading survey,
and the student fluency self-assessment. Students received scores based on
how they answered questions and viewed themselves as oral readers. An
Adapted Multidimensional Fluency Scale was completed by observation, and
scores were awarded to students based on their oral reading. To measure
comprehension, retells were used. Students received a score based on how well
they could retell the story.
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There has been previous research done on the effects of repeated oral
readings using reader‟s theater as a tool to build oral reading fluency. This study
builds on this previous research. As reviewed in Chapter Two, research
indicates that oral reading fluency is an essential aspect of reading (National
Reading Panel, 2000), and an effective approach toward teaching fluency is
through repeated oral readings. While having students engage in repeated oral
readings has been shown to increase fluency, it often neglects to make reading
meaningful (Rasinski, 2000). Reading must be meaningful in order for
comprehension to take place. A study done by Martinez, Roser, & Strecker
(1999), showed that reader‟s theater is a way to develop meaningful and fluent
reading. Oral reading fluency directly correlates with higher-level reading skills,
such as phonemic awareness, phonics, fluency, vocabulary, and text
comprehension, according to the National Reading Panel on Language-Minority
Children.
Reader‟s theater was used in this study because literature has shown that
reader‟s theater is a way to develop meaningful and fluent reading in children.
Reader‟s theater combines literacy instruction with oral language development.
Many studies found that reader‟s theater produced gains in fluency (Martinez,
Roser, & Strecker, 1999; Corcoran & Davis, 2005; Hoyt, 1992). My literature
review indicates that this study may be the first one to have measured gains in
reading comprehension after using a reader‟s theater program.
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Findings


Using reader‟s theater as a meaningful way to engage in repeated oral
readings improved the students‟ oral reading in the areas of
punctuation, expression, speed, and answering questions about what
they read.



When reading orally, students‟ speed, mistakes, and expression
showed slightly lower gains. The average gain was 2.66 points.



Repeated oral readings through reader‟s theater improved the
students‟ timing, stress, and intonation. The average gain was 3.0
points.



All students made gains in oral reading fluency.



Engaging in reader‟s theater improved the students‟ comprehension
scores. Students‟ were able to identify title, main character(s), setting,
problem, major events in chronological order, and the resolution.

Results of this study indicated that engaging in repeated oral readings
through the use of reader‟s theater positively affected the oral reading fluency
and reading fluency of first-grade English language learners. These results are
consistent with the results of other researchers who found that having students
engage in meaningful, repeated oral readings through the use of reader‟s theater
increases their oral language development and reading fluency. Since all of the
students improved in their comprehension scores, one can conclude that
repeated oral readings through reader‟s theater also affect the comprehension
for first-grade English language learners. While many researchers support the
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use of reader‟s theater with English language learners, there is no research
documenting the effects reader‟s theater has on the comprehension of English
language learners.
These results are comparable to what other researchers have found when
they used reader‟s theater to increase reading fluency. As previously discussed
in Chapter Two, one study found that students who were involved in an eightweek study using reader‟s theater gained, on average, seventeen words read
correctly in one minute (Corcoran and Davis, 2005). Another study found that
English language learners improved an average of almost thirty percent in their
prosodic reading skills after engaging in reader‟s theater (Daley, 2009). In this
study, English language learner‟s oral reading improved in the areas of
punctuation, expression, speed, timing, stress, intonation, and answering
questions about what they read.
Observations
As I introduced the reader‟s theater to my group of first-graders, they
appeared scared and nervous at first glance. I was also scared and nervous
because I had never used the Building Fluency Through Reader’s Theater
program with first-graders before this study. As I broke down the reader‟s theater
selection into mini-lessons, I noticed the behavior of my students changed. They
became really excited and never wanted our time to end. The change in my
students‟ behavior led to a change in my outlook. Despite this change, there
were times when the students were restless during explicit instruction on the
prosodic features. They wanted to get on with the show.
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At times, the lessons seemed rushed. Time available and interruptions in
schedules affected the reader‟s theaters lessons. I saw students, on average, for
45 minutes a day during their literacy block. Depending on the general education
teacher‟s pacing of lessons, there were times when we did not have the entire 45
minutes. With district and state testing, there were also times when I did not see
the students at all. Since I met with the first-grade English language learners in
the morning, that conflicted with standardized testing schedules. Testing was in
the mornings because research shows that students perform better academically
during the morning hours. If time was not a factor, students would have been
able to engage in additional reader‟s theater projects instead of just one. I
predict that the gains made by the first-grade English language learners would
have been even greater.
The students were successful in the comprehension activities. This was
due to the personal connections they were able to make with the reader‟s theater
selection. Making personal connections helped the students imagine how the
characters felt. The characters feelings were shown through their increasingly
expressive reading.
The students struggled more with the lesson on timing than intonation.
The use of visual cues to teach timing proved to be very difficult for this group of
students. I taught timing through teacher modeling. Students were successful
during the lesson, but transfer after the timing lesson was limited, especially
when “reading” commas. These results conflict with the gains that the students

