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CHAPTER ONE: INTRODUCTION

Many people have memories from their days in elementary school of reading out
loud in front of their classmates. For some individuals, these memories are faint, as the
exercise of reading aloud was an ordinary task for them. For others, these memories may
very well cause a tightening of the shoulders and shortening of breath to this day. The
whispers, sighs, and exchanged glances of peers can cause a certain amount of anxiety in
early readers. For those individuals who have struggled, or continue to struggle with
reading fluency, reading aloud in front of a group can be a frustrating, if not humiliating,
experience (Foss & Reitzel, 1988).
As a teacher of English as a Second Language (ESL) in an elementary school
setting, I have often seen the frustration and hesitancy of beginning readers. Students who
are English Learners (ELs) have a number of unique challenges that can make reading
aloud a particularly difficult task. For example, while learning the language many ELs
experience irregularities in grammar, pronunciation, intonation, rhythm, and other aspects
of the English language. In addition, many of the texts that students are asked to read in
an elementary classroom contain themes, concepts, and vocabulary that do not easily
relate to the diverse background knowledge and experiences of many ELs (Lightbown &
Spada, 2006). While comprehension challenges and linguistic irregularities are normal
and expected, the embarrassment and stigma experienced by the affected students are
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real. The anxiety students may experience as a result of these communicative challenges
may interfere with the language learning process (Foss & Reitzel, 1988; Krashen, 1982).
Therefore, it is important that teachers teach their students to read prosodically so they
are able to communicate with rhythms and intonation that sound natural to native
speakers of the target language. When the prosodic reading of students improves, their
confidence will grow, knowing that their message is being comprehended by the
listeners.
Because so many of my students experience difficulties and self-consciousness as
they learn to read aloud, I was interested when I first heard about a teaching tool
researchers promised would improve students’ reading fluency and prosody while at the
same time motivating them to practice reading aloud both at school and at home. This
tool is called Readers Theatre. It is defined as “a staged play or dramatic piece of work
designed to entertain, inform, or influence” (Kerry Moran, 2006). Readers Theatre allows
students to read from a script with a group of their peers to tell a story, express an idea, or
define a concept. The act of collaborative expression that Readers Theatre creates
engages students and minimizes the fear of failure, and the prospect of performing the
pieces for an audience motivates them to read and reread. Many children continue
practicing their parts at school and at home for days. Readers Theatre has been widely
used with NSs and ELs but to my knowledge, there have not been studies that looked at
the differences in the development between these groups. This study contributes to the
research base by exploring whether the use of Readers Theatre affects the prosody of ELs
and NSs in different ways.
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It is not surprising to me that research has found Readers Theatre to be an
effective strategy in improving the reading fluency of children (Daly, 2009; Keehn,
2003). I would like to investigate the effectiveness of this strategy further. More
specifically, I would like to explore how this valuable teaching strategy affects the
prosodic reading skills of students with the unique challenges of ELs. In the study that
follows, I will attempt to answer the following question: How do the improvements in
prosodic reading achieved as a result of a Readers Theatre program experienced by
English language learners compare with those of native speakers (NSs)?
Role of the Researcher
For the past two years, I have worked as an ESL teacher at the elementary school
where this research was conducted. It is a large public school in a large suburban school
district in the upper Midwest. The school has a larger number of ELs than the average
elementary school in the district. It has the largest number of Latino students in the
district. 26% of the students at the school receive free and reduced lunch benefits. This
study was conducted in a co-taught second-grade classroom. A cluster of eight ELs is in
the class along with 19 additional students. The entire class participated in a four-week
Readers Theatre program. Three ELs whose native language is Spanish and three NSs
participated in the study.
Background of the Researcher
My interest in Readers Theatre and oral reading fluency began during my first
full-time job in an elementary school. For parts of the school day, I taught small groups
of second-graders. My instruction was focused on reading and literacy skills. As the year
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went on, I saw that when students read texts multiple times, their reading fluency
improved. Unfortunately, many students resisted the rereading of books that they had
already read once. They did not see the value in rereading a text that they had already
engaged with.
Later in the year, when I discovered Readers Theatre, it quickly became clear to
me that I had found a strategy that would impact my teaching for years to come. Instead
of resisting the exercise of repeated reading, students were eager to practice reading their
scripts again and again with their classmates. When students learned that they would be
performing their pieces for an audience, their motivation increased further. Many
students told me about practicing their plays with family members at home, each night.
When I found a way to frame the purpose of my students’ reading as a communicative
performance, their focus quickly changed. This speaks to the importance of giving
students an authentic audience and unique purpose for the work they do. Instead of
reading with the sole purpose of reading the words and constructing meaning for
themselves, they began to practice reading with a focus on expressing ideas and
information to others. Since then, I have used Readers Theatre and performances in both
my small group pullout instruction and full-class co-teaching each year. It has been one
of my most successful teaching strategies to increase students’ love of reading, while at
the same time improving their prosodic reading.
Over the past couple of years, as I have used Readers Theatre with my students, I
have begun to wonder more about how students develop fluent and prosodic reading
habits. Do certain aspects of reading fluency develop before others? Do struggling
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readers benefit as much from a Readers Theatre program as more fluent readers? How do
some students read with prosody while they have little comprehension of the text they are
reading? How do some students have great comprehension while their prosody makes it
difficult to understand them as they read aloud? There is a body of research that delves
into some of these questions. The positive effects of repeated reading and Readers
Theatre on the reading fluency of young readers are well documented (Daly, 2009;
Keehn, 2003; Rasinski, 1990; Therrian, 2004) Still, the question of how repeated reading
and Readers Theatre affect ELs and NSs differently has been left mostly unexplored. It is
important to compare the prosodic reading development of ELs and NSs because in a
great number of elementary classrooms in the United States, there is a combination of
ELs and NSs and it is important for teachers to know how their teaching strategies,
including repeated reading and Readers Theatre, affect students differentially. By
recording and analyzing the reading of both ELs and NSs, I will begin to explore the
question of how repeated reading and Readers Theatre affect prosodic reading
development. I will record their reading before their class begins a reading unit that is
designed to improve prosodic reading habits, and then again after the unit is complete.
The recorded reading will be rated using rubrics that measure intonation, stress, and
timing.
It is well documented that the different cultural and linguistic backgrounds of ELs
and NSs may influence their learning processes (Sheorey & Mokhtari, 2001). I believe
this is an important area of research because when teachers understand the ways that
students learn, they are better able to differentiate instruction to meet the needs of all of
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their students. The goal of this research is to begin answering questions about the
different ways that ELs and NSs learn to read with appropriate prosody. The current
study will give teachers more information about how their students learn this important
skill.
As discussed in the introduction to this study, reading without fluency,
specifically without prosody, is often a painstaking, disheartening act. When ELs
experience feelings of failure and embarrassment, their resulting anxiety can impede the
language learning process (Foss & Reitzel, 1988; Krashen, 1982). Research that
addresses the unique challenges of ELs in their pursuit of becoming fluent prosodic
readers will provide teachers and students with information that has the power to improve
student achievement in the area of reading. When students consistently succeed as they
read and communicate in social settings, I believe their personal and professional
opportunities will be expanded.
Guiding Question
By conducting this research, I am trying to find out whether, and if so how, a
Readers Theatre program differentially affects the prosodic reading of second-grade
English learners and native English speakers.
Summary
This research focuses on the effects of a Readers Theatre program on the prosodic
reading of ELs and NSs. Prosody, as well as reading accuracy and reading rate, is an
essential element of oral reading fluency. Oral reading fluency is an essential element of
reading, and is closely related to reading comprehension (NRP, 2000). Prosody will be
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the focus of this study because reading with native-like intonation, stress, and timing is
particularly challenging for ELs. It is important for ELs to develop prosodic reading skills
because these skills will make them more comprehensible to others. Many reading
assessments commonly used in elementary settings ask teachers to judge the phrasing,
timing, and intonation of their students. The Benchmark Assessment System 1 is one
example of a widely used reading assessment that requires teachers to judge these
elements of their students reading by assigning them a fluency score (Fountas & Pinnell,
2011). This provides another reason why it is important for ELs to acquire prosody.
Prosodic reading can indicate that students are comprehending what they read. Often
times, ELs have fewer models of prosodic English reading than their native Englishspeaking peers. Also, the unique linguistic backgrounds of ELs make prosodic reading in
English a challenge. In addition, comprehension challenges that many language learners
experience in their second language make reading with appropriate prosody difficult.
These challenges may influence the learning processes of ELs. It is important to compare
the prosodic development of ELs and NSs through Readers Theatre because having a
better understanding of how teaching strategies, such as Readers Theatre and repeated
reading, affect students with different learning needs will help teachers plan and
differentiate instruction. Because there has been little research conducted that compares
improvements in prosodic reading between ELs and NSs, I believe this study will help
fill a research gap.
Chapter Overviews
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Chapter One introduced the research topic of this study. It also discussed the
importance of the area of research and defined terms that are essential to the topic.
Chapter Two includes a review of the literature on the topics of oral reading fluency,
repeated reading, Readers Theatre, and prosody. The following chapter, Chapter Three,
will discuss the research methods and data collection tools used in the study. Next, the
results of the study are presented in Chapter Four. Finally, in Chapter Five, conclusions
are drawn and implications of the study’s finding are discussed. Additionally, limitations
of the study are described and suggestions for future research are presented in the fifth,
and final, chapter.
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CHAPTER TWO: LITERATURE REVIEW

