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On a daily basis, teachers in upper primary school classrooms across our country are presented with a wide spectrum of reading abilities that range from students who are barely decoding to fluent readers who make meaning easily of the text they read. The latter is a joy to every teacher’s heart. The former is a teacher’s heartbreaker.  I speak from experience when I relate that there are all too many students in our schools who fall into the category of non-fluent readers. As a literacy specialist for the last two years at a North Carolina K-5 elementary school, my duties included administering the Dynamic Indicators of Basic Early Literacy Skills (DIBELS, Goode & Kaminski, 2001) measure of reading to over 250 students in grades K through 5. DIBELS is a commonly used criterion referenced reading inventory test. DIBELS benchmarks are established three times a year. From that assessment, students are grouped as “Benchmark readers, Strategic-At-Risk readers, or Intensive-At-Risk readers” (Goode & Kaminski, 2001).  All students that are not reading at benchmark levels are progress monitored biweekly to monitor growth and current achievement levels. Too many of the children I read with were not fluent readers, and fell into the strategic and intensive categories. 

I am now a fifth grade classroom teacher at that school. Our school is a Title I school, and is at 65% free or reduced lunch. Low socioeconomic status (SES) is prominent in the area served by this school.  My class is a diverse compilation of young learners. Five of my students are Black, three are Hispanic, and one is Native American; the balance are Caucasian. One student is limited English proficient (LEP). Behavior problems are an issue with some in this group. I would identify seven of my students as having difficulties maintaining on task behavior at any given moment. With over half of my students requiring substantial gains in math and reading to be on grade level by year’s end, I am obliged to constantly evaluate my teaching strategies, making adjustments to maximize learning. I look for research-based ideas to improve my methods. 


Fifteen of my 28 students struggle with reading in the classroom. All of the 15 have been assessed using the  DIBELS measure.  Fourteen fall into either the “strategic” or “intensive” categories.  DIBELS defines the beginning of the year fifth grade benchmark words correct per minute (wcpm) measure as 104 wpm; this measure goes up to 115 wpm midyear. Some of them are reading as few as 66 wpm. One of my students reads too rapidly; he does not have any recall of what he reads.

Comprehension is also a troubling issue for many of these students. This is of great concern to me, because as time moves forward, these students will certainly meet with increasingly more difficult text as they progress in their academic careers. Clearly this constant struggle to understand and learn from text above one’s ability will be frustrating and inhibit optimum learning for my students.  

With this obstacle in the forefront of my mind, I set out to understand what is causing this group of students to fall short in their reading progression. Some of them struggle with word recognition. Some struggle with prosody or proper phrasing as they read laboriously word by word. One of my students reads rapidly, over 200 wpm, but with no comprehension of what he has read. Several students read robotically, without expression, unable to make meaning of the text. It is becoming increasingly difficult for them to succeed in the academic arena.
Their lack of fluency makes reading to learn hard, an activity to be avoided at all costs. An unfortunate result of this situation has been documented in what has been called The Matthew Effect (Stanovich, 1986).  Because good readers tend to read more, and seek out opportunities to read, they grow to be better and better readers. Weaker readers, who read less, actually lose ground as they avoid reading.  Practice is the cause of the growth motivated readers experience. I see this very scenario unfolding in my fifth grade classroom.

I was drawn to research in this area because I hold with those who believe success at school transfers to success in other areas of students’ lives. “I have observed that the vast majority of successful people I know and know about are avid readers. They read for pleasure and for profit. In today’s technological society, forming good reading habits is really the foundation for any long-term success” (Davidson, 2009).  For many of my students, this foundation of good reading is not yet in place. 
I believe that improvement in fluency and comprehension levels in my classroom now would be of great advantage to some of my students, benefiting them not only in their academic endeavors, but as they continue into adulthood. Without some strategies to build fluency into their reading instruction, some of my students will certainly continue to struggle as readers.  I firmly believe that reading fluency is a crucial element that must be intact for one to be considered a literate individual. The level to which we become literate dictates our level of functioning in our society. “By learning to read…[an individual]…moves toward integration with educated society and its cultural ideals” (Winterowd, 1989, p. 15).