49

made. The data shows that gains were greater in the students intonation and
slightly lower in their timing.
The students enjoyed and benefited from the intonation lessons. The
students were more successful with the intonation lessons. Not only were they
successful during the lessons, but they were also able to transfer their knowledge
to future lessons. I believe this was due to the connections they had been able
to make during the intonation lessons.
Limitations
There are several limitations which may have contributed to the outcomes
of this study. These include the small number of English language learning
participants, the duration of the study, lack of a control group, and the subjectivity
of the rubrics used in the assessments.
One limitation of this study was the small number of English-languagelearning participants. Ideally, I needed six participants because the reader‟s
theater had six character parts. Even though the character parts were leveled,
there were only three English language students that had the ability to read at the
levels in the chosen text. The results cannot be generalized because of the small
number of participants.
The duration of the study was also a limitation. The study covered a sixweek time frame from the first pre-test to the final retelling assessment. If the
study had covered a twelve-week time frame, students could have participated in
more than one reader‟s theater script. This would have made it possible to see if
the students could transfer their learning to another selection.

50

A third limitation of this study was the lack of a control group. Time and
scheduling did not allow for a control group. Having a control group would have
given me the ability to compare ELL students‟ scores with native English
speakers‟ scores.
The most notable limitation of this study is the possible subjectivity of the
rubrics used to score the students‟ reading fluency and retell for the pre- and
post-tests. Educators would have to be trained on how to assess the students
using the rubrics to maintain inner rater reliability. If outside raters were
assessing the same group of students, there would be subjectivity. Their scores
were earned and based on teacher judgment in the areas of stress, timing, and
intonation as the students read a passage. Another person evaluating a student
could have potentially given a different score within the point range of the rubric.
Since I was the only person evaluating the students in this study, the scores were
more reliable. The rubric for the retell was also based on teacher judgment and
could have been interpreted differently depending on the evaluator.
Future Research
With the conclusion of this study come additional questions which need
future research. These include the following:


Why was there a limited amount of transfer from the lesson on stress
to the text?



Will students transfer the reading skills gained through participation in
reader‟s theater to unknown texts?
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Would bigger gains be present if the study were longer than six
weeks?



How do skills gained through reader‟s theater affect performance on a
Developmental Reading Assessment (DRA)?



What additional teaching strategies could improve the students‟
learning?

Implications
An implication for teachers is that they need to understand the importance
of repeated oral readings to help students gain in oral language development,
reading fluency, and comprehension. Reader‟s theater can provide teachers with
this opportunity. The Adapted Multidimensional Fluency Scale and retelling
rubric can be valuable tools for assessing fluency and comprehension.
Concluding Comments
I will share this study and the results with my colleagues at work. In this
study, reader‟s theater was used as a tool to provide students the opportunity to
participate in repeated oral readings to gain and improve oral language
development. Reader‟s theater was also used to provide explicit reading
instruction on timing, stress, and intonation to increase reading fluency, with the
overall goal of increasing in reading comprehension.
Reader‟s theater is a motivating tool to use for repeated oral reading at
many different reading levels. It makes good use of the four modalities of
reading, writing, listening, and speaking. Reader‟s theater has the ability to be
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content based to support specific content language that English language
learners need in order to be successful in the mainstream classroom.
I have used reader‟s theater many times before with second-through fifthgrade students. Thus far, I have only used it minimally with first grade. In the
future, I plan to use reader‟s theater more frequently with first-graders and to
continue using it with all grade levels I work with. I believe reader‟s theater can
be a valuable resource for inspiring the imagination of children and helping them
make connections to the world around them.
In this chapter, the results of the study were presented. Pre-and post-test
scores were given and graphed, and observations were analyzed. Possible
reasons for the results were discussed in the Interpretation and Individual
Differences sections. Lastly, the Discussion section sought answers to the
original research questions and possible changes for this study were offered.
The following was quoted in Strategies That Work: Teaching
Comprehension for Understanding and Engagement (Harvey & Gouduis,
2007):
It is not enough to simply teach children to read; we have to give
them something worth reading. Something that will stretch their
imaginations – something that will help them make sense of their
own lives and encourage them to reach out toward people whose
lives are quite different from their own. (Paterson 95)
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APPENDIX A
Reading Survey
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APPENDIX B