The purpose of this study is to determine whether and in what ways a Readers
Theatre program affects the prosodic reading of second-grade ELs and NSs differently. In
the study, I recorded the reading of three ELs and three NSs both before and after three
cycles of instruction with Readers Theatre scripts. I am conducting this research because
I believe that when teachers have a better understanding of how students with different
backgrounds learn to read aloud with appropriate prosody, they can more successfully
differentiate instruction to meet their academic needs. Thus, the research question being
investigated is: How do the improvements in prosodic reading achieved as a result of a
Readers Theatre program experienced by ELs compare with those of NSs?
This chapter presents an overview of the literature around the topics of oral
reading fluency, repeated reading, Readers Theatre, and prosody. The research presented
will be help define important concepts related to the study and provide important
background information in the areas discussed. Additionally, a gap in the research will be
identified in order to show the relevance of this study. Finally, a summary of the chapter
will be included as well as a brief description of the following chapter.
Oral Reading Fluency
Oral reading has been a regular practice in classrooms throughout much of the
history of American education. After falling out of favor in the early 20th century, oral
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reading fluency made a comeback in the 1970s (Rasinski & Hoffman, 2003). In part,
interest in reading fluency grew along with the development of Curriculum-Based
Measurement (CBM) in the late 1970s and the 1980s (Deno, 2003). CBM is an approach
that can be used to assess student progress in basic skills over time. Teachers using CBM
can efficiently collect data from student output and use the results to formulate
appropriate instruction. Assessments used to measure student reading proficiency have
given oral reading a central role in classrooms (Deno, 2003). Moderate interest in the area
of oral reading fluency continued into the 1990s until two important reports focused the
attention of the nation’s educators on the central role of oral reading fluency in reading
development. In 1995, the National Assessment of Educational Progress (NAEP, 1995)
found that 44% of fourth graders were not fluent readers. Five years later, reading fluency
was identified as one of the essential aspects of reading in the National Reading Panel’s
report (2000). Since these reports were released, reading fluency has been given more
attention in the educational community.
While the definition of reading fluency has evolved over the last few decades, a
clear consensus among researchers has yet to be reached (NRP, 2000; Keehn, 2003;
Pikulski & Chard, 2005). Earlier definitions of reading fluency focused on reading
accuracy and reading rate (LaBerge & Samuels, 1974). This definition has continued to
be used by some researchers. For example, Speece and Ritchey (2005) define reading
fluency as the speed and accuracy with which a passage is read. Recently, an increasing
number of studies have used a broader, more complex, definition of reading fluency.
Hudson (2007) defines reading fluency as reading larger sentences and phrases as
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wholes, allowing for a more rapid rate. Skills Hudson identifies as necessary for fluent
reading include sight-word recognition, possessing a large vocabulary, recognizing highfrequency letter clusters, and rapid reading. Pikulski and Chard (2005) define reading
fluency as the strong word-recognition skills that allow readers to comprehend a text.
They also say that reading fluency develops when readers consistently read aloud with
accuracy, speed, and expression. Pikulski and Chard conclude their definition by stating
that reading fluency makes silent reading comprehension possible. Their definition
differs from that of LaBerge & Samuels (1974) in three ways. First, it describes a causal
relationship between reading fluency and comprehension. Second, it includes a third
element in reading fluency, which is expression, along with the two elements described
by LaBerge & Samuels (1974), reading accuracy and reading rate. Third, it describes a
causal relationship between reading fluency and silent reading comprehension. Pikulski
and Chard (2005) describe this broader definition of reading fluency as a “deep construct
of fluency,” while they say that the more limited definitions are based on a “surface
construct of fluency” (p. 510).
For the purposes of this study, I will adopt Pikulski and Chards’ (2005) definition
of reading fluency. The identification of a suitable definition of oral reading fluency is
important because it affects the methods, scope, and data collection tools that are used in
this study. By measuring the changes in reading behaviors of ELs and NSs as a result of a
Readers Theatre program, we will be able to solidify our understanding of the definition
of reading fluency.
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Many reading assessments, including CBM, require elementary teachers to hear
the reading of their students. Teachers listen to their students read in order to record
reading errors, measure their reading rate, and, in many cases, judge their reading
fluency. Because reading fluency is judged in this way, oral reading and reading fluency
are often practiced simultaneously.
In a study conducted by Baker and Good (1995), it was found that CBM was a
reliable, valid, and sensitive measure of reading proficiency for bilingual, Hispanic
students. Still, assessments that require students to read out loud in order to judge reading
fluency can be problematic when assessing ELs for a number of reasons. First, reading
fluency can be seen as a silent phenomenon, occurring in the minds of readers as they
read silently to themselves (Koda, 2005; Lems, Miller, & Soro, 2010; Rasinski, 2003;
Weber, 2006). Since the overwhelming majority of reading during a person’s life is done
silently, it is problematic to only judge the reading fluency of students with measures that
require them to read aloud (Birch, 2007). Secondly, when ELs are asked to read aloud for
a teacher, they often focus more directly on the elocution of their speech than would be
the case if they were reading silently or quietly to themselves. Placing their attention on
the decoding and pronunciation of the words, rather than the meaning of the text, can
negatively impact the ability of students to comprehend a text (Bernhardt, 1983; Gibson,
2008; LaBerge & Samuels, 1974; Lems et al., 2010). This was demonstrated in
Bernhardt’s (1983) study of Intermediate German learners. Bernhardt found that students
were able to comprehend with more success when they read passages silently as
compared to when they read them orally. Additionally, most students believed passages
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that were read aloud were more difficult than passages that were read silently regardless
of the passage. This means that oral reading often raises the affective filter of language
learners (Bernhardt, 1983).
Koda (2005) asserts that silent and oral reading have different processing
requirements. Furthermore, Koda states that an over-reliance on the analysis of miscues
students make while reading out loud can be problematic. Students may develop the
ability to read and say words and phrases in a second language before they understand the
meaning of the words and phrases. This phenomenon may follow a different pattern for
many NSs. Developing readers who are learning to read in their native language often
learn to decode words after they have developed a substantial vocabulary in their first
language (Mace-Matluck, 1979). Lastly, assessments that require students to read aloud
in order to rate their reading fluency do not account for the linguistic backgrounds of
students who are ELs in their rating scales. Students whose first languages are syllabletimed, such as Spanish or Cantonese Chinese, often read with different rhythmic and
stress patterns than those whose first language in stressed-timed, like English or Russian
(Avery & Ehrlich, 1992). This can make it difficult for ELs whose first language is
syllable-timed to read in a way that would be considered fluent by a native Englishspeaking teacher. This is especially true if the teacher who is administering the
assessment does not have a strong understanding of the unique linguistic challenges that
ELs face in their journey to become fluent, proficient readers.
While it is important for educators to understand and consider the unique
challenges that ELs face as they learn to read, it is also important for teachers to assess
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the learning of their students in order to gain an understanding of each student’s learning
strengths and needs. Additionally, teachers must maintain high expectations for all
student learning while providing them with opportunities to develop important skills. It is
true that asking ELs to read aloud can interfere with their reading comprehension
(Bernhardt, 1991). Still, in order for teachers to gain a clear understand of decoding,
vocabulary, language structure, prosodic, and other reading challenges students
experience, they must hear the reading of their students (Gibson, 2008). ELs should be
given opportunities to practice communicating ideas to others by not only speaking and
writing, but through reading and speaking aloud (Birch, 2007; Gibson, 2008). Although
reading and speaking aloud to an audience is not necessarily a skill that is utilized as
often as silent reading, it nonetheless deserves time and attention in the classroom (Birch,
2007; Gibson, 2008). Students who may be uncomfortable speaking in class during less
structure activities may be willing to read aloud to a group due to the fact that they are
able to practice (Gibson, 2008). Asking students to read aloud in order to judge their
reading fluency presents a number of issues, but there are few other widely used methods
to measure this aspect of reading.
It is important to consider the fact that it is not enough that students receive
quality input in the form of prosodic reading models. For students to achieve high levels
of proficiency they also need instruction in and opportunities for producing quality output
(Swain, 2005). Throughout this project students will be provided with instruction in
prosodic reading as well as opportunities to practice. During the course of this study, I
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will keep the considerations listed above in mind as I teach and assess my students in
hopes of improving their oral reading fluency.
Prosody
Prosody refers to the rhythmic and tonal features of speech, including pitch,
loudness and tempo, that are semantically and contextually determined (Dowhower,
1991). In second language research, prosody is often discussed in the context of speaking
research (Avery & Ehrlich, 1992). It seems to receive less attention in the area of second
language reading research. When discussed in the context of reading, it has been referred
to as prosodic reading and expressive reading (Kuhn, 2004; Schwanenflugel, Hamilton,
& Kuhn, 2004). Researchers have defined the elements of prosodic reading in different
ways. It is most often defined in terms of the prosodic features that demonstrate a
reader’s ability to segment and express ideas in a meaningful way (Daly, 2009).
Variations in intonation, stress, and timing are three prosodic features of language often
referred to by researchers (Dowhower, 1991; Shreiber, 1991). For the purposes of this
study, these three prosodic features will be explored. In elementary educational settings,
prosody is often defined in terms of its relation to oral reading. In the past, much research
conducted in the area of reading fluency focused on only two elements of reading
fluency: accuracy and reading rate. There has been relatively little research focused on
the third element of reading fluency, prosody. Additionally, most teachers have not done
enough to help their students understand and practice prosodic reading (Dowhower,
1991). Many teachers often tell their students to read with expression, but there is little
scaffolding to make this accessible to students (Dowhower, 1991).
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Intonation
Intonation has been called the melody of language. It refers to the pattern of pitch
changes that people use when they speak (Avery & Ehrlich, 1992). The intonation that
people use as they speak and read aloud helps listeners understand the meaning of what
they say, and demonstrates that the speaker understands what she or he is reading. For
example, a falling intonation at the end of an English sentence often expresses a
declarative sentence, command, or a Wh- question, starting with a word such as who,
what, or which. On the other hand, yes/no questions typically end with a rising intonation
pattern in English (Avery & Ehrlich, 1992). These intonation patterns are important to
recognize, and can assist a listener who is trying to understand a message. Still, these
patterns are only generalizations. Intonation contours may vary greatly depending on the
intended message of the speaker, regional variations, and other factors.
Intonation has been shown to be an important element in the development of
reading fluency. In Miller and Schwanenflugel’s (2008) longitudinal study of the
development of prosodic reading in elementary school students, the authors state that
there is a growing consensus that the ability of students to reading with appropriate
intonation is the “true” indicator of future reading fluency performance.
Stress
Stress relates to the volume, pitch, and length of duration with which a word or
syllable is spoken. A word or syllable that is stressed is usually louder, higher in pitch,
and longer in duration than surrounding, lightly stressed or unstressed words and
syllables (Dowhower, 1991; Weber, 2006). Stress is applied in order to place emphasis,
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express new information, or contrast a given linguistic item with something that has
already been said. For example, when a speaker is trying to clarify whom they are
speaking about, they may stress the person’s name.
Early readers often fail to use appropriate sentence stress and timing as they learn
to read. As their reading fluency and general comprehension develop, their reading
begins to approach the rhythm of strong and weak syllables of familiar speech (Weber,
2006).
Timing
Timing, often referred to as phrasing or parsing, is related to pausing. Prosodic
readers know when, and when not, to pause as they read a text. They tend to read in
longer, more meaningful phrases. Readers who struggle with appropriate timing often
pause inappropriately (within words and/or phrases). This excessive pausing results in
word-by-word reading or reading with two-to-three word phrases (Daly, 2009). On the
other hand, some students struggle with timing when they fail to pause, instead reading
straight through phrasal and sentential boundaries. While punctuation can serve as a cue
within and at the end of sentences for readers, many pauses within sentences are not
marked with punctuation (Miller & Schwanenflugel, 2006). An understanding of the
structure and function of the English language can assist readers as they learn to read
with appropriate timing (Lems et al., 2010; Schreiber, 1991; Weber, 2006).
Importance of Prosody
Prosody’s role in reading fluency has been more stressed by researchers in recent
years. It has been acknowledged that students that are able to read with appropriate
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timing, stress, and intonation are demonstrating an ability to segment text into meaningful
chunks, comprehend the text, and clearly express its meaning (Johnson & Moore, 1997;
Kuhn, 2004).
It seems logical that researchers would see a link between prosodic reading and
reading comprehension. Still, it is unclear whether prosodic reading leads to
comprehension or reading comprehension leads to prosodic reading. Either way, it is
apparent that prosodic reading instruction receives limited attention in elementary school
classrooms beyond generic reminders that teachers give to students, saying, “Read with
expression.” More attention and clarity are needed if students are to improve upon their
prosodic reading abilities (Dowhower, 1991).
Prosody: Native Speakers and English Language Learners
The complexity of texts that students read impacts the prosody that students use.
When reading more complex texts, students may be challenged with difficult vocabulary
words and longer, more complex sentences. According to Benjamin and Schwanenflugel
(2010) this can be beneficial for NSs as they practice a variety of prosodic features in
different contexts. For this reason, using a mixture of easy and harder texts with the level
of difficulty appropriate for the baseline reading proficiency levels of the student is
beneficial for NSs.
Using texts that are far more complex than the baseline reading proficiency level
of ELs might not be beneficial for ELs. The receptive vocabulary of ELs in elementary
school grades is generally more limited than those of their native English-speaking
counterparts (Helman, 2009). Additionally, if the text ELs are presented with is far
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beyond their baseline reading proficiency level, the unfamiliar vocabulary, linguistic
complexity, and context of the story may not allow enough attention to be paid to
prosodic features. This follows the concept that Krashen articulated in his seminal
formulation i + 1, which emphasized that L2 learners’ optimal learning target level is
what they already comprehend (i = comprehensible input) plus one level higher (Krashen,
1982).
There has been research that has explored the differences in how prosodic features
are learned by NSs and ELs whose native language is Spanish. Gutierrez Díez (2001)
compared the syllable timing of NSs, NSSs, and advanced ELs whose first language was
Spanish. Participants in the study were attending the University of Murcia, in the country
of Spain. Gutierrez Díez (2001) found that the unstressed syllables in English and
Spanish had the same duration when passages were read aloud by native speakers of the
languages. The duration of stressed syllables in English was found to be longer than those
in Spanish. When the Spanish-speaking ELs read passages in English aloud, the syllable
duration for both stressed and unstressed syllables was significantly longer than those of
NSs. Gutierrez Díez found that when the native Spanish-speaking EL group read aloud
the English text, their syllable timing was closer to that of the NS group than that of the
native Spanish speaking group reading the text in Spanish (Gutierrez Díez, 2001).
Ramírez Verdugo (2006) conducted a study of undergraduate students who were
native Spanish-speaking ELs to see how they learned the intonation patterns of English as
a result of a 10-week multi-sensory computer-based program. It was found that students
who participated in the program improved in their ability to perceive differences in the
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intonation patterns of English. Also, participants in the program improved in their ability
to produce utterances with intonation patterns that NSs judged to be acceptable (Ramírez
Verdugo, 2006).
In this study, I will give instruction designed to help students comprehend the
texts being used, as well as instruction focused on three aspects of prosodic reading. The
prosodic reading instruction will focus on the intonation, stress, and timing of the study
participants. Both NSs and ELs will be recorded before and after a unit focusing on the
teaching and practicing of prosodic reading through Readers Theatre. Then, after the unit
has concluded, the intonation, stress and timing of the participants will be rated using
rubrics that researcher Ann Daly (2009) adapted and used for her 2009 study that this
current study is largely modeled after. Daly adapted the rubrics from the
Multidimensional Fluency Scale (Zutell & Rasinski, 1991) and the NAEP Oral Reading
Fluency Scale (NAEP, 1995) (See Appendix A). The data collected will improve our
understanding of how NSs and ELs learn to read with prosody.
Repeated Reading
Repeated reading has become a widely used teaching technique since the
publication of J. S. Samuels article, “The Method of Repeated Readings” was first
published in 1979. Repeated reading can be defined as the rereading of a passage
multiple times. The materials, setting, and purpose of repeated reading may vary (Blum
& Koshkinen, 1991). Repeated reading has often been used as a supplemental reading
activity. Students can be provided with assistance from an adult, a peer, or an audiotape
recording (Samuels, 1979, 1997). When this support is provided the practice is referred to
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as assisted repeated reading. In the most effective programs, an adult tutor is paired with
a student (Therrien, 2004). The tutor may use a timer to measure the student’s reading
rate during the first reading, and in subsequent readings. In some programs, the tutor
reads the passage aloud for the student, providing a fluent, prosodic model. Additionally,
the tutor may give corrective feedback when the student makes errors. It has been found
that a passage should be read three to four times, or until a set performance criterion
based on grade level standards has been reached (Therrien, 2004; Therrien & Kubuina,
2006). Unassisted repeated reading requires students to read and reread the text
independently.
Repeated reading has been shown to improve reading prosody and reading rate
among both strong and struggling readers whose native language is English (Kuhn, 2005;
Rasinski, 1990; Rasinski & Padak, 1994; Therrien, 2004). It has been shown to improve
the reading rate and comprehension in Spanish reading for students whose first language
is Spanish (De la Colina et al., 2001). Furthermore, repeated reading can improve word
recognition and reading comprehension for ELs (Koda, 2005). The effects of repeated
reading on the oral reading fluency of ELs reading in English have been mixed.
VanWagenen (1994) found that when included in an assisted repeated reading program,
Spanish-speaking ELs with a learning disability improved in reading rate, accuracy, and
comprehension. Additionally, Bernhardt (1983) found that intermediate German learners
experienced improvements in reading comprehension from the first reading of a passage
to the second and third readings. On the other hand, Denton (2004) found that an assisted
repeated reading program did not make significant improvements in the reading rate or
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reading comprehension of Spanish-dominant ELs in second through fifth grades.
In the current study, groups of students will practice reading Readers Theatre
scripts aloud multiple times as they prepare to present for their peers at the end of each
instructional cycle. There has been little research that has compared the impact that
repeated reading has on NSs and ELs. The data that will be collected in this study will
begin to deepen our understanding of similarities and differences in the learning
processes of students with different language background.
Readers Theatre
Readers Theatre can be defined as “a staged play or dramatic piece of work
designed to entertain, inform, or influence” (Kerry Moran, 2006). It differs from
traditional plays because in Readers Theatre, there is no need for using props, costumes,
or a set. Also, participants are not expected to memorize lines, but read directly from a
script with an emphasis on prosodic reading. The simplified design of Readers Theatre
makes it more feasible to implement in busy elementary classrooms than more involved
plays might be (Shepard, 1994). The interactive nature of Readers Theatre motivates
students as they read and sometimes write scripts (Forsythe, 1995). Students are naturally
compelled to practice, rereading their scripts multiple times in preparation for rehearsals
and performances (Kerry Moran, 2006).
Additionally, during Readers Theatre activities students often work in groups.
This group structure may encourage collaborative conversations between students and
increase student language output, which is an essential part of language learning
(Anthony, 2008; Swain, 2005). Language learners generally improve in their ability to
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fluently produce output as they produce more spoken and written language. When ELs
and NSs work together in groups, there are also often more opportunities for students to
improve their output accuracy in that language (Swain, 2005). They notice the types of
language being produced by their peers and themselves. ELs have many opportunities to
make hypotheses about language and test their ideas. When students work cooperatively
in groups, students that are more proficient in the target language are free to give
corrective feedback when errors are made by their peers. This corrective feedback
provides ELs chances to reflect on their language use and increase their understanding of
the target language (Anthony, 2008; Swain, 2005).
The research that has looked at the effectiveness of using Readers Theatre to
improve oral reading fluency has yielded promising results. Readers Theatre has been
shown to improve reading fluency in young readers. The use of Readers Theatre has been
particularly promising for teaching struggling readers to read more fluently (Daly, 2009;
Keehn, 2003). According to Keehn’s study, explicit instruction in reading fluency in
addition to a Readers Theatre program does not appear to have a measurable affect
(Keehn, 2003). This evidence supports the idea that when teaching reading fluency,
practice, feedback and modeling are more effective than full group instruction.
There has been some research conducted related to the effectiveness of Readers
Theatre to improve the reading fluency of ELs. Liu (2000) used Readers Theatre to focus
on reading and writing with university level ELs and found that it improved reading and
listening skills. Forsythe (1995) found that using Readers Theatre for reading and writing
with second-grade Spanish speaking students in a bilingual classroom helped motivate
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students. Daly (2009) conducted a project that has served as a model for the current
study. Daly looked at the improvements in prosody of six ELs as a result of a Readers
Theatre program with a focus on comprehension. The results of the study showed that
such a Readers Theatre program was effective in improving the prosody of ELs and that
the improvements made during the program transferred to new material.
Kozub (2000) found that the use of Readers Theatre with three third- grade
students, two NSs and one EL improved their phrasing, smoothness, pace, juncture,
intonation and stress in reading. Her findings showed that there was no difference
between the EL and the NSs.
The results of this research are exciting and encouraging for advocates of the use
of Readers Theatre to improve the oral reading fluency of ELs. There is a need for
additional research in this area, especially with a focus on the impacts of Readers Theatre
programs on the prosodic reading of ELs. Also, further research that compares the
learning of NSs and ELs as a result of a Readers Theatre program is needed. This study
will investigate whether and in what ways an 18-day Readers Theatre program affects the
oral reading prosody of second-grade ELs and NSs differently.
Summary
This chapter presented a review of the literature related to the topics of oral
reading fluency, prosody, repeated reading, and Readers Theatre. I discussed how each of
these topics is related to the guiding question of this study. Also, important terms and
concepts were defined. Lastly, a gap in the current research was identified that this study