I began to look for activities that would help build fluency and comprehension skills. The symptoms of my students’ reading weaknesses are as varied as the students themselves. I researched many articles, and discovered some interesting information. These new discoveries prompted me to ask more questions as I planned and executed lessons to include fluency remediation for my weakest readers. 

One of the strategies I read about was that of Repeated Readings (RR). A good deal has been written about this method; much of what I read was positive and seemed encouraging. Related research on the strategy of Repeated Readings suggests that the focus on supporting crucial fluency development is a necessary component of daily reading instruction (National Reading Panel, (2000).  Fluent readers attain effortless and immediate word recognition and are more likely to have better comprehension skills. The NRP’s report continues, “An extensive review of the literature indicates that classroom practices that encourage repeated oral reading with feedback and guidance lead to meaningful improvements in reading expertise for students – for good readers as well as those who are experiencing difficulties” (NRP, 2000, p. 3-20). Here was one strategy to build two skills for all students. Could Repeated Readings precipitate such a meaningful increase in fluency and comprehension?


It was my belief at this stage of my research that the structure and objectives of this strategy seemed efficient and straightforward.  Students read and reread a short passage several times until a satisfactory level of fluency is reached. A new passage is then introduced. The method emphasizes the use of practice and repetition to boost students’ fluency and comprehension. Overall, the method of RR has been successfully used to help both regular education and special needs students of all ages become better readers (Therrien, 2004). I began to make plans to start administering this fluency technique to students right away. I decided I would deliver fluency instruction to all fifteen at risk readers in my class during the ninety minute English and Language Arts block. I use a centers format, so I designed a fluency center and added it into the rotation. 

The idea of using RR in my classroom seemed sensible and immediately doable. I began to visualize how I would accomplish this enhancement to my reading instruction. I set out to address the following two questions:


1. What would happen if I introduced RR as a remediation strategy to the 15  

               students not reading on benchmark levels for fifth grade in my classroom? 

2. Is the method of Repeated Readings also an effective remediation strategy for 
                increasing comprehension levels in struggling readers?
Theoretical Perspective
Repeated Readings 

S. Jay Samuels addressed a basic but effective remediation technique called the method of Repeated Readings. The technique emphasizes the use of practice and repetition to boost students’ fluency and comprehension (1976). It has been widely adapted, and integrated easily into many philosophies and instructional methods. The RR strategy is not new. It has been used for nearly two decades, and was considered an inroad into new areas of reading research (Dowhower, 1997). The technique sprang from the theory of automatic information processing in reading, a profoundly wide reaching concept studied by LaBerge and Samuels (1974).  Automatic processing theory looks at the critical necessity to be successful at “the operation of multi-component, complex skills such as reading” (1974, p. 295). 

In his article “The Method of Repeated Readings”,  Samuels has compared his strategy to the practice athletes use to develop their skill at their sport. Samuels pointed out that athletes spend considerable time practicing certain basic skills “until they develop speed and smoothness at their activity” (1979). Likewise, musicians may practice a piece of music until they are automatic with the notes, and can play a piece by heart. RR mirrors this same type of practice. 


Practice is just what my non-fluent readers are needing to become more automatic. Time and opportunity for them to practice seem to me perfectly logical. I would structure reading instruction for my at-risk students to include repeated readings on a one on one basis.  I planned to enhance my reading instruction time by serving my 15 at-risk readers with fluency instruction having RR at its core. We began RR  in our classroom the second week of October, 2009.

If the main purpose of RR is to build fluency, there must be an observable and measurable effect to the building of students’ fluency for us to compare. Two main components are easily measurable: accuracy of word recognition, measured as words correct per minute (wcpm), and reading speed. For the purposes of building fluency, speed was emphasized over accuracy. If we expect 100% accuracy in word recognition from students, readers may become afraid of making mistakes, therefore reading rate slows down. Except for one student, all participants needed to increase their wcpm.

The practice provided by the method of RR gives my students ample opportunity to become familiar with vocabulary and pronunciation. Additionally, repetitions provide my readers with points of consolidation. The reader begins to organize text into larger chunks or units, phrasing becomes smoother as automaticity becomes apparent. The reader moves quickly from the word by word level of reading to a more unified organization of larger and larger units of text (Laberge & Samuels, p.315). To encourage students to take risks in organizing word units into larger phrases, I agree with Laberge & Samuels in that the demand for accuracy must be relaxed as the reader’s confidence is built up. Upon making an error, the student is simply provided with the correct word or phrase. This immediate feedback is an important component to this method as whole. It should be noted that this immediate feedback contrasts sharply with the Silent Sustained Reading (SSR) approach, where it is questionable whether students are actually comprehending what they are reading (Musti-Rao, Hawkings, & Barkley, (2009).