Student Fluency Self-Assessment
Pre-Assessment
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Appendix B
Student Fluency Self-Assessment
Student Name: ____________________________Date: ___________________
Before participating in Reader’s Theater, I think…
1. My reading speed is…
Slow
About Right
Too Fast
2. My reading has…
Lots of Mistakes
Just a Few Mistakes
No Mistakes
3. My reading…
Has No Expression
Has a Little Expression
Has Lots of Expression
4. Do you think you will learn anything from using Reader’s Theater? Yes No
6. If “yes,” what do you think you will learn from Reader’s Theater?

________________________________________________
________________________________________________
________________________________________________
________________________________________________
7. What do you think about Reader’s Theater?

________________________________________________
________________________________________________
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APPENDIX C

Student Fluency Self-Assessment
Post-Assessment
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Appendix C
Student Fluency Self-Assessment
Student Name: ____________________________Date: ___________________
After participating in Reader’s Theater, I think…
1. My reading speed is…
Slow
About Right
Too Fast
2. My reading showed…
Lots of Mistakes
Just a Few Mistakes
No Mistakes
3. My reading…
Shows No Expression
Shows a Little Expression
Shows Lots of Expression
4. Do you think you learned anything from using Reader’s Theater? Yes No
5. If “yes,” what did you learn from Reader’s Theater?

________________________________________________
________________________________________________
________________________________________________
________________________________________________
7. What do you think about Reader’s Theater?

________________________________________________
________________________________________________
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APPENDIX D
Adapted Multidimensional Fluency Scale
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Adapted Multidimensional Fluency Scale
Timing
Level 1: Reads primarily in a word-by-word fashion, with little sense of phrase boundaries.
Occasional two-word and three-word phrases may occur, but these are infrequent.
Level 2: Reads primarily in two-word phrases with occasional three- and four-word phrases.
Some word-by-word reading may be present. Word groupings may be awkward and unrelated to
the larger meaning of the sentence or passage.
Level 3: Reads primarily in three- or four-word phrases. Some smaller phrases and some run-on
sentences may still be present. Most of the phrasing is appropriate and preserves the author’s
meaning.
Level 4: Reads primarily in longer, meaningful phrases. Timing/phrasing expresses the meaning
intended by the author.

Stress
Level 1: Does not use stress appropriately. All words may be stressed equally, or emphasis may
be inappropriately placed.
Level 2: Some sentences are read with appropriate stress, but in most cases emphasis is still not
placed in a way that communicates the meaning of the text.
Level 3: Stress is reasonably appropriate and, in most cases, is consistent with the author’s
intended meaning.
Level 4: Stress is primarily used in an appropriate manner to express the meaning intended by the
author.

Intonation
Level 1: Intonation is flat. There is little or no variation in pitch.
Level 2: Some pitch variation occurs, but in most cases, intonation is not used to mark the
endings of sentences and clauses appropriately.
Level 3: Most intonation is appropriate, though some sentences may still have flat intonation or
inappropriate intonation contours.
Level 4: All or almost all phrase, clause and sentence boundaries are marked with appropriate
intonation which is consistent with the author’s intended meaning.
Adapted from the Multidimensional Fluency Scale (Zutell and Rasinski, 1991) and the NAEP Oral Reading
Fluency Scale (NAEP, 1995).
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APPENDIX E
Retelling Rubric
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APPENDIX F
Reader‟s Theater Script
Amazing Animals
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AMAZING ANIMALS
By Cathy Mackey Davis

Act One
Narrator:

This is the tale of a boy who loves animals.

Brian:

“Animals are amazing, Mom! According to this book, sea
otters can float on their backs.”

Mom:

“That‟s nice, Brian. But we need to talk. I found tadpoles in
a drinking glass.”

Brian:

“Mom, did you know that sea otters can smash clam shells
open with rocks?”

Mom:

Brian, I‟m glad you like animals, but our house is not a zoo.”

Narrator:

Brian didn‟t hear his mom. He was too busy reading about
sea otters.

Brian:

“The sea otter doesn‟t have blubber. It has fur instead. The
fur traps in air so that the otter‟s skin doesn‟t get wet.”

Mom:

“Brian, put down that book! You have too many animals
around here.”
Song: Animals Everywhere

Brian:

“But Mom…”

Mom:

“Zach‟s mom called this morning. She was very upset. Do
not take any more snakes to his house. Do you
understand?”