25
will begin to address. In the chapter that follows, I will describe the methods used in this
study.
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CHAPTER THREE: METHODS

This study focuses on the effects of a Readers Theatre program on the reading
prosody of ELs and NSs. I am trying to find out whether the process of learning to read
prosodically is different for ELs and NSs. I am conducting this research because I believe
that when teachers have a better understanding of how students with different
backgrounds develop prosodic reading skills they can more successfully differentiate
instruction to meet the academic needs of their students. Specifically, my research
question is: How do English language learners and native English speakers compare in
their improvement in prosodic reading after experiencing a Readers Theatre program
enhanced by explicit prosody instruction?
In order to better understand how ELs and NSs learn to read prosodically, I have
analyzed the reading of six second-grade students. A Readers Theatre program lasting 18
days was used to teach an entire class of 26 second-grade students. The reading of three
ELs and three NSs was recorded using the audio recording software Garageband at the
beginning and immediately following each cycle of instruction. Each recording was rated
using rubrics in order to judge the intonation, stress, and timing of participants.
Overview of the Chapter
This chapter presents the methods used in this study. First, the research design is
described and explained, followed by a discussion of qualitative and quantitative
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research. Next, there is a description of the setting of the research, the participants, the
data collection tools, and the data collection procedure. Then, there is a discussion of data
analysis and the verification of data. Finally, ethical considerations are discussed.
Research Paradigm
In this study, methods from both the qualitative and quantitative research
paradigms were used. Qualitative research generally focuses on the collecting of a more
holistic set of data from small, nonrandom samples. The data can be used to study
problems or situations, and it can be used to answer questions that ask how or why.
Qualitative research methods are often used when researchers need to be able to freely
communicate and interact with the participants in a study. In qualitative research, there is
an emphasis on observation and interpretation (Merriam, 1998).
Qualitative research was appropriate for this study for a number of reasons. First,
as a teacher, I directly participated in the teaching and learning of my students during the
course of the Readers Theatre program. Additionally, working in a mainstream classroom
meant that the number of participants available for the study was limited. This fact
allowed only a small, nonrandom sample for the study. Also, the structured format and
large number of students required for a quantitative research project would be unfeasible
for this study.
Quantitative research is focused on gathering numerical data. Data is ideally
gathered from a large, randomized sample of participants. Variables are minimized and
procedures are controlled to ensure the validity of the findings (Bogdan & Biklen, 2007;
Lauer, 2006).
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Elements of quantitative research were appropriate for this study because data
could be collected and analyzed in a controlled environment using rating systems that
allowed data to be compared numerically. This research project used an action research
methodology with a limited number of nonrandom participants. The study used pretests
and posttests to measure the changes in the prosodic reading habits of its participants.
These changes were measured using rubrics (Appendix A) that were designed to judge
the intonation, stress, and timing of the study’s participants (Bogdan & Biklen, 2007;
Lauer, 2006).
Action Research
The type of research conducted in this study was action research. This type of
research is often conducted on a small scale, which is ideal for an elementary classroom.
The purpose of action research is to address a specific problem with the goal of
improving outcomes. The action research approach allows for both qualitative and
quantitative information to inform the study and interpretations of the data. The process
of carrying out this type of research requires the researcher to act, observe, reflect, and
adjust (Ferrance, 2000). These steps mirror the actions of any reflective teacher and fit
well with the goals of this study. (Mackey & Gass, 2005; McKay, 2006).
Data Collection
Setting
This research was conducted at a large public school in a large suburban school
district in the upper Midwest. The school has a larger number of ELs than the average
elementary school in the district. It has the largest number of Latino students in the
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district, with 26% of the students receiving free or reduced lunch benefits. This study was
conducted in a co-taught second-grade classroom, in which I, the ESL teacher, join the
class for an hour and five minutes of each school day. A cluster of seven ELs is in the
class along with 19 additional students. The entire class participated in an 18-day Readers
Theatre program. Three pretests and posttests were completed by EL participants in a
room separate from their peers not participating in the study.
Participants
Six second- grade students between the ages of seven and eight participated in
this study. Three participants were Spanish-speaking ELs and three were NSs. All
participants had recently been assessed by their teacher in the area of reading using the
second edition of the Benchmark Assessment System 1 (Fountas & Pinnell, 2011). The
Benchmark Assessment System 1 (BAS) is a reading assessment kit that uses leveled
books, recording forms for records of oral reading, and comprehension conversations to
determine the independent and instructional reading level of students. Using the BAS,
teachers sit individually with students, listen, and take notes as students read a selected
leveled text aloud. After reading the text, students demonstrate their understanding of the
text by discussing it with their teacher and responding to questions. Teachers then
analyze the data they have collected in order to find the reading levels of each of their
students and determine what further instruction is needed.
Additionally, the three ELs all completed the WIDA ACCESS for ELLs. As
described on WIDA’s website (WIDA, 2013), the ACCESS for ELLs is a large-scale
English proficiency assessment given to students in grades kindergarten through 12 that
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have been identified as ELs. ELs in Minnesota and 34 other states take the ACCESS for
ELLs each spring. It includes a speaking test which is administered individually by an EL
teacher or other trained staff person, and listening, reading, and writing tests, all of which
are administered in a group. The tests are weighted and a composite score is given. In
Minnesota, many school districts consider a composite score of 5.0 with no individual
test score below a 4.0 to be a passing score (Minnesota Department of Education, 2013).
Teachers consider this score and other measeure of academic progress when deciding
whether an EL student is ready to discontinue EL service and should be placed on
monitor status or exited from EL service. General descriptions of each of the study’s
participants follow.