Through repeated exposure to the same practiced passage of text, the method of repeated readings improves word recognition, accuracy, and reading speed, and comprehension. These benefits transfer to unpracticed materials. When students graph their progress, they are highly motivated and encouraged with their positive growth. Students experience new confidence as they attempt new passages to practice, and are far more willing to move on to newer selections without fear or anxiety of failure.
Automaticity Theory


Samuels’ theory of automaticity argues that individuals have a limited number of resources available at any given time for a specific cognitive task. Just as a computer uses up random access memory while working, a reader who uses too many resources just to decode the words he / she is reading may have too little or nothing at all left to make out what the words mean. Decoding must become automatic, freeing the reader and his / her resources to comprehend the text immediately upon reading it (Laberge & Samuels, 1974). 


Automaticity theory implies that a reader decodes text automatically. Non-fluent readers are not automatic, and their full attention is required to decode.  The reader’s attention is not fully available for making meaning.  “In short, it is assumed that we can only attend to one thing at a time, but we may be able to process many things at one time, so long as no more than one requires attention” (Laberge & Samuels, p. 295).

According to Samuels, teachers can do two things to help students become automatic.  Instruction on how to recognize words and patterns will help the reader achieve accuracy. Second, teachers can provide time and motivation so students will practice until they do become automatic (1979).

Automaticity theory holds that as students are exposed to more and more text, they progress through stages as readers. Stage one may be called the non-accurate stage. The student has great difficulty  discerning words, even with ample time. The second level is the accuracy stage. The reader is able to recognize more printed words with greater accuracy, but still requires a good deal of attention to attend to the text. The reading may be less than fluent or prosodic, and the reader may not understand the text. The third stage is what we call the automatic stage. The reader recognizes words without effort, reads with expression, and (mostly) understands the text (Laberge & Samuels, 1974). Oral reading at the automatic stage is characterized by a reading rate approximating the normal speaking rate. The student reads with expression, and comprehension is accomplished while the reading aloud takes place (Samuels, 1976).

It is important to remember and consider that reading is a complex operation, which is performed by mastering many subskills. Logan held that reading is multi-leveled process which requires the integration of many skills and information processing from across the reading task. These may include decoding individual words, making meaning of phrases and sentences, and constructing meaning of a whole passage. Struggling readers who may be unable to decode or divide sentences into meaningful phrases experience fluency difficulties due to this skill deficit. The breakdown of this process at any point may be the result of reading fluency difficulties (Logan, 1997). 

As a reader becomes more skilled, he / she need not think about each of the skills as individual components. As these individual skills become more automatic, resources are freed up for the comprehension of text. When all is said and done, “… the ultimate goal of reading is the construction of meaning” (Kuhn, 2005, p. 128).
Fluency


So, then, what are the characteristics of the fluent reader? Fluent readers are those who can read text effortlessly, accurately, and with appropriate prosodic features such as expression, stress, pitch and phrasing (Chall, 1996). The National Reading Panel has identified fluency as the ability to read text quickly, accurately, and with proper expression (2000). Fluency has been cited as the most neglected reading skill; most instructional efforts are focused on development of word recognition. Fluency has been assumed to be a byproduct of good decoding and word recognition skills (NRP, 2000, p. 3-5).  


According to Rasinski, (2004), reading fluency has three important dimensions leading to the ultimate goal of comprehension. Accuracy in word decoding is crucial to a reader’s fluency. Fluent readers must be able to sound out words while making few errors. Secondly, fluent readers need to use as little mental capacity as possible in the decoding process, leaving valuable resources for making meaning. Lastly, the fluent reader must skillfully divide text using prosody, phrasing, and expression. Readers who are unable to place appropriate emphasis on words and phrases as required will probably have lower comprehension levels of the text.