Brian:

“But, Mom…”

Mom:

“And the principal called today, too. Do not take any more
slugs to school for Show-and-Tell. Do you understand?”

Brian:

“But, Mom…”

Mom:

“We need to make some changes around here. Your
animals are taking over our lives.”
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Brian:

“But Mom, animals are amazing!”

Mom:

“Maybe so, but we can only afford one animal right now.‟

Brian:

“How am I going to choose just one?”

Mom:

“That‟s up to you. But I mean what I say. One amazing
animal is all we can handle.”

Narrator:

Brian felt sad that night as he got into bed. He looked
around his room at all of his amazing animals.

Brian:

“Well, little fireflies, I guess I‟ll have to turn you loose.”

Narrator:

Then, Brian‟s mom came to tuck in her son.

Mom:

“Good night, Brian.”

Brian:

“Sorry, Mom. I did get a little carried away.”

Mom:

“Go to sleep now. You can make your decision in the
morning.”

Brian:

“Good night, Mom.”

Mom:

“Sweet dreams, son.”

Act Two
Narrator:

Mom turned out the light and shut the door. A full moon rose
in the dark sky. All of a sudden, a low howl filled the air.

Wolf:

“Hoooowwwwwl!”

Narrator:

Brian turned over in his bed.

Wolf:

“Hoooowwwwwl!”

Narrator:

He sat up and threw back the covers.

Brian:

“What the heck was that?”

Narrator:

Brian ran to his window. He saw two yellow eyes looking in
the window at him.
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Brian:

“Who‟s there?”

Narrator:

Brian opened his window to get a closer look.

Brian:

“Cool! It‟s a dog! Come here, boy. I won‟t hurt you.”

Narrator:

Then, the animal spoke.

Wolf:

“I‟m not a dog. Have you ever seen a dog with yellow eyes?
I think not!”

Brian:

“Well, you look like a dog. But you sure don‟t sound like a
dog. What kind of animal are you?

Wolf:

“I am a wolf.”
Poem: I Am (Verse One)

Brian:

“Why are you howling out here by my window? Is it
because there‟s a full moon tonight?”

Wolf:

“I don‟t really howl at the moon. I can howl any time of the
day or night. But it‟s easier to hear me at night when it‟s
quiet. Hoooowwwwwl!”

Brian:

“Why do wolves make that sound?”

Wolf:

“A howl calls my pack together. It means we‟re ready to
hunt. It also tells other wolves to stay away.”

Brian:

“Should I be afraid? After all, you are a meat eater.”

Wolf:

“I won‟t hurt you. Why do wolves have such a bad rap?”

Brian:

“Well, I read The Three Little Pigs and Little Red Riding
Hood. The wolves in those stories weren‟t very nice. In fact,
they were the villains!”

Wolf:

“Come on! Those stories are fairy tales. Wolves are very
shy animals. We try to stay away from people.”

Brian:

“Then why are you here, and why are you talking to me?”

Wolf:

“Wolves have keen hearing. I heard your mother tell you to
choose one animal. I‟m lost from my pack, and I need a new
home.”
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Brian:

“So, what‟s a pack? Is it like my Cub Scout pack?”

Wolf:

“My pack is my family. The six of us help each other when
we hunt.”

Narrator:

Brian smiled. He thought that was amazing.

Brian:

“Where‟s the alpha wolf? He‟s your leader, right?”

Wolf:

“Right. The alpha wolf is the leader of our pack. The other
wolves in the pack must obey him. If he says it‟s time to eat,
then we eat. He‟s the boss.”

Brian:

“Well, are you hungry now? I think we‟ve got some
hamburger in the fridge.”

Wolf:

“I just ate, but I do need a place to rest. Can I stay here with
you?”

Narrator:

Brian hated to say no to those sad yellow eyes. Then, they
heard a strange sound.

Act Three
Dolphin:

“Aaaaa! Aaaaa! Click! Click! Click! Click!”

Wolf:

“What was that?”

Brian:

“I don‟t know. I thought it was you.”

Wolf:

“Hey, I howl. I don‟t click.”

Narrator:

Brian strained his eyes to see what it was.

Brian:

“Is it your pack?”

Wolf:

“Are you out of your mind? That‟s not a wolf. That‟s a big
fish.”

Dolphin:

“A fish? I‟m not a fish.”

Brian:

“It‟s a dolphin! Cool! Dolphins are smart mammals. They
can learn tricks.”
Poem: I Am (Verses One and Two)
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Wolf:

“You look like a fish to me. Don‟t you live in the water?”