Table 3.1
Student Background Information
Student Name
(Pseudonym)

Native
Language

Composite
English
Proficiency
Level

Speaking
English
Proficiency
Level

Reading Reading Level
English
Proficiency
Level

Emanuel

Spanish

3.6

2.9

5.0

Mid 1st Grade

Andrea

Spanish

3.6

2.9

5.0

Mid 1st Grade

Jocelyn

Spanish

3.4

2.9

3.9

Late 1st Grade

Jake

English

N/A

N/A

N/A

Late 1st Grade

Jennifer

English

N/A

N/A

N/A

Late 1st Grade

Katherine

English

N/A

N/A

N/A

Mid 2nd
Grade
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Emanuel was born in the United States and came from a home where Spanish was
the primary language. Neither of his parents were English speakers. Emanuel’s English
proficiency level was 3.6 and he was reading at a mid-first-grade level. He received
English support in a co-taught classroom and additional reading instruction in a pullout
group.
Like Emanuel, Andrea was born in the United States. She lived in a home where
Spanish was the primary language. Her parents were not fluent English speakers.
Andrea’s English proficiency level was 3.6. At the beginning of this study her
independent reading level was a mid-first-grade level. She received English support in a
co-taught classroom only. She received reading instruction in her mainstream classroom.
Jocelyn was also born in the United States and comes from a home with Spanishspeaking parents. Her parents were not fluent English speakers. Jocelyn’s English
proficiency level was 3.4 and her independent reading level was at a late-second-grade
level. She received English support in a co-taught classroom and received reading
instruction in her mainstream classroom.
Like all of the NSs in this study, Jake was born in the United States. He was
reading at a late-first-grade level at the time this study began.
Jennifer, a native speaker of English, was reading at a late-first-grade level, as
well.
Katherine, also a native speaker of English, was reading at a mid-second-grade
level at the time this study began. These six students were selected in order to create a
group of participants with similar reading levels. While there were other NSs in the class
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with reading levels closer to those of the students in the EL group, I was unable to obtain
permission from a number of families. The participants in the study represent the group
of students with the closest possible reading levels to one another whose families granted
permission for them to participate in the study.
Data Collection Technique 1: Testing
The pretest and posttest were recorded using Garageband, an audio recording
software, on a personal computer. The pretest was conducted before the beginning of
each of the three cycles and the posttest was conducted after the completion of each
cycle. The participants were asked to read a portion of a Readers Theatre script that was
approximately at their instructional reading level.
Data Collection Technique 2: Observation
Observation is a natural process that people engage in every day. Teachers must
observe the learning and behavior of their students in order to respond appropriately with
the hopes of improving outcomes. Research observation, according to Kidder (as cited in
Merriam, 1998), is different from some other types of observation. Research observation
has four components. It serves a research purpose, is well planned, is systematically
recorded, and has control on reliability and validity.
The purpose of my study is to compare the changes in prosodic reading of ELs
and NS as a result of a Readers Theatre program. I focused my research observation on
my instruction and corrective feedback, as well as the guided and independent practice of
my students.
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There are benefits of including observation in a research project such as this one.
Observation provides a more holistic view of the research, which may lead to the
construction of a meaningful context that will improve the ability of readers of this study
to understand and interpret all of the data presented.
However, there are some drawbacks to using observation as a research technique.
In a busy classroom, with 26 students and two teachers, it is difficult to find the time to
record observations. Another challenge involved in observation is observer bias (McKay,
2006; Merriam, 1998). In order to overcome the difficulties present when using
observation as a qualitative measure in this study I recorded the mini lessons using a
video camera and reviewed them after each cycle of instruction. In addition, I took notes
in order to record my observations of the study’s participants during the student work and
rehearsal time. I then adjusted my teaching for the next instructional cycle based on what
I learned from the videos and notes taken during that cycle.
Procedures
Materials
Readers Theatre scripts were the most important materials used in this study. The
scripts used were from an online resource for educators called Reading A-Z (Reading AZ, 2013). On the Reading A-Z website there are many printable books, literacy activities,
and other resources for classroom use. The Readers Theatre scripts available from
Reading A-Z were chosen for this study because they are leveled in accordance with the
leveling system used in the Fountas and Pinnell Benchmark Assessment System (Fountas
& Pinnell, 2011). These levels are used to select texts that are at appropriate reading
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levels for the students at the school where this research was conducted. The scripts used
for this study were selected to correspond as closely as possible with the instructional
reading levels of each student. Due to the makeup of the class, it was not possible to
select scripts at the instructional level of every student in each group. Therefore, the
scripts chosen were within two reading levels of the instructional level of each student.
Pretests
Before conducting the pretests, students chorally read the scripts, once with their
classmates and a teacher, and once only with their classmates. The purpose of this group
reading was to ensure that students were not being recorded as they were doing a cold
reading. Participants were brought to a small classroom with a computer and the audio
recording software Garageband. They were asked to read the script without being
prompted to focus on prosodic reading. After finishing the script, the audio recording was
stopped and students returned to their classroom.
Instruction/Rehearsals
During the Readers Theatre program, students worked in small groups of three to
eight students, rehearsing their piece for six days. For each cycle, an attempt was made to
evenly distribute the study’s participants among the groups, while keeping them within
two levels of their independent reading level. Due to the broad range of reading levels
among students in the class, it was necessary to group more of the study’s participants in
certain groups. The largest number of the study’s participants to be in a group together
was three and the smallest number was one. Short mini-lessons were included at the
beginning of the lessons focusing on the aspects of timing, stress, and intonation, as well
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as voice volume and other tips to prepare students for their performances. Some research
has shown that explicitly teaching specific aspects of oral reading fluency in addition to
regular practice of Readers Theatre plays has little effect on student outcomes for NS
(Keehn, 2003). However, I believe that explicit instruction and modeling in these areas
were necessary and helpful for ELs who have less exposure to and experience with the
English than their NS peers. After the lessons and rehearsals, students performed their
pieces for their peers, other classes of students, and some teachers in the school. A total
of three pieces were rehearsed and performed, one during each of the three testing cycles.
Day One. On the first day of each cycle, pretests were conducted. As discussed above,
before conducting each pretest, the students chorally read the entire script with the
teacher once and then again chorally read with their group a second time. These group
readings were performed before the pretests so that students would not be doing a cold
read during the test. After these choral readings, one student at a time came to another
classroom to read the script and complete their recording until all participants were done.
Day Two. On the second day of each cycle, the lesson began with both teachers, my coteacher and I, splitting the class into multiple groups. Before expressively reading the
respective scripts to each group, we previewed the text and gave a brief description of
some of the key vocabulary. The expressive read alouds were followed by activities
designed to build background knowledge about the story, context, and vocabulary used in
each piece. Students first sorted the events of each story that were written on strips of
paper and put in envelopes. This activity required students to read and discuss the events
of the story. They also had to negotiate with one another so they could come to agree
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about the order of the story’s events. Then, they worked in groups to write sentences
using provided sentence fragments that explained and described the actions of the
characters in their pieces. This writing activity provided students with an opportunity to
reflect on the story. It also provided some evidence of student learning and gave both
students and teachers additional opportunities to discuss and clarify the occurrences in the
stories. Next, students drew pictures of selected vocabulary from the story and used the
vocabulary words in sentences. Finally, they shared their drawings and sentences with
their small group. This sharing ensured that students were able to hear and see all of the
vocabulary words from their story, and they were provided with opportunities for
feedback and questions from their peers about their representation and use of the
important vocabulary words from their story. This, in turn, provided students
opportunities to learn from one another.
Day Three. On the third day of each cycle, I displayed part of one of the scripts on the
interactive white board, using a video projected document camera. I asked students who
were working with that script to briefly describe the scene I had displayed. Then I
explained that I was about to read the text with inappropriate timing in order to show the
importance of reading in phrases. As I began to read, I did not pause at periods or
commas and I failed to use appropriate phrasing. After reading the text in this way, I
asked students to reflect on their listening experience. Then my co-teacher got out a
flashlight and used it as a visual to show my students how I paused as I reread the
selection. In my second reading I read with appropriate timing and my co-teacher shined
a light on the board every time I paused. This provided a visual scaffold that ensured
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students had noticed the length of my pauses. Then, we asked students to use their hands
as if they were headlights and open their hands when they heard a pause as the passage
was read a third, and final, time.
After modeling appropriate timing and providing students with a visual scaffold
and physical action to help them notice pauses, we got out a pencil and showed students
how to uses slashes to show appropriate pausing on our script. We inserted two slashes at
places that had longer pauses, and one slash where there were shorter pauses. Students
then broke into the two groups, each group with a teacher, and worked with their peers to
insert slashes to show the location and length of pauses in the text. At this time, teachers
worked with students to help them complete this work. A timing ‘key’ was provided as a
scaffold to assist students who had difficulty with this activity.
Students then got into their rehearsal groups and practiced reading their scripts
aloud with attention to reading with appropriate timing. After each read-through, students
switched parts so that they got to practice reading each part. As students read, they
stopped to help each other with their lines, with using appropriate timing, and at times, to
ask my co-teacher and me for assistance.
Day Four. Day four began with another mini-lesson. This lesson focused on sentence
stress. Again, a selection from one of the scripts was displayed on the board for the class
to see. My co-teacher started reading at the beginning of the selection and read one
sentence. Next, students were asked which word in the sentence was the loudest. We
drew a thick line under the word that the students identified as the loudest word in the
sentences. Then, we asked if there were other words that were kind of loud. We
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continued by drawing thin lines under the words that students identified as kind of loud.
Finally we explained that many words, in English, are read quietly almost get skipped
over. We then repeated this process with another sentence.
As Daly (2009) concluded in her study, I decided to keep my explanation of the
definition of stress simple by focusing solely on volume. While this simplified
explanation of stress ignores duration and pitch, I, like Daly (2009), believe that these
other aspects of sentence stress come naturally to students as they focus on the volume of
words in sentences. We generalized this learning by pointing out that we stress words
based on their importance when we speak. Throughout this unit of study, we periodically
identified words that were stressed in our everyday conversations and in our daily written
communication.
Again, as in day three, students got into their smaller rehearsal groups and
practiced what they had learned in the mini-lesson with their scripts. Students worked in
pairs to underline the most important word in each sentence with a thick line, and other
important words with thin lines. A key was, again, provided for students who were
struggling with this activity to ensure that students who were not working directly with a
teacher would be able to clarify any confusion. Then, students practiced their scripts with
their group members with attention focused on sentence stress. After practicing their
pieces multiple times, students were assigned their parts. Students were encouraged to
practice their lines at home to ensure that their performances would be successful.
Day Five. During the first cycle of instruction on day five, the mini-lesson focused on
tips and strategies for reading and communicating in front of a group. My co-teacher and
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I began the mini-lesson by communicating the learning goal to the students. We then
asked the class to observe how we looked, sounded, and what we did with our bodies as
we modeled a brief Readers Theatre performance for the class. We were aware of the
way we stood, where we held our hands, scripts, our voice level, and a variety of other
things as we performed our short piece for the class. After we finished, we elicited
observations from the class to get a list of tips and strategies for how to present a
performance in front of a group. We wrote out the ideas and asked students to model
some of the behaviors with their group. Lastly, students got into their rehearsal groups
and each group took a turn performing for their classmates. This performance served as a
dress rehearsal for the performances for other audiences the next day. After their dress
rehearsals, students were asked to reflect on their performance by writing something that
went well, something that needed improvement, and something that was interesting about
the experience.
During the second and third cycles of instruction, the mini-lesson on day five was
focused on intonation. I began by singing a hello song that we sang each day as a class to
greet one another before beginning our morning meeting. I moved my hand up and down
in correspondence with the pitch of the song to show students how the pitch, or
intonation, of my voice was changing as I sang. After completing the song I explained
that when we speak, the intonation of our voices changes in a similar way, but to a lesser
extent. My co-teacher and I then displayed a script on the interactive whiteboard, as we
had in earlier lessons, and we worked through a number of lines, drawing curving lines
above the words to show the changes in pitch in the sentences. We practiced reading
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some of the lines as a class. Then, a number of students read the lines for the class with
attention to the intonation changes in the sentence. At this time, we did not break into
groups to draw pitch lines on the scripts. I decided that the slashes, to indicate pauses,
and the thick and thin lines, to indicate sentence stress, would be enough of a visual
scaffold to help students read prosodically, without overwhelming them with too much
information.
As in the first cycle, students would get in their groups and took turns performing
their pieces for the class. But before this, they were given an opportunity to
independently practice reading with attention to intonation at their table spots in the
classroom. After the practice opportunity, students got together with their groups for one
more group run-through. This, as described above, served as a dress rehearsal for the
performances the following day, and provided an additional opportunity to practice using
appropriate intonation, as well as continue practicing using timing, stress, and the tips and
strategies for performing in front of a group that were taught in the first cycle of
instruction.
Day Six. On the sixth day the students had one more opportunity to practice with their
groups before their audience arrived. After finishing their final run-through, students
welcomed two classes of first-graders to their classroom. After brief introductions, each
group presented their Readers Theatre plays. After the performances had ended and the
audience had left, students were given an opportunity to reflect on the experience. The
rest of the class period was used to administer the posttests with the study’s participants.
Posttests
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At the end of each instruction cycle, a posttest was administered. As in the pretest,
participants were brought to a separate classroom and were recorded using a computer as
they read their script aloud. The reading was scored using a rubric.
Data Analysis
Testing
Both the pretests and the posttests were rated using rubrics (See Appendix A). In
order to analyze the growth of each participant and the groups, the scores on each of the
pretests and posttests were compared. The scores were compared between cycles, as well.
Scores of the EL and NS groups were also compared throughout.
Observation
The observation data was analyzed chronologically in order to tell the order of
events that were observed. This method is described by Patton (as cited in McKay, 2006)
as a way of organizing notes over a period of time. This method was used by Daly
(2009), in her research that has served as a model for this project.
Verification of Data
All EL participants in this study were native speakers of Spanish. These students
were selected to minimize variables of the study. Including native speakers of only one
language group in the EL group reduces variables that would otherwise be present in the
study. For example, by including only Spanish speakers in the EL group, it is assured that
the number of cognates present in English and the first language of the EL students is the
same for each child. Additionally, the prosodic features of the first language spoken by
the ELs are the same. These reduced variables allow us to make more accurate
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generalizations when it comes to the discussion of the results of this study. Also, in order
to establish inter-rater reliability in the quantitative portion of this study, a second rater
was used when analyzing the intonation, stress, and timing of the oral reading of all
participants. The second rater was the classroom teacher of the student participants in the
study. The teacher participated in the instructional portion of the study. The second rater
and I discussed the rubrics before they were rated and agreed upon the meaning of the
rubrics scores before listening to the recordings. Additionally, asked the second rater to
be as objective as possible.
It was also important to ensure the validity of the qualitative portion of this study.
The data collected through observation was recorded and analyzed. McKay (2006)
recommends this type of data collection technique for qualitative studies. Additionally,
McKay (2006) states that it is important to present findings in a way that is fair and
unbiased. To ensure that my analysis of the data was fair, I asked a colleague to review
the data collected from the observation. The colleague was the classroom teacher of the
participants. I asked the teacher to be as objective as possible while reviewing the data
obtained through the observations. McKay (2006) says that including tests along with
observation triangulates the data and helps to verify the data.
Ethics
A number of actions have been taken throughout the course of this study to ensure
that the research meets the highest standard of academic and professional ethics. First, the
research objectives were shared with the families of all participants in the study.
Informed consent was obtained from the parents or guardians of the participants. (See
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blank form in Appendix B). The human subject documentation was reviewed and
approved by my institution, Hamline University. All data was securely stored on a
password-protected personal computer and later transferred to a disc for storage after
completing the data analysis. Student anonymity was maintained throughout the study.
Finally, families were informed of their right to withdraw their child from the study at
any time during the research project.
Summary
In this chapter, the methods of this study were presented. Also, research
paradigms, data collection, and procedures employed in the study were discussed.
Finally, data analysis, verification of data, and ethics were described. The following
chapter will present the results of the research.
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CHAPTER FOUR: RESULTS