It is vital to further develop fluency or the ability to decode without hesitation. “Fluency is a gateway to comprehension that enables students to move from being word decoders to passage comprehenders.…the essence of fluency is that the reader has the ability to decode and comprehend at the same time” (Nichols, et al., 2009).

Comprehension


For non-fluent readers, RR provides students with necessary practice and exposure to making meaning of text. Comprehension may not be optimal upon the first reading, but with each successive re-read, the student is building comprehension because the decoding barriers are rapidly removed. As fewer resources are required for decoding, more attention becomes available for comprehension. In this way, RR builds both fluency and comprehension. Comprehension may be tested by asking the student questions after the final read, or by a word count of a retelling of the reading material. 
DIBELS suggests that a retell should be a minimum of 25% of the wcpm.


Although there are many strategies students can apply to increase comprehension while reading, automatic word recognition and decoding are crucial to the student’s available resources to employ any alternate means for making meaning of text. The multitasking actions of the fluent reader to read and comprehend text simultaneously are made possible by the reduced demands for decoding and word recognition found in the fluent reader (NRP, 2000, p. 3-9).

Clearly, the importance of fluency instruction has been highlighted for me, and has become a regular staple of my remediation study program. By providing numerous opportunities to practice, I am enabling students to connect with text in a positive way. As they continue to read repeatedly, they also practice prosodic features and appropriate phrasing, connecting written language in a more tangible way to oral language. This integration of written and oral text is the stuff of comprehension. That is the main goal of my study…helping students become more fluent so they can make meaning of what they read.

Review of Literature 

Reading fluency has been identified by the National Reading Panel as one of the five important reading skill areas, including phonemic awareness, phonics, vocabulary instruction, and text comprehension strategies (National Institute of Child Health and Human Development, 2000). Because the development of fluency is crucial to successful reading, strategies aimed at improving this skill in struggling readers have been widely looked at in a variety of contexts. 

In his meta-analysis, William Therrien (2004) focused on one particular strategy which has been extensively researched, that of Repeated Readings (RR). According to S. Jay Samuels, RR is “a supplemental reading program that consists of re-reading a short and meaningful passage until a satisfactory level of fluency is reached” (1979, 
p. 404). Findings from this meta-analysis indicate that RR improves both comprehension and fluency in both non-disabled students (ND) students as well as students with learning disabilities (LD students). Students should be acquainted with a cueing system, paired with an adult, and read the passage three to four times. Some students read more than four times, but investigators found that gains in comprehension were insignificant after the third repetition. Corrective feedback and error analysis are crucial to all students. Results of this meta-analysis demonstrate that RR can be used effectively to help students increase their fluency and comprehension levels. Finally, essential instructional components were identified as having bearing on the success of the project.  These components were:


1. Passages should be read aloud to an adult.


2. Immediate corrective feedback on word errors should be given.


3.  Passages should be read until a performance goal has been achieved.


4. Students should chart their progress with an adult as a visual motivation for 
 

               success.


Although all components are necessary for successful reading to occur, the researchers also acknowledged the automaticity theory, which states that fluent readers are more able to comprehend material as they read because fewer cognitive resources are used to decode text. (Laberge & Samuels, 1974). 


A second study was conducted in an urban charter school in the Midwest United States (Musti-Rao, Hawkings,  & Barkley, 2009). The authors of this study acknowledge the continuing lack of effective fluency training in many classrooms today. They suggest one way to prevent reading failure is to provide an effective remediation so that students who begin receiving this instruction early are more likely to become good readers.  Research has demonstrated that exposure to repeated readings improved students’ oral reading rates. In response to the explicit need for reading interventions for upper elementary students, the authors documented the positive effects of repeated readings in increasing students’ oral reading rates. Further, the authors agree with Kuhn, who posited that in order for struggling readers to become more fluent readers, it is necessary to provide them with numerous opportunities to practice reading text at their instructional level (2005).


The purpose of the study was to determine the effects of a RR remedial program on a group of fourth grade urban elementary students. The researchers designed a remediation program which included repeated readings with modeling, repetition, positive feedback from adults and peers, and choral reading. 