Dolphin:

“Yes. I live in the ocean, but I have to come up for air.”

Brian:

“Dolphins drown if they don‟t get air. They breathe through a
blowhole.”

Wolf:

“A blowhole? What‟s that?

Dolphin:

“It‟s kind of like my nose. It‟s an opening on top of my head.
I close it when I go underwater and open it when I come up
to get air.”

Wolf:

“You must be lost from your pack, too.”

Dolphin:

“Dolphins swim in pods not packs. But yes, I am lost. Can I
stay here boy? I bet you could teach me lots of tricks.”

Act Four
Narrator:

Then suddenly, something flew by their heads.

Hummingbirds:

“Whirr! Whirr! Whirr!”

Dolphin:

“What was that?”

Wolf:

“I have good eyesight, but that was a blur.”

Brian:

“It‟s a hummingbird!”

Hummingbird:

“I‟m surprised you saw me. I am fast, fast, fast! I can flap my
wings 50 times in one second.”

Brian:

“I think I‟ve seen this one here before, eating nectar from our
flowers.”

Hummingbird:

“That‟s right. I come back here every year because your
mother‟s flowers are delicious.”

Brian:

“Imagine that! You remembered these flowers from last
year. That‟s amazing!”

Hummingbird:

“Whirr! Whirr! Food is important to me. I need lots of fuel to
fly this fast. I eat every 10 minutes all day long, visiting
about 1,000 flowers a day.”
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Wolf:

“You need some protein in your diet. Try red meat. It works
for me!”

Brian:

“You‟re right, Wolf. A hummingbird does need protein, but it
doesn‟t get it from red meat.”

Hummingbird:

“I eat insects! I catch them in midair.”

Dolphin:

“How?”

Hummingbird:

“Check this out! I can fly sideways and backwards and…”

Brian:

“Upside down! Wow! Look at the little guy go!”
Poem: I Am (All Three Verses)

Wolf:

“Oh no! I smell your mother. She is coming!”

Brian:

“I don‟t smell anything. Are you sure it‟s my mom?”

Wolf:

Trust me, my sense of smell is much better than yours. Get
back inside!”

Act Five
Narrator:

Brian jumped back into bed just as his mom walked into the
room.

Mom:

„You‟re not asleep yet? Why is that window open?”

Brian:

“I just needed some fresh air. I‟ve been thinking.”

Mom:

“Have you made your decision?”

Brian:

“Yes. The animal I‟ve chosen is very loyal.”

Wolf:

“That sounds like me. I‟m loyal to my pack. I‟m sure the boy
wants to keep me.”
“This animal loves people.”

Brian:
Dolphin:

“He‟s talking about me! I work very well with people and
love to spend time with them.”

Brian:

“It has a great memory.”

70

Hummingbird:

“It is me? I hope he picks me!”

Brian:

“It can learn a lot of tricks.”

Dolphin:

“It‟s me for sure!”

Brian:

“Best of all, it can be housebroken!”

Wolf, Dolphin,
Hummingbird:

“HOUSEBROKEN?”

Mom:

“You want a dog, dog you?”

Brian:

“That‟s it! Can I get a dog, Mom? I promise to take good
care of it.”

Mom:

“I think a puppy would be a perfect animal for you.”

Brian:

“Yessssss! I can‟t wait! All animals are amazing, but dogs
make great pets!”
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APPENDIX G
Song: Animals Everywhere
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Song: ANIMALS EVERYWHERE

Chorus

Tadpoles in the kitchen
Minnows in a pan
Frogs in Dad‟s pajamas
Stinkbugs in a can
Goldfish in the bathtub

Snakes under my chair!
Brian has animalsAnimals everywhere!
Repeat Chorus
Earthworms in my hair!
Brian has animalsAnimals everywhere!
Somebody help me! What am I to do?
I just found a lizard in my shoe!
Repeat Chorus
This just isn‟t fair!
Brian has animals –
Animals everywhere!
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APPENDIX H
Poem: I AM
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I AM

Verse One

I am a wolf.
I live in a pack.
With sleek gray fur upon my back.
I am a wolf.
My senses are keen.
My body is strong, tough, and lean.

Verse Two

I am a dolphin.
I live in the sea.
Others wish to be graceful like me.
I am a dolphin.
I swim fast and slick.
When speaking to others, I squeal and I click.

Verse Three

I am a hummingbird.
I can hover
Over flowers or undercover.
I am a hummingbird.
I can “sing”
By rapidly flapping my lightening-quick wings.
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