This study was conducted in order to determine whether the process of learning to
read prosodically is different for ELs and NSs. The previous chapter presented the
methods and research paradigm of the study. The study’s setting and participants were
described. In addition, the instructional strategies and testing procedures of the study
were explained.
The results of the study are presented in Chapter Four. First, test scores are given
and results of the observation are described. Next, the data are analyzed. Patterns and
trends in the data are examined. This is followed by the Interpretation section of the
chapter, which is an exploration of possible reasons for the results. Lastly, the Discussion
portion of the chapter looks at how the results relate to the research question of this study.
Presentation of Results
Pre- and Posttest Results
At the beginning of each of the three instructional cycles, a pretest was
administered. Before conducting the pretests, I chorally read the scripts once with each
group of students participating in the testing portion of the study and then they chorally
read the script with their group a second time without my support. I helped them with the
meanings and pronunciations of unfamiliar words during these first two readings. After
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this, each student walked down to a separate classroom to individually read a portion of
their script into a computer with me.
After each instructional cycle, a posttest was administered immediately after the
group performances. Each student walked down to a separate classroom and, again, read
a portion of their script into a computer. Following the third and final posttest, an
additional test was given to determine whether the improvements made in prosodic
reading during the course of the three instructional cycles would transfer to new material.
The additional test is referred to as the transfer assessment. The procedures for preparing
the students for the pretests with two practice read throughs were replicated prior to
recording the transfer assessments. After recording the transfer assessments, the Readers
Theatre unit was complete. No further instruction was given relating to the scripts used in
the transfer assessment.
The tests administered in this study were scored using a rubric (see Appendix A)
that was adapted and used by Ann Daly (2009), the author of the study this project is
modeled after. Daly adapted the rubrics from the Multidimensional Fluency Scale (Zutell
& Rasinski, 1991) and the Oral Reading Fluency Scale (NAEP, 1995) for her study of
Readers Theatre and the prosodic reading of ELs. The rubric focuses on timing, stress,
and intonation. Each of these three prosodic features has its own section of the rubric and
is scored separately. Students can earn anywhere from one to four points for each
prosodic feature. The sum of the scores from the three sections of the rubric is the
student’s total score. The total possible scores for each test range from a lowest possible
score of three points to a highest possible score of twelve points.
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Figure 4.1 Results from Cycle 1 Pretests and Posttests
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Figure 4.2 Results from Cycle 2 Pretests and Posttests
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Figure 4.3 Results from Cycle 3 Pretests and Posttests
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Figure 4.4 Comparison of EL Group and NS Group Average Test Scores
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As shown in Figures 4.1, 4.2, and 4.3, all students, both ELs and NSs, showed
progress in their prosodic reading during the course of each of the three testing cycles.
Figure 4.4 shows the averages scores of both the EL group and NS group during the three
cycles of pretests and posttests as well as the transfer assessment. During the first testing
cycle, the EL group average gain was 1.66 points. This was the smallest average gain by
either group during the three cycles. For the first cycle, the NS group average gain was
2.0 points. Gains made during the second cycle were larger for both groups. For the EL
group, the average gain during the second cycle was 1.83 points. The average gain for the
NS group was 2.5 points. The largest average gain made by either group was made by the
EL group during the third cycle. During this third and final cycle the EL group made an
average gain of 2.67 points while the NS group made its smallest average gain at 1.83
points. During the first two cycles the NS group made more growth than the EL group.
During the final cycle the EL group made more growth than the NS group. The largest
discrepancy between the groups’ average scores during any one test came during the third
cycle pretest. During this test the average score for the EL group was 5.66 points while
the average score for the NS group was 9.0 points. Therefore the NS group average score
was 3.34 points higher than the average score for the EL group during this third cycle
pretest. The smallest discrepancy between the groups’ average scores during any one test
came during the transfer assessment. The average score for the EL group was 8.16 points
while the average score for the NS group was 8.83. Therefore the NS group average score
was 0.67 points higher than the average score for the EL group during the transfer
assessment.
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When looking at the growth of each individual student from pretest to pretest,
improvements were not completely consistent. Two of the EL students, Emanuel and
Andrea, experienced gains from the first pretest to the second pretest, but then had scores
drop from the second pretest to the third pretest. They both then experienced their largest
gain from the third pretest to the transfer assessment. The variations can potentially be
attributed to individual differences. The third EL participant in the study experienced
growth from each pretest to the next, including the transfer assessment. All three of the
NS participants experienced at least one pretest to pretest with no growth or decline in
test scores. Jake experienced no growth from the first pretest to the second. He then made
a gain from the second pretest to the third. Finally, he experienced a small decrease in his
score from the third pretest to the transfer assessment. Jennifer showed growth from the
first pretest to the second, but then remained at that same level for the remaining pretests
and transfer assessment. Katherine experienced growth from the first pretest to the
second and again from the second pretest to the third, but then remained at the same level
from the third pretest to the transfer assessment. While the scores of each individual
student did not consistently rise from pretest to pretest, they did all trend upwards over
the course of the entire study. This is represented below in Figure 4.5.
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Figure 4.5 Results from Pretest to Pretest Including Transfer Assessment

The growth achieved by students throughout the entire Readers Theatre project is
represented in Figure 4.6. The first bar above each student’s name shows the test score
that was earned during the first pretest, at the beginning of the project. The second bar
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above each student’s name shows the test score that was earned during the transfer
assessment, at the end of the project. The scores show that all students, both ELs and
NSs, made progress during the course of the project. The overall gains of the students
ranged from 1.0 point to 5.0 points.

Figure 4.6 Growth from Cycle 1 Pretest to Transfer Assessment
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Figure 4.7 shows the average test scores earned for both the EL group and the NS
group during the Cycle 1 pretest and the transfer assessment. For the EL group, the
average gain from the first pretest to the transfer assessment was 3.5 points. For the NS
group, the average gain from the first pretest to the transfer assessment was 2.17 points.
The range of possible points for the tests was from 3 to 12. Hence, the EL group earned
an average gain of 39% during the project. The NS group earned an average gain of 24%
during the project.

Figure 4.7 EL and NS Group Comparison from Cycle 1 Pretest to Transfer Assessment
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Figures 4.8 and 4.9 show the average test scores for the EL group and NS group
respectively, during the course of the project broken down by prosodic feature (timing,
stress, intonation). Each recording was rated with rubrics that focused on the prosodic
features of timing, stress, and intonation. Students could earn from one to four points for
each prosodic feature. The points for the three prosodic features were added up to
determine the total score for each test.
Figure 4.8 shows that, for the EL group, scores for timing were slightly higher
than scores for stress and intonation during the first cycle tests. In fact, the EL groups’
scores for the timing feature received the highest or tied for highest score, of the three
prosodic features that were measured, in five out of the seven tests. Over the course of the
project scores for stress and intonation were very similar, with intonation receiving just
slightly higher scores than stress.
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Figure 4.8 Average Score by Prosodic Feature for EL Group
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Figure 4.9 shows that, for the NS group, scores for stress and intonation were
slightly higher than scores for timing. Scores for intonation were just slightly higher than
scores for stress. Scores for the timing feature received the lowest or tied for lowest score
of the three prosodic features in six out of the seven tests.

Figure 4.9 Average Score by Prosodic Feature for NS Group
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Figure 4.10 shows the total gains made in each prosodic feature during the three
instruction cycles. The gains made by each student during each cycle were added and
organized by EL and NS group to illustrate total growth made by each group as a result
of the instructional cycles. This is an additional way to compare the differences between
ELs and NSs in their learning during the cycles of instruction. The total growth made by
the EL group during each of the three instructional cycles for timing was 7.5 points. The
NS group made 5.5 total points of growth in timing during the three instructional cycles.
Timing was the only prosodic feature which the EL group made more growth than the NS
group. The NS group made 7.5 total points of growth in the prosodic feature of intonation
while the EL group made 6.5 total points of growth in the area of intonation.
Additionally, the NS group made 6.5 total points of growth in the prosodic feature of
stress during the three instructional cycles. The EL group made 4.5 total points of growth
in the area of stress.
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Figure 4.10 Total Growth During the Three Cycles of Instruction by Prosodic Feature