This  study offers a research based and reliable method for teaching oral reading fluency to struggling fourth grade readers. All students who participated in the study were performing below grade level, as indicated on the basis of screening results in reading on DIBELS. Students read on average 120-150 words per passage. Students took turns reading each paragraph of the passage for 10 minutes with a peer partner. Correction was offered at the end of repeated readings. If students struggled with the fourth grade material, they were reevaluated and given third grade passages for repeated readings. The students reread the easier text  with a peer partner, but also practiced a fourth grade passage weekly. 


Students kept a reading log indicating positive behaviors observed by the classroom teacher, as well as wcpm. Data were collected periodically in the form of progress monitoring probes from the fourth grade passages of DIBELS. Researchers focused on students’ oral reading fluency , or correct words per minute. 

Results indicated that all students showed stable reading responses on DIBELS probes before intervention. After introduction to the repeated reading intervention, all students experienced an increase in fluency rates. Although all students grew considerably, none of them achieved their benchmark goals upon the conclusion of the study. 

Clearly, the repeated oral reading intervention deployed was effective in improving reading fluency in that fourth grade classroom. Additionally, according to the NRP, analysis of recent research agrees that RR exercises have a positive impact on the fluency abilities of students experiencing reading difficulties, as well as those with average or above abilities (NRP, 2000).


A third study I looked at demonstrated how easily the home / school connection could be utilized and enhanced to provide additional opportunities for students to practice their fluency skills (Huang, Nelson, & Nelson, 2008). The study involved four second grade students in a northern Colorado K-12 charter school. The students were struggling readers who were not responding to other classroom (Tier 1) interventions. 


The intervention was executed over a 10 week period. The method of repeated readings with immediate feedback and correction was implemented in the classroom. In addition, each student was paired with a volunteer, a parent, or older sibling. Parents and older siblings were trained to replicate the repeated reading process at home. All materials were provided by the teacher based upon their knowledge of students’ interests and abilities. Home tutors modeled appropriate fluency, gave encouragement,  and corrective feedback as appropriate.  

The context of this study was interesting in that while being proactive in providing early and effective intervention to students, teachers and administrators were reducing the misdiagnosis of students as special needs learners. Important questions such as: who will implement the intervention? Where will the intervention take place? What method will work best for this child? all found dual answers by including parents and families in the remediation process. By doing so, the school has distributed responsibility between home, school, parent, teacher, and the child. This kind of far reaching planning can only have a positive effect on student outcomes.  

Over a ten week period, all students achieved progress in a positive direction. All students made increases in wcpm.  Sight word recognition increased very significantly, as did reading vocabulary. These students experienced gains in fluency as well as comprehension. A retest of the original criterion-referenced measure indicated a one grade level increase in the ten week period in both accuracy and comprehension. 

The implications of this intervention strategy are far reaching and encouraging. The intervention format was simple and easy to implement. The procedures were easily taught to tutors of varying ages. Inclusion of significant others, family members and other possible tutors was a positive extension of the vested and informed teacher / educator at school. Further, the implications for including this type of intervention in the RTI hierarchy are promising; this tutoring method could serve as a Tier 2 or possibly a Tier 3 intervention. This would greatly enhance the resources and options available to educators and Local Education Authorities (LEAs) currently dealing with an increasing number of special education referrals. 


About two weeks into my research, I decided to give participating students a change of pace. I started some students reading and rereading poetry. Students liked the rhythms and figurative language in some of the poems I selected. Not long after, I came across an article that suggested poetry as a vehicle for practice and repeated readings. It was written by a second grade teacher from the mid-west. Sherri Faver (2008) explained that many of her students were below grade level reluctant readers who shied away from reading out loud, or at all. Faver is an advocate of repeated readings, and uses the technique in her classroom. In addition to using teacher selected passages, Faver has increased student motivation and participation by using poetry instead of reading passages. 


She chooses poems that can be read several times in 5 – 10 minutes. By choosing poetry, she explains, she can model intonation, expression, and prosody. In addition, poetry is rich in visual and contextual language that help increase children’s vocabulary and background knowledge. The rhythm and music of poetry helps children practice. Best of all, in her classroom, reading poetry is just having fun with language. 


Faver begins each week by introducing a new poem to her class. She reads it to her students, then they discuss the poem. They discuss any difficult or unfamiliar words, rhymes, the rhythm, and the voice of the poem. They choral read the poem several times. Eventually, she allows students to begin practicing by themselves. 