Scoring
A second teacher assisted in the rating of all seven tests given during this project.
This second-rater was my co-teacher for the project and also the classroom teacher of all
of the participants of this study. After the conclusion of the three testing and instructional
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cycles as well as the transfer assessment, the classroom teacher and I sat down together,
listened to the recordings, and rated them with the rubrics. We sat apart and refrained
from discussing the recordings or the scores we were recording. After completion of the
rating process, the two sets of data were compared. There were a total of 42 recordings
made during three testing cycles and the transfer assessment with three scores being
given for each recording. For each recording, a score was given for timing, for stress, and
for intonation. Of the 126 total scores assigned, 61% (77 scores) were scored the same by
both raters while 39% (49 scores) were scored with a one-point difference. When there
was a discrepancy, the scores were averaged. There were no instances of discrepancies
larger than one point in the two sets of data.
A closer look at the sets of data is warranted due to the fact that the second-rater
is a mainstream classroom teacher and I am an EL teacher. Differences in the ways the
prosodic reading of both ELs and NSs are perceived by their different teachers will
impact the type of feedback and instruction they receive. Of the total 126 scores given,
13% (16 scores) were marked lower by me than by the classroom teacher, while 26% (33
scores) were marked higher by me than by the classroom teacher. This shows that,
overall, the mainstream classroom teacher was about twice as likely to rate students one
point lower than I, the EL teacher. I tended to give higher scores and the classroom
teacher tended to give lower scores.
Of the total 126 scores assigned by me, for the EL group I rated 6% (7 scores) one
point lower than the classroom teacher and 10% (13 scores) one point higher. For the NS
group, I rated 7% (9 scores) one point lower than the classroom teacher and 16% (20
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scores) one point higher. These numbers show that I tended to give higher scores and the
classroom teacher tended to give lower scores for both the NS and EL groups. While I
was 4% more likely than the classroom teacher to give an EL a one-point higher score, I
was 9% more likely than the classroom teacher to give a NS a one-point higher score.
The scores given by the classroom teacher and myself show that we agreed more on the
rating of the prosodic reading of ELs than of the NSs. I tended to give NSs higher scores
and the classroom teacher tended to give NSs lower scores. A possible reason for this
could be that, as the researcher, I was worried about skewing the data due to researcher
bias and so I effectively over-compensated in my scoring. I knew that the results of the
data would reflect upon my teaching and its effectiveness for my EL students. To guard
against this bias, I may have unconsciously rated the NSs higher and the ELs lower. An
additional possible explanation for the difference between the scores of NSs and ELs is
that as an EL teacher, I may not be as familiar with the more native like prosodic features
of NS second-graders and may have inflated their scores. Additionally the differences
between my rating and my co-teachers rating may be in part due to our different roles as
a classroom teacher and an EL teacher as well as our different respective training and
educational paths. While considering these possibilities, it is also true that there will
always be a certain amount of difference when using multiple raters and this type of test
and rubric. The fact that none of the discrepancies were larger than a point shows that the
scoring was generally consistent.
The trend which showed that I gave higher scores than my co-teacher was
apparent throughout much of the data, but the trend reversed itself during the rating of the
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transfer assessment. For the transfer assessment, I gave a total of eight (three for the EL
group and five for the NS group) lower scores than my co-teacher while not giving any
higher scores. This could be due in part to my fear of skewing the results that I referred to
above. The transfer assessment, being the final measure of overall growth during the
course of the study, was important in the data and I may have rated students lower in an
attempt to guard against researcher-bias. Additionally, this reversal in trend may have
been in part due to my co-teachers investment in the project and hopes that I would find
success and happiness in the results. While we did discuss the importance of rating the
recordings as impartially as possible, it is possible that either my ratings or the ratings of
the classroom teacher were influenced by our unconscious hopes related to the results of
the project.
Of the 49 scores in which my co-teacher and I differed in our rating, 11 were in
the area of timing, 18 were in the area of stress, and 20 were in the area of intonation.
Differences between the ratings of both the NSs and ELs by the classroom teacher and
me were, for the most part, relatively minor. Of the 126 total scores given, I rated ELs
lower than the classroom teacher in the area of timing 1% (1 score) of the time while I
rated NSs lower in the area of timing 2.5% (3 scores) of the time. I scored the EL group
higher than the classroom teacher in the area of timing 3% (4 scores) of the time as I
scored the NSs higher in the area of timing 2.5% (3 scores) of the time. For the prosodic
feature stress, I rated ELs lower than the classroom teacher 3% (4 scores) of the time and
I also rated the NSs lower 3% (4 scores) of the time. Additionally, I scored both the EL
and NS groups higher than the classroom teacher 4% (5 scores) of the time for each
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respective group. In the area of intonation there was more variation. I rated both the ELs
and the NSs lower than my co-teacher 2% (2 scores) of the time for each group
respectively. I rated the EL group higher than the classroom teacher 3% (4 scores) of the
time. The classroom teacher and my scores for the NS group in the area of intonation
differed in 10% (12 scores) of the total 126 scores given with my scores being higher
than my co-teacher’s. These numbers show that the classroom teacher and I, the EL
teacher, had similar scores for both the EL and NS group in the areas of timing and stress
and also in the area of intonation for the EL group. We disagreed most on our ratings of
the intonation of the NS group.
Observations
Observations of the teaching and learning were recorded during each cycle of
instruction. The mini lessons were recorded with a video camera and reviewed at the end
of each instructional cycle in order to observe and adjust the teaching for the next cycle. I
recorded the observations of the students’ learning with a pencil and paper after the mini
lessons, during the students’ class rehearsal time.
Routines. The testing and instructional routines were modeled after Ann Daly’s (2009)
research project, which focused on the teaching of prosody to ELs through Readers
Theatre in a small pullout group. As was the case in Daly’s project, the pre and posttests
took longer than expected. Testing took longer because during each cycle, there were
three different scripts being read by the participants of the study. That meant that for the
pretests I needed to read each of the three scripts with the three different groups of the
study’s participants and then bring them to another space to record. During the second
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group of pretests, I ran out of class time and had to come back later in the day to read the
scripts and record the pretests with two students.
Another factor that influenced the testing routines was student absences. Two
students were absent for a day or two during the project. One student missed the first
cycle’s performances. She therefore had to record the posttest on the following day and
then, later in the day, she recorded her pretest for the next cycle.
The routines of the instructional cycles followed the model of Daly’s (2009)
project. The first cycle included comprehension activities, a lesson on timing, a lesson on
stress, and then a lesson on how to present a Readers Theatre performance for an
audience. The second and third cycles included the lessons on comprehension, timing,
and stress, but then replaced the lesson on presenting a performance with a lesson on
intonation. Observations of the students and their progress showed that these instructional
cycles were appropriately designed and did not need modification.
Comprehension Activities. During the second day of each instructional cycle the
teaching and learning were focused on building background knowledge related to the five
different stories that the class would be working with. Observations showed that
completing the planned activities in the allotted time was a challenge for both teachers.
At the beginning of the lesson, teachers explained the planned activities to the students.
Then two groups of students went with the classroom teacher to one side of the classroom
and three groups of students went with the EL teacher to another part of the room. The
teachers each read one of the stories simultaneously to their groups focusing on reading
prosodically. Then after each story was read by the teacher, the students who would be
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working with that story would be sent off with an envelope containing slips of paper with
sentences on them describing the main events of the story. Students worked together to
put the events of the story in order, then checked with their respective teacher to see if
they had succeeded in their effort. Observations from the first instructional cycle showed
that the number of events students were expected to put in order was too high, making
this activity difficult for the groups. Furthermore, the challenging nature of this activity,
and the fact that teachers were tied up reading additional stories while the several groups
were off working caused several disagreements between students as they tried to
determine the correct order of their story’s events. These challenges led me to reduce the
number of main events in each envelope during cycle two and then again in cycle three.
Additionally, some instructional time was devoted to solving problems when
disagreements arose during this activity.
After the groups of students listened to their story being read aloud by a teacher
and worked with their small group to put the main events of the story in order, they were
asked to write three sentences related to their story by taking provided sentence
fragments and adding to them. This activity was modeled during each of the instructional
cycles. Observations during the first instructional cycles showed that many students had
difficulty using a sentence fragment from their story to make a complete sentence. At the
beginning of the day’s lesson students were shown how to take the words given in the
sentence fragment and add to them while adding capital letters and punctuation. Some
students copied the sentence fragment and then stopped. Some students just added to the
sentence fragment without using proper capitalization and punctuation. Also, some of the
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sentence fragments would only make sense if additional words were written before them.
This was particularly challenging for students. During the second instructional cycle, the
sentence fragments chosen could all be put at the beginning of the sentences. Also, we
were able to look at student work during the second and third instructional cycles in order
to show students how to change a sentence fragment into a complete sentence.
While completing the sentence fragment activity was a challenge for many
students, observations showed that the activity served the purpose of giving students
opportunities to discuss and deepen comprehension of the stories with their group
members. Students were talking with one another, asking questions and clarifying as they
worked to write sentences about the stories.
Finally, each group of students was given a set of vocabulary words from their
story. There were the same number of vocabulary words as students in each group.
Students were asked select one word each. The word was written at the top of a blank
sheet of paper. The students were asked to either write a definition or use the word in a
sentence on one side of the sheet of paper and then draw a picture representing the
meaning of the word on the other side. Unfortunately, due to the lack of time available, I
was unable to stay in class during this portion of the student work time during all three
instructional cycles. I asked my co-teacher to observe and report back to me about the
effectiveness this activity. After each comprehension lesson, my co-teacher collected the
vocabulary sheets and shared observations about the vocabulary activities. Students
worked together, asked one another questions and completed their vocabulary work
before sharing with their group mates. The sharing was quick and informal due to the fact
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that each of the groups of students was completing different activities and the classroom
teacher was managing all of this by herself.
Lessons on Timing. On the third day of each instructional cycle the mini lesson and
student rehearsal time focused on timing. Observations showed that many students
responded well and were engaged during these lessons. This was particularly evident
when we used a flashlight to demonstrate when and how long to pause while reading.
Students seemed very attentive when the flashlight was being turned on at commas,
periods, and other punctuation marks. Most students seemed to pick up the difference in
lengths of pauses quickly. This was evident when students put their hands over their
heads and, as a text was being read aloud, opened their hands when we came to
punctuation marks. Observations showed that a number of students, including some ELs,
seemed less confident as the class was completing this activity. The more hesitant
students seemed to be watching their classmates rather than looking up at the text on the
interactive whiteboard. This meant that some students were trying to follow along with
their classmates rather than looking closely at the text and demonstrating an
understanding of the ideas being presented. This challenge continued throughout the three
instructional cycles. After observing the hesitancy of certain students, my co-teacher and
I checked-in with them and demonstrated the strategy individually and asked them to
practice again.
Additionally, writing the lines into the text as a visual scaffold to represent
pausing at punctuation, as described in Chapter Three, was helpful because it provided
some evidence that students were noticing the punctuation in the text. My co-teacher and
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I were able to quickly check that students were looking for punctuation by looking at the
lines they had recorded in their scripts.
Further discussions about timing focused on meaning. Throughout the
instructional cycles scripts were selected to use as teachers modeled prosodic reading for
the class. In certain scripts, the class noticed that certain characters were pausing
frequently in the middle of utterances. Students were asked to think about what a
character was thinking and how the character was feeling. For one particular story,
students noticed that the character seemed confused and hesitant. This led to a discussion
about how timing and pausing can be used for more than just marking the ends of phrases
and sentences.
Lessons on Stress. On the fourth day of each instructional cycle the mini lesson focused
on the prosodic feature of stress. As Daly (2009) noted in her study, the concept of stress
was unfamiliar to my second grade students at the outset of this project. During the full
class mini lessons, observations showed that most students could successfully identify
words that received more stress when they were read aloud by a teacher. Both NSs and
ELs often needed sentences to be repeated in order to identify words that received more
stress than others. Also, review of the videotaped lessons on sentence stress showed that
both NSs and ELs misidentified words that received stress when they were read aloud by
a teacher.
During group rehearsal time, observations showed that the ELs in the class
appeared to have difficulty deemphasizing function words like to, the, or a. This also
seemed to be the case in their spoken English. Notes taken by the researcher during the
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three cycles of instruction showed that ELs seemed to struggle more in their efforts to
read with stress while NSs appeared to use stress in ways that sounded more native-like.
A factor that may have contributed to the difficulty that a number of ELs
experienced in deemphasizing function words could be the influence of the stress patterns
of the students’ native language. The EL participants in the study, as well as the other
ELs in the classroom, were all native speakers of Spanish. While English is a stressedtimed language, Spanish is a syllable-timed language (Avery & Ehrlich, 1992). This
means that in English, stressed syllables tend to occur at regular intervals. In syllabletimed languages, like Spanish, syllables receive similar amounts of weight throughout a
sentence. The stress patterns learned by a native speaker of Spanish may cause
interference when the individual is speaking and/or reading out loud in a stress-timed
language, like English. Struggles with the rhythmic features of English can adversely
affect the comprehensibility of ELs (Avery & Ehrlich, 1992). Guiterrez Díez (2001)
found that when spoken by native speakers the unstressed syllables of English and
Spanish were similar in duration, while the stressed syllables of English received a longer
duration than those of Spanish. Additionally, native Spanish-speaking ELs gave longer
duration to both stressed and unstressed syllables when speaking in English (Gutierrez
Díez, 2001). When comparing the stress of content words and function words uttered by
native Spanish-speaking ELs, it may seem that they are failing to deemphasize function
words, but the challenges of appropriating the correct amount of stress may be a more
complicated issue.
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After reviewing the video from the first instructional cycle’s lesson on stress, it
was decided that an additional scaffold should be used to help students focus more on the
aspect of stress. In addition to underlining words that received stress with lines, I showed
students that they could add a little physical movement, like a wave of the hand or bend
of the knees, when they came to words that received more stress. We practiced this
together and, although only a few students incorporated it into their own small group
practice, it was an additional scaffold to help students tune into words that received
stress.
Lessons on Intonation. The fifth day of the second and third instructional cycles focused
on the aspect of intonation. The main purpose of the lessons was to raise the students’
awareness of the presence of intonation in speech. First, I sang a song familiar to the class
and moved my hand up and down along with the rising and falling pitch of the song’s
tune. I then asked students to do the exercise with me. Next, I sang another song that the
group was familiar with and asked them to show me the changes in intonation by moving
their hands to mirror the pitch. Some of the students were able to do this activity
successfully, but others struggled. Next, I displayed a script that one of the groups would
be performing during the instructional cycle on the interactive whiteboard and read aloud
some of the lines. I drew pitch contour lines above the text to represent the intonation
with which the text had been read. I then asked students to read various lines from the
script while I again drew the pitch contour lines above the words. As in Daly’s (2009)
study, I did not ask students to draw pitch contour lines, as this most likely would not
have been a worthwhile activity.
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Observations of student rehearsals showed that the scripts that students were
assigned influenced the amount of success that students experienced as they focused on
reading with appropriate intonation. Some of the scripts that were at a lower reading level
had more repetition in the text than other scripts used during the project. This repetition
gave students in these groups more practice and peer modeling of certain phrases,
improving their intonation. One script followed a consistent linguistic pattern, starting
with a yes/no question with a rising intonation, then following with two statements
answering the question with falling intonation. Other scripts were based on familiar fairy
tales. Again, these familiar stories provided repetitive, familiar phrases that influenced
the intonation, stress, and timing with which students read.
Student Responses. During the course of this Readers Theatre project student responses
were noted in order to record the attitudes of students toward the work that was being
done.
As the first day of the study began and the study’s participants were learning
about the plans for the Readers Theatre project, word quickly spread throughout the class
that we would soon begin working on ‘class plays’. When the first list of student groups
and scripts were displayed, the class was abuzz with excitement. This scene was
replicated each time a new cycle began and the new scripts and groups were announced.
Throughout the study, I heard from students, both ELs and NSs, that they had practiced
their lines at home with their family members. One student in particular, with the
guidance of her older sister, took to reading her lines in the voice she imagined for the
particular character. One of the characters was a pig, for which the student added a few

72
oink, oinks. The other character was a goat. She read those lines with a faint goat-like
intonation that could have been missed if one was not paying close attention. During the
second cycle of instruction, I learned that one group of students had gotten together
outside of school to practice for their performance. For the third and final performance a
group of students decided to wear clothing to school that would also serve as costumes
for their scripts.
While much of the excitement and energy during the project was positive, a
number of minor problems also occurred. As students began to practice lines and trade
roles during the first couple days of rehearsals, some students began to focus on claiming
certain parts for themselves. When two students decided they both wanted a certain role,
disagreements arose. Before beginning the project, my co-teacher and I decided that we
would allow groups of students to select their own parts after two days of rehearsals in
which students practiced and traded parts freely. This decision was made because we
believed that getting involved in role selection would be very time consuming and
complicated due to the fact that we had five groups of students. By the third cycle, it was
becoming clear that certain students seemed to be choosing larger roles with more lines
than others, so we decided to get more involved in the selection of parts. We explained to
students that if they had had a larger role in one of the first two performances that they
should take a smaller role for the third performance. This ensured that some of the quieter
students got the opportunity to play a more central role in the performances.
An additional challenge occurred when one student refused to participate in the
rehearsal and performance of the scripts. This student appeared unhappy about the
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prospect of standing and reading in front of an audience. After multiple discussions and
attempts to sway the student, my co-teacher and I decided that it would be better to use
the student’s talents to support his group in a different way. The student was required to
participate in rehearsal of the plays, but instead of performing he created a poster
advertising the play that was displayed for his group’s performance.
Interpretation
Factors Contributing to Growth
During the course of this study, student participants experienced improvements in
their prosodic reading based on both qualitative and quantitative measures. A number of
factors seem to have played a part in this growth and they include repeated reading, adult
and peer modeling, comprehension activities, instruction focused on prosodic features,
and the performance element of Readers Theatre.
Repeated reading was designed to be a central piece of this project. Students read
and reread their scripts on the third, fourth, and fifth days of each instructional cycle.
They were asked to trade parts with their group members on the third and fourth cycle
days and select their parts at the end of rehearsal time on the fourth cycle days. At times,
students were asked to read the entire script with the group members. Many students also
shared that they had practiced reading their scripts multiple times at their homes. This
focus on repeated reading allowed students to gain mastery of the decoding element of
reading and focus more on the prosodic features of reading.
Another factor that contributed to the growth of student participants in this study
was adult and peer modeling. On the second day of each instructional cycle, my co-
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teacher or I performed a dramatic read aloud of each of the scripts for the students who
would be performing them later in the week. The modeling that we provided seemed to
directly influence the timing, stress, and intonation that many of our students used when
they began reading the scripts. Additionally, the modeling that students provided for their
peers as they read scripts and then traded parts before reading the scripts again seemed to
contribute to improvements in prosodic reading throughout the study.
The collaborative rehearsals were an additional factor that contributed to the
growth of student participants in this study. Students were reading aloud and monitoring
their own, as well as their group members’, prosodic reading. The small groups allowed
each student to produce spoken language, receive feedback from peers, and adjust their
prosodic performances. This process of producing language contributes to thinking and
learning (Swain, 2005). The collaborative nature of the group rehearsal process and
performances likely contributed to student growth during the project.
The comprehension activities included in the instructional cycles also contributed
to the growth students demonstrated during the course of this study. Teachers helped
students build background knowledge about the stories. As students worked in groups to
put the main events of the stories in order, they were asking each other questions and
helping one another understand the elements of the stories more clearly. This was also the
case with the sentence completion and vocabulary activities.
The focused reading instruction related to the prosodic features of timing, stress,
and intonation increased the students’ awareness of these elements. Additionally, students
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were given strategies and instructional scaffolds to assist them as they focused their
attention on these aspects of reading.
Finally, the performance element of Readers Theatre contributed to student
growth in this project. Many students were motivated by the knowledge that they would
have an authentic audience for their work. This high level of motivation was made
evident through the comments students made during the project and the work they
accomplished during class time and also at home.
Individual Differences Among Student Participants
As is the case with any group of students, the study’s participants demonstrated
unique strengths and encountered different challenges during the course of the project.
The individual differences among students may account for some of the variations in test
scores that this study used to measure growth.
Jake, a NS, made the smallest gain of any participant when looking at the test
scores from the first pretest to the transfer assessment, making just one point of growth.
His score on the transfer assessment was the third highest of the participants. During each
instructional cycle, Jake’s growth in test scores from pretest to posttest was consistently
among the highest of the study’s participants. When looking at all the pretests conducted
during the study, his transfer of skills learned appeared to be less than his peers.
Jennifer, another NS, made the fifth largest gain of the six participants when
looking at the test scores from the first pretest to the transfer assessment. When looking at
these test scores, Jennifer made two points of growth. Her score on the transfer
assessment was the fifth highest score out of six participants. As was the case with Jake,
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Jennifer made strong growth during each testing cycle, from pretest to posttest. Both Jake
and Jennifer were reading at a late first-grade level during this study, but it was clear that
Jennifer struggled more with decoding. This challenge likely made it more difficult for
her to consistently devote a large amount of attention on reading with prosody.
Like Jennifer, Emmanuel appeared to struggle with decoding during much of the
project. Emmanuel is an EL who read at a mid first-grade level. At the beginning of this
project, his reading level was lower than the other five participants in the study.
Emmanuel had two and a half points of growth, the fourth largest gain of the participants,
when looking at the scores from the first cycle pretest and the transfer assessment. His
final score on the transfer assessment was the fourth highest of the participants.
Emmanuel is generally quiet and introverted in class. His low cycle one pretest left quite
a bit of room for growth during the course of the study. Emmanuel’s more quiet nature
didn’t seem to deter him from participating and enjoying the performance element of the
Readers Theatre project. This could have contributed to his growth as measured by test
scores.
Jocelyn, another EL who participated in this study grew by three points during the
study as measured by the first cycle pretest and transfer assessment. This growth was the
third largest of the six participants. Her final score on the transfer assessment was the
lowest of the student participants. Jocelyn was reading at a late first-grade reading level
during the study, the same level as both Jake and Jennifer. Like Emmanuel, Jocelyn is
quiet in class. She did not appear to be as motivated by the performance element of the
project as the other participants. This is in keeping with my impressions of her learning
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style and preferences. Additionally, Jocelyn experienced a number of absences during the
course of the study, missing the first performance and at least one day’s lesson. These
factors may have slightly limited Jocelyn’s growth during the course of the study.
Katherine, a NS, experienced the second highest rate of growth as measured by
the cycle one pretest to the transfer assessment, at three and a half points. Katherine had
the highest score of all of the study’s participants on the transfer assessment. Her overall
growth during the course of the study was limited due to the fact that a number of her
scores were near the top of the scoring range. Katherine’s reading level was at a mid
second-grade level, higher than the other participants. This meant that Katherine was
reading scripts at a higher reading level than the other participants during much of the
project. She read with a higher degree of automaticity than the other participants in this
study, so was likely able to devote more attention to the prosodic features of the text.
Additionally, Katherine appeared to be very motivated by the performance aspect of the
project. She reported that she and some of her group member had met outside of school
to practice for their upcoming performance. This extra practice, high level of engagement
in the project, as well as the fact that Katherine was at a higher reading level may have
contributed to the higher scores earned during the Readers Theatre project.
Finally, the study’s final EL, Andrea, earned the highest level of growth among
the study’s participants based on the scores from the cycle one pretest and the transfer
assessment. Andrea grew by five and a half points according to this measure. Her score
on the transfer assessment was the second highest of study’s participants. Reading at a
mid first-grade level, Andrea reading level was slightly higher than Emmanuel’s and
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lower than the study’s other four participants. This meant that during this project, Andrea
read scripts that were at a lower reading level than many of the other participants. Like
Katherine, Andrea appeared to be highly motivated by the performance element of
Readers Theatre. She reported practicing her part numerous times at home with her older
sister and other family members. Andrea also altered the tone of her voice in order to
sound like the characters she played for the performances. These factors contributed to
her high levels of growth throughout the project.
Overall it appeared that reading level, language background, degree of shyness,
decoding ability, interest in performance, and family support all played a role in student
achievement during the course of this study. Additionally, instructional choices and
project design influenced student achievement. The next section of this chapter will
discuss these factors.
Discussion
In this chapter, the results of this project have been presented. These results begin
to shed light on answers to the study’s research question: How does a Readers Theatre
program differently affect the prosodic reading of second-grade English learners and
native English speakers? First we will look at the similarities that these groups
experienced as a result of the Readers Theatre program. Both test scores and observations
indicate that a Readers Theatre program with a focus on comprehension and instruction
related to prosodic features improved the prosodic reading of both NSs and ELs. All
student experienced improvements in test scores from pretest to posttest during each of
the three cycles. Additionally, when looking at the Cycle 1 pretest and the transfer
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assessment, it shows that all students experienced growth during that course of the study
as a whole and that improvements transferred to new, unrehearsed material.
When looking at scores from pretest to pretest while including the transfer
assessment, we see that transfer of skills learned to new material was not consistent for
ELs or NSs. Three students, two ELs and one NS, experienced one drop in test scores
from a pretest to the next cycle’s pretest. Two students, both NSs, experienced a flat
score from pretest to pretest, one student experiencing the flat score one time and the
other student twice. Only one student, an EL, experienced growth from each pretest to
pretest and then again to the transfer assessment. No patterns or trends can be drawn from
this data and generalized to explain differences in how ELs and NSs transfer prosodic
skills learned to new, unrehearsed material.
As for differences in the ways that ELs and NSs learn to read prosodically, some
patterns can be seen. For example, ELs in this study generally scored lower than NSs
when rated for their prosodic reading. During the course of the study when looking at the
Cycle 1 pretest and the transfer assessment, ELs made more overall growth than the NS
group. When looking at the performance of each group as related to the individual
features of prosodic reading, there are some differences. By looking at the points of
growth earned for each prosodic feature by each group during all three cycles we can see
the differences in how the groups learned. The EL group made more improvements in the
area of timing than the NS group. The NS group made more growth in the areas of stress
and intonation than the EL group. When teachers are teaching their students to read
prosodically, or read with expression, it is important for teachers to be aware of these
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differences. While ELs may have more success with pausing at the ends of sentences and
phrases, they may have more trouble reading with native-like stress and intonation. EL
students may benefit from extra scaffolding and instruction in these areas.
The results of this project indicate that all students, both ELs and NSs, progressed
in their prosodic reading abilities. Still, changes to the design and implementation of the
project could potentially increase student learning. First, implementing this project with a
smaller group of students may be beneficial. Carrying out the comprehension activities
with five groups, five different scripts, and just two teachers proved to be a challenge. My
attention was being pulled in different directions at once and I was unable to give any one
group appropriate attention and support. Performing quality observation was also difficult
due to the large number of groups. Therefore, in increase in the number of teachers
participating in the project or a decrease in the number of students improve the teacher to
student ratio. One option that would accomplish this goal would be to implement the
project with a small pullout group of students. However, this would effectively change
the research question of the project due to the fact that an EL teacher would, in most
cases, be unable to compare the learning of both ELs and NSs in a small pullout group of
only ELs.
An additional change that could potentially increase student learning, particularly
that of ELs, would be an increased focus on vocabulary development. Additional
activities designed to increase student understanding of unfamiliar vocabulary would
likely improve student comprehension of the stories and therefore improve prosodic
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reading. This would require additional time for each lesson or an additional day dedicated
to vocabulary development for each of the three cycles.
Still another change that may increase student learning would be the incorporation
of a computer-based multi-sensory program, like that used in Ramírez Verdugo’s (2006)
study, designed to assist students in their ability to recognize and produce native-like
prosodic reading. This more structured and ongoing focus on the prosodic feature of
English would likely improve student learning.
Summary
The results of this study were presented in this chapter. Test scores were outlined,
and observations were discussed. Data was analyzed and patterns and trends were
examined. An interpretation of the results included possible reasons for the results. The
discussion section of the chapter explored how the results related to the original research
question of the project.
The final chapter of this paper will summarize what I have learned from this
project and how it will impact my future instruction. A discussion of the limitations of
this study will be included as well a list of suggested topics for future research.
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CHAPTER FIVE: CONCLUSION