Children take the poem home to practice with their families. The class continues to practice the poem whole group, with a partner, and individually. By weeks end, the students are ready to “perform” their piece for the class. She has instituted a performance café, using lights, atmosphere, a microphone, and refreshments. Students may choose a poem from prior weeks, and may invite family members to come and enjoy the performance. 

Faver has made child’s play of the method of repeated readings. She references Therrien & Kubina (2007) when she quotes, “Regardless of present reading level, repeated readings appear beneficial for students who read between a first and third grade instructional level” (p. 156). She has adapted Rasinski’s ideas of practicing short passages to help students develop greater automaticity and expression, especially “if that practice is given with formative feedback” (p.17). Finally, she quotes Stanley, “Reading and performing poetry provides numerous opportunities for children to practice - with pleasure- the essential skills of phonemic awareness, phonics, fluency, vocabulary, and comprehension”(2004, p. 56). 

Clearly the implications for this particular activity in classroom instruction are boundless. Young children love to play with language. Poetry is as precise and colorful as language gets. The choices, vocabulary, themes, and language tools that may be taught by using specific poem choices are amazing and endless.


What is really exciting about this application is the motivation and participation of the children. Kids who were previously reluctant or non-readers are now having fun with language, learning poetry by heart, and responding to oral and written text in ways many of us don’t even consider. This is an excellent way to integrate repeated readings into English and Language Arts instruction in a primary grade classroom.

 I continue to read poetry with my fifteen students. It occurs to me that the rhythm of some poems would help less fluent readers move along through text. We have had some excellent results so far. I think the music of the language just tickles them, and they respond well. I was very pleased to find this article, and to find research that validates I am on the right track to helping my students become more fluent. There isn’t anything I have read yet that says we can’t have fun while we are learning, and so I plan on continuing using poetry in my fluency instruction. 

Methods
Overview


Students read one at a time for fifteen minutes twice weekly with the classroom teacher or a literacy tutor, who was also a certified teacher. Students began the RR using a passage from QuickReads (Heibert, 2003), appropriately leveled at either Book D (4th grade)  or Book E ( 5th grade). In QuickReads, nearly 98% of the words are a combination of high frequency words or words with reoccurring phonic and syllabic patterns.  The remaining 2% of words are taken from social studies and science vocabulary. QuickReads  passages are approximately 100 words long; students should be able to read the passages fluently with practice in approximately one minute. 
The teacher activates prior knowledge by asking the student to consider what he / she 

already knows about a certain topic. The students is alerted to look for new vocabulary. Then, the student reads silently until he / she has completed the passage. The teacher models fluently reading the passage aloud at a target rate of one minute for the student as he / she follows along. Upon completion, the student is queried for the main idea of the passage. Comprehension questions accompany each QuickReads selection. The student practices two timed readings aloud, and the teacher records the trials. Finally, the student reads aloud for the third time. 

Later in the research, the QuickReads passages were replaced with poetry and Fry’s Lists of short common phrases containing the first 300 words. The teacher and student follow the same routine for both the repeated readings of poetry and phrases. 
Participants

Participants were 15 students from my fifth grade class of 28 students. They ranged in age from 10 years, 2 months to 11, 4 months old. Fourteen students were identified as at risk readers according to a criterion referenced reading assessment, DIBELS. The fifteenth student read so rapidly, he had no comprehension of the passage. The group consisted of 6 boys and 9 girls. The students were also STAR tested, and a zone of proximal development for reading was established, as well as an independent reading level. Table 1 shows the demographic characteristics for these students. 

Two students were identified as having a disability and received special education services. Thirteen students had a PEP, or personalized education plan. This plan is a tier 1 intervention plan as described by RTI guidelines. The fifth grade teacher was a 52 year old White woman, “Mrs. C.,” with four years of teaching experience. 
Table 1

Student demographic characteristics
	
	ZPD
	DIBELS wpm /            At Risk
	IRL
	Students with Disabilities

	Adam
	3.7-4.7
	94 wpm
	Strategic
	4.8
	

	Hunter
	3.3-5.2
	126 wpm
	Benchmark
	4.3
	PEP

	Jessie
	3.4-5.4
	86 wpm
	Strategic
	4.4
	LD

	Joe
	3.3-5.2
	76 wpm
	Intensive
	4.2
	PEP

	Justin
	3.6-4.9
	87 wpm
	Strategic
	4.7
	

	Tyler
	3.3-5.2
	79 wpm
	Intensive
	4.8
	

	Alice
	3.3-4.7
	79 wpm
	Intensive
	4.3
	

	Alieha
	3.0-4.4
	98 wpm
	Strategic
	3.8
	PEP

	Beth
	3.7-4.7
	103 wpm
	Strategic
	4.3
	

	Diane
	2.7-4.1
	102 wpm
	Strategic
	4.0
	

	Emma
	3.4-5.3
	96 wpm
	Strategic
	4.4
	PEP

	Irena
	3.3-5.0
	98 wpm
	Strategic
	4.2
	

	Kathy
	2.4-3.4
	97 wpm
	Strategic
	3
	

	Orema
	2.8-4.0
	90 wpm
	Strategic
	3.7
	

	Susan
	3.2-4.9
	66 wpm
	Intensive
	4.1
	Speech


LD = Student classified as learning disabled according to guidelines in NC

ZPD = Zone of proximal development
IRL = Independent reading level

Procedures

The study was conducted in the general classroom. Students were assessed using DIBELS benchmark guidelines, and found to be at risk readers. Students read one on one with an adult teacher or literacy tutor. All students received 15 minutes fluency instruction at least two times each week. Initially, leveled QuickReads fluency passages were used. Students repeatedly read the passage until they could complete it in one minute. When this goal was reached, students repeatedly read to themselves or aloud to a teacher. During oral reading, if students miscued or could not read a word, it was provided for them. After reading, students were asked if there were any unfamiliar words or words they could not pronounce. This information was provided to the student. 


WCPM was logged, and students recorded their progress on a graph. The first reading was colored in bar graph fashion in blue, the second in light red,  and the third in dark red. 


During fluency instruction, students read for speed, not accuracy. Although both rate and accuracy are important, initially, I hoped to bring up the reading rate for each student. Students read a passage at least three, but no more than five times. Research indicates that more than five readings has little or no effect on reading progress for students (Therrien, 2004). The retell of details and new vocabulary in the DIBELS assessment was used as a measure of comprehension. In some cases, comprehension questions were used.

Eventually students also began reading poetry. The teacher modeled fluent reading of the poem. Then the student choral read with the teacher. The student reread the poem aloud for the teacher. The student read the poem to people at home. Finally, the student reread the poem for the teacher, demonstrating fluent mastery of the piece. 

Data


A baseline reading level was established using a commonly used criterion referenced reading inventory test, DIBELS. Data were collected as words correct per minute (wcpm), and were calculated from the reading passages practiced. These scores were charted in a log book. Students also kept track of their progress, plotting their three reads on a graph. The most common 100 high frequency words per grade level were also used as a measure of reading progress, and graphed to measure gains against goals. Weekly DIBELS progress monitoring probes were administered and plotted on a graph. Comprehension was measured by a retell, or by comprehension questions, which accompanied many of the passages used. 
 Data Analysis

I analyzed data in terms of individual effect sizes for words correct per minute gained, and for retell for each student. I calculated wcpm gained over the eight week period for each reading session. The overall results were averaged, with a percentage of words gained over initial reading calculated for each student. Comprehension measures were calculated by retell, or comprehension questions correctly answered. Retell figures were logged and calculated as a percentage of the total wcpm read. Comprehension questions were calculated as percent correct per passage.

No adjustments were made for absences; five of the students were not present for all the sessions.

Results

All but two students participating in this study made considerable gains in words correct per minute after the implementation of Repeated Readings in this fifth grade classroom.  Four students made an average gain of 16 wcpm. Five made an average gain of 25 wcpm, and five others made an average gain of 33 wcpm. One student lost 5 wcpm. This student’s attendance was sporadic at best. 

The wcpm gain made by each student was calculated as a percentage of the initial reading. The mode for this calculation was 18%. The median was 21%, and the mean was 26%. 

These figures do not include the student who read too quickly, as his were not increases, but decreases in wcpm. This student lost wcpm, but this was the desired effect. This student was directed to slow down and read for accuracy and meaning; he slowed his reading rate by 74 words, placing him in the target range to benchmark according to fifth grade DIBELS measures. 