The previous chapter presented the results of this study. The results of both test
scores and observational data were analyzed. The possible reasons for the results were
then explained. Finally, the relationship between the study’s results and the study’s
research question was discussed. Chapter Five will summarize the study’s findings and
explore how those findings relate to previous literature in the area. Implications of the
study will be explored, as will the limitations of the study. A list of possible topics for
future research will be included. Lastly, some concluding comments will be included.
Study Summary
This study was conducted in order to determine whether, and if so how, a Readers
Theatre program differently affects the prosodic reading of second-grade ELs and NSs. In
order to find the answer to this question, the Action Research method was used. Pre- and
posttest tests were administered and observational data were recorded throughout the
study. Tests were rated using a rubric, which was adapted by Ann Daly (2009) for her
study, which has served as a model for this research project. Daly adapted the rubric from
the Multidimensional Fluency Scale (Zutell & Rasinski, 1991) and the Oral Reading
Fluency Scale (NAEP, 1995).
Previous research has influenced and shaped this study. The current study builds
on research in order to further the understanding of researchers and educators as to how
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repeated reading through a Readers Theatre program impacts the prosodic reading of ELs
and NSs. The work of S. Jay Samuels (1979, 1997) brought attention to the positive
impacts of repeated reading on reading fluency. Numerous researchers have found that
repeated reading improves reading prosody and reading rates among both strong and
struggling readers whose native language is English (Kuhn, 2005; Rasinski, 1990;
Rasinski & Padak, 1994; Therrien, 2004). Additionally, repeated reading improves the
word recognition and comprehension of ELs (Bernhardt, 1983; Koda, 2005). The work of
Ann Daly (2009) shows that repeated reading through a comprehension based Readers
Theatre program can improve the prosody of ELs whose native languages are Spanish
and Hmong.
The use of Readers Theatre seemed to motivate many of the participants of this
study, as other researchers have previously noted (Forsythe, 1995; Kerry Moran, 2006).
Readers Theatre also seems to be an effective tool in helping struggling readers to read
more fluently (Daly, 2009; Keehn, 2003). Additionally, Readers Theatre provides
students with many opportunities to notice and reflect on language (Anthony, 2008). This
study attempted to look at how the learning of ELs and NSs may differ as a result of a
Readers Theatre program in a co-taught second grade classroom.
In Chapter Four, the results of this study were presented. They showed that all six
of the study’s participants, both ELs and NSs, improved in their ability to read
prosodically during each of the three instructional cycles and also over the course of the
project as a whole. The average gains made from pretest to posttest in a given cycle for
the NS group was 2.11 points. For the EL group, the average gain made from pretest to
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posttest in a given cycle was 2.06 points. During the study as a whole, looking at the
scores from the Cycle One pretest and the transfer assessment, the EL group made an
average gain of 39%. The NS group made an average gain of 24% over the course of the
study. During the study, the EL group made more improvements in the area of timing,
while the NS group made more improvements in the areas of stress and intonation. These
findings show that a comprehension-based Readers Theatre program can improve the
prosodic reading skills of both ELs and NSs and that their learning experiences may be
different.
Limitations
There are a number of limitations that should be considered when looking at the
results of this study. The limitations include the small number of participants, the range
of reading level of the participants, the range of scripts and familiarity of stories, the nonrandom assignment of students to a group, the lack of a control group, the short duration
of the study, the limited amount time for each lesson, and the subjectivity involved in
rating the tests with the rubrics.
The small number of student participants in this study limits the degree to which
the study’s results can be generalized. While an entire class of 26 students participated in
the instruction, practice, and performances, data was only collected for six students. This
was the case because the data collection took quite a bit of time and I would have been
unable to complete my duties as an EL teacher if I had spent additional time recording the
reading of additional students.
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The range of student reading levels was an additional limitation in this study.
Working in just one classroom, there were not three EL students and three NS students at
the same instruction reading level. This meant that student participants would be at a
variety of reading levels and would not be reading from the same scripts. This was also a
limitation because a number of scripts at the lower reading levels were familiar fairy tales
and fables, while scripts at the higher reading levels were not familiar to students. The
familiarity that most students had with the scripts based on familiar fairy tales and fables
undoubtedly influenced the prosodic reading performance of those students.
The limitation of my schedule and that of the mainstream second grade
classrooms also meant that randomly assigning student participants and using a control
group, which would not have participated in the Readers Theatre program, was not
feasible. Including a control group would have provided a baseline score that could have
shown if, and to what extent, the Readers Theatre program was a major cause of the
improvements in prosodic reading for the second grade participants. Without the control
group, it cannot be assumed that the gains made during the study were solely due to the
Readers Theatre program.
The short time frame of the project was also a limitation. The entire study, from
the first Pretest to the transfer assessment, took place over the course of 19 school days.
Additional transfer assessments administered weeks or months after the completion of the
instruction and performance portion of the study would have shown to what extend the
material was retained over a long period of time.
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An additional limitation to this study was the limited amount of time available for
the lessons. The instruction for this project took place in the morning after students
arrived, completed morning work, and sat in a circle for a class morning meeting. About
25 to 30 minutes was available for each lesson of the project. The mini-lessons seemed to
take the majority of this time and there was little time for me, the lead researcher, to
observe and coach students during the group practice time. My teaching schedule
required that I leave the class and go pickup a small group of students for another lesson.
This limitation meant that I had to depend on the observations of my co-teaching partner
to make observations and support students as they practiced together.
Finally, the subjectivity in rating the Pre- and Posttests with the rubrics was a
limitation to this study. Making judgments about the timing, stress, and intonation of a
reader with the rubrics was not conducted as a scientific endeavor in this study. However,
the data could be analyzed more objectively in a fully equipped phonetics lab. The
second-rater and I gave different ratings 39% of the time. Although it seems that we
disagreed in the rating of the recording frequently, there was never more than a one point
difference in the scores that were assigned and the averaging of the scores given
improved the reliability of the data.
Future Research
The results of this project leave unanswered a number of questions that would
lend themselves nicely to future research. A list of these questions is below:
• In which setting do ELs learn prosodic reading skills with more success: a co-taught
mainstream classroom or a pullout small group with one EL teacher?
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• How does the process of learning to reading prosodically differ for ELs with
different first languages?
• Would a student’s score on the prosodic reading rubrics correlate with a reading
comprehension assessment?
• Do gender, race, ethnicity, identity, and culture make an impact on a person’s affect
level related to prosodic reading?
Implications
In the years 1995 and 2000 the collective attention of the American education
system was directed towards the importance of reading fluency in elementary education
(NAEP, 1995; NRP, 2000). Reading fluency and prosody instruction have been central to
my teaching from the beginning. The unique challenges that speakers of other languages
face when they learn the prosodic patterns of a new language makes this type of
instruction particularly difficult. For a native speaker, the natural sounds and rhythms that
accompany familiar phrases and moods can be automatic, but for an EL those sounds and
rhythms may feel awkward and challenging to produce. As a teacher, I must remember
this when I am instructing my students.
As a result of conducting this research, I know that both NSs and ELs can benefit
from a Readers Theatre program. It may be the case that Spanish-speaking ELs find more
success when reading in English with appropriate timing than reading with appropriate
stress and intonation. I plan to continue searching for and experimenting with other
instructional strategies and tools to improve my prosodic reading instruction in the areas
of stress and intonation.
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Additionally, recording the oral reading of students over time and rating their
prosodic reading with rubrics was a meaningful exercise that helped me notice patterns in
the reading of my students that I would not have noticed without the recordings. I will
plan to use this method of data collection in the future.
Final Comments
This study aimed to determine whether, and if so how, the process of learning to
read prosodically differs for NSs and ELs as a result of a Readers Theatre program. All
students made improvements in their prosodic reading during the project. If further
research confirms that there are differences in the ways that the two groups learn to read
prosodically, teachers will be better able to differentiate instruction to meet the learning
needs of their individual students.
Readers Theatre is a valuable tool for teaching students of all backgrounds to
read. The authentic audience that Readers Theatre performances create motivates
students to practice and engages students in learning because they want to put on a good
show. The teamwork that was witnessed during group rehearsals was not only good for
student learning, but it was also good for students’ social wellbeing. As a teacher, my
main goal is to help students learn, but it is always most satisfying for everyone when
students learn while experiencing a sense of joy, dedication, and pride in the work they
produce.

APPENDIX A

Rubric

Rubric
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.

Str ess
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.

(Daly, 2009)
Adapted from the Multidimensional Fluency Scale (Zutell and Rasinski, 1991) and the
NAEP Oral Reading Fluency Scale (NAEP, 1995).

APPENDIX B

Informed Consent Forms

Informed Consent Form (English)
August 28, 2013
Dear Parent or Guardian:
I am working on my Master’s in ESL (English as a second language) degree at Hamline
University. To finish my degree, I need to do research in a classroom. I will study how
both students who are learning English as a Second Language and Native English
Speakers read aloud while they are reading scripts and books. I have permission from the
school and Hamline University to do this study. However, I also need to ask your
permission to have your child participate in my study.
All of the students in Mrs. XXXX’s class will be working in small groups to read scripts
of plays and they will practice and perform them for one another. I will record the
reading of several students before we start practicing the plays and after we have
performed them. I want to do this to find out how students’ reading changes after
instruction and practice. I hope this will improve the teaching and learning of reading
fluency for all students. I will write a report of what I find out, and it will be published
and used to help other teachers. Your child will lose about 15 minutes of learning time
during this research study, while I am recording their reading.
If your child participates in my research, her or his identity will be protected. No real
names or identifying characteristics will be used. No recordings will be included in the
research. Participants’ grades will not be affected by my analysis, or their participation.
All results will confidential and anonymous. This eliminates risks for your child and
other participants. Also, you or your child may decide not to participate at any time
without any negative consequences.
If you have questions, please contact me at XXX-XXX-XXXX or Ann Mabbott at
Hamline University: XXX@XXXX.edu or XXX-XXX-XXXX.
Thank you,
Scott Williams
If you want your child to be part of this research study, please sign both letters. Return
one letter to me by September 13, 2013 and keep the second letter.
Signature: ___________________________________ Date: _______________

Informed Consent Form (Simplified English)
August 28, 2013
Dear Parent:
I am studying at Hamline University. To get my master’s degree, I need to do research in
our classroom. I want to record students reading to see how their reading changes over a
month. Hamline University has given permission for this research. Our school, XXXX
Elementary School, has given permission for this research. I also need your permission.
During class we will practice reading out loud by practicing plays in small groups. We
will also perform the plays for the families of students. I will record the reading of a few
students before we start practicing the plays, and after we are finished.
I will write about how students’ reading improves during the unit, but I will not use any
names. No one will know that your child was part of the research.
The research will be published in a book and online. If you do not want to be in the
research, that is ok. If you want to leave the research later, that is ok. You just need to tell
me.
If you have questions, contact me at XXX-XXX-XXXX. You can also contact my
Hamline Professor, Ann Mabbott, XXX@XXXX.edu or by phone at XXX-XXX-XXXX.
Thank you,
Scott Williams
If you want to participate in the research, please sign both letters. Return one to me by
September 13, 2013 and keep one.
Signature__________________________

Date___________________________

Informed Consent Form (Simplified Spanish)
28 de augusto del 2013.
Estimados padres de familia,
En estos momentos me encuentro estudiando en la Universidad de Hamline y para recibir
mi maestria necesito hacer una investigación en el salón de clases. Quisiera poder grabar
a los estudientes y ver como su lectura cambia en el transcurso de un mes. He recibido ya
permiso de la Universidad de Hamline para realizar esta investigación al igual que de la
escuela XXXX. Para llevar a cabo este estudio, necesito recibir permiso de su parte.
Durante la clase, leeremos en voz alta obras de teatro en pequeños grupos y después las
actuaremos para las familias. Yo grabaré a algunos de los estudientes leyendo la obra, al
principio del proyecto y al final del mismo. Como parte del proyecto tendré que escribir
acerca del avance de la lectura de sus hijos, pero sin usar sus nombres, nadie sabrá que su
hijo formó parte del estudio.
Este estudio será publicado tanto en un libro como en el internet. En caso de que usted
prefiera que sus hijos no formen parte del proyecto o que lo dejen una vez que haya
comenzado, no hay problema alguno, sólo les pido que me hagan saber su decisión.
En caso de dudas por favor comuníquese conmigo al XXX-XXX-XXXX. También puede
contactar a la profesora de Hamline Ann Mabbott a través de XXX@XXXX.edu o al
XXX-XXX-XXXX.
Gracias,
Scott Williams
Si le interesa participar en el proyecto, por favor firme ambas formas. Guarde una para
sus records y regrese la otra antes del 13 de septiembre del 2013.
Firma_____________________________________
Fecha_____________________________________
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