It should be mentioned that the student making the largest gains was also receiving additional after school instruction from the classroom teacher for one hour weekly. This student was the lowest reader in the class at the start of the study. 

Ten students ended this study of RR in the target zone to benchmark for fifth grade progressions according to DIBELS measures. Five others were inconsistently up or down, with no significant gains to report. Three of these students did not attend all the sessions.

Fourteen students made gains in comprehension as well. At the conclusion of this study, these 14 students had an average retell score of 37% of the wcpm read. DIBELS suggests at least 25% as an adequate retell. One student had a 20% retell; this is also a student who failed to make any increase. All students experienced a 47% increase in comprehension when asked questions at the end of a reading passage. 

Discussion


I evaluated the effects of a Repeated Reading intervention on the oral reading skills of 15 at risk for reading failure fifth grade students at a NC elementary school. At the end of the study, all but two students demonstrated increases in the oral reading rate with repeated readings. All but one student showed gains in reading comprehension with repeated readings. Students spent thirty minutes per week with a certified teacher in repeated readings. DIBELS benchmark scores indicated improved status for fourteen of the fifteen students who participated. These gains are significant and substantial, considering the time spent in this study. 

These results suggest that the method of Repeated Readings is an effective strategy to boost students’ fluency and comprehension rates. Although there was no measure for prosody, the poetry used in this study did serve to instruct students in reading with expression and intonation. This reading of poetry was enjoyable to the students, and kept them interested and motivated to succeed. The use of poetry in this classroom was a confidence builder for these at risk readers, and resulted in a better attitude toward reading. 

The individual time spent with students was valuable for the teacher as well as the student. Students benefited from individual literacy intervention time in the form of increased reading rate. They were exposed to fluent modeling of passages as the teacher read. They were provided with multiple opportunities to practice reading to mastery. Most importantly, these struggling readers experienced success when they were afforded the time with corrective feedback they needed to master the selections. The teacher benefited in learning more about her students. Seeing them succeed and become motivated toward such an important literate activity was both gratifying and inspirational for this instructor. 


These findings support the theory of automaticity in that when students practice a passage to mastery, they are more able to make meaning of what they have read. When readers are automatic, they are able to apply all their mental resources to understanding the text as they read. When these resources are directed toward making meaning, better comprehension is the outcome. Fluency paves the way for understanding the text.

I plan to continue implementing Repeated Readings in my classroom as a component of my reading instruction. Not only were my students more successful at fluent reading, they were having fun. This study may have turned several of my students around to reading. They have experienced success, are feeling more confident, and have more positive attitudes toward reading. One student told me, “I like trying to beat my own time. This is fun!” Another student remarked, “I didn’t know poetry could be so much fun.” The use of Fry’s Phrases to “beat the clock” or beat one’s own time was seen as a challenging game by many of my readers. They looked to beat a previous score, and beamed with pride when they achieved their goal.

Building fluency is a crucial piece of instruction that must not be overlooked in the classroom setting. Repeated Readings had positive measurable effects on the fluency rates of my fifth grade students. Most students made impressive gains in words correct per minute. In addition, students had a better retell, or were successfully able to answer comprehension questions after several reading of a selection with ease and accuracy. 

Implications

The use of poetry in the classroom was motivating for many of the students who participated in this study. Poetry is full of figurative and colorful language that expands students’ background knowledge and vocabulary. Poetry can be easily integrated into the reading curriculum. This huge genre can be motivating, enjoyable, and instructional for students. Teachers can easily integrate poetry into the reading curriculum. 

Repeated Readings was a relatively easy strategy to implement in the classroom. This method was not time consuming for teacher or student, and was easily charted to show growth and progress. Because of the simple format, parents, families, and other volunteers can deliver this instruction readily. This home involvement would afford students even more opportunities to practice, receive one on one instruction with corrective feedback, as well as increased time to interact successfully with text. After my experience in the classroom with Repeated Readings and poetry,

 I would encourage my fellow teachers to expose students to this type of intervention as early as possible. The ease with which the tutor was trained, and the simple format used to instruct students was enjoyable and effective for all involved. I would encourage teachers to enlist the help of volunteers and family members to listen and read with our students. Every additional opportunity to practice is an opportunity for reading success. 
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