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ABSTRACT 

 Improving students� reading fluency is a major challenge heard throughout many 

classrooms, and identified by the National Reading Panel.  Several research studies indicate that 

one way to improve fluency is through reader�s theater.  Those studies also point out that the 

positive impact from reader�s theater goes beyond fluency to also boost readers� confidence, 

motivation, and comprehension.  This thesis was designed to examine the effects of reader�s 

theater on sixth grade students' fluency, comprehension, and reading attitude.  It was also 

designed to measure the interrelatedness of all of those aspects.  The findings indicated statistical 

significant differences between the fluency pre and post test scores.  Statistically, significant 

differences did not emerge from comprehension, self-concept, and value of reading pre and post 

test scores; however, qualitatively gains were seen in the area of self-concept and value of 

reading.   
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CHAPTER 1 

INTRODUCTION 

 Being a teacher, one has come to the dreaded moment when that slow reader is called 

upon to read aloud.  That reader laboriously mulls over a passage while the rest of the class 

fiddles with a pencil or stares at the ceiling tiles.  Nothing is gained by either party.  When a 

child has difficulty reading aloud, their peers believe the child is slow, or unintelligent.  

However, this may not be the case at all. This student�s problem with fluent reading may be the 

root of several other problems.  Two of the other problems usually are a lack of comprehension 

and reading motivation (Rasinski, 2000).  The dilemma that the teacher and student face must 

not be ignored any longer.  Even the government knows it cannot ignore this problem any longer.  

In 2001, the government passed the No Child Left Behind Act, which calls for schools to 

increase their efforts to identify these struggling readers, and provide increased, intensive 

instruction.  However, by the time a struggling reader reaches middle school, are they just too far 

gone to help? 

  The intentions of the No Child Left Behind Act is to ensure that a student�s reading 

problem is caught at an early age, so he or she does not enter middle school reading on an 

elementary level.  This new legislation makes school districts more accountable for each student 

by instating reading assessments on an annual basis starting in 3rd grade and stopping in 8th 

grade.  These assessments will look at yearly progress to see if a student has made adequate 

improvement.  With this new statute, the public is informed about the yearly progress, which 

reflects the quality of reading instruction that each school is providing. 

Providing sound reading instruction is one of the most important aspects of a child�s 

education.  The importance of improving a middle school student�s reading skills far outweigh 
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teaching any other concepts.  Concepts in content areas will be easier for students to learn once 

they can actually read and comprehend the material ("Literacy First", 2001).  Students can now 

focus on learning, instead of misbehaving to avoid reading.  As educators, we now have to look 

at the best way to reach those struggling middle school students.  However, the research often 

times over looks this age level of deficient readers.  Much of reading research is dedicated to 

beginning readers and pays little attention to struggling middle school students.  

Although scant, current research suggests ways to accomplish the daunting task of 

triumphing over slow, disfluent reading.  An abundance of research has been done on reader�s 

theater and the positive effects it can have to help increase fluency and subsequently 

comprehension in deficient readers.  Reader�s theater uses dramatic readings that are rehearsed 

and performed for an audience to remedy �robotic� reading.  The principal purpose of this study 

was to increase middle school students� reading fluency.  It was hypothesized that once fluency 

increases, comprehension will also become easier for students.  As a result of fluency and 

comprehension improving, it was proposed that the students� reading attitude will also improve.  

In the following paper, a review of reading research and the proposed project methodology will 

be discussed.   
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CHAPTER 2 

LITERATURE REVIEW 

 The latest driving force behind reading instruction in the United States today is the 

findings reported by the National Reading Panel.  The panel was formed in response to a request 

from congress to assess the best researched based reading practices.  The panel was composed of 

14 individuals who ranged from leading reading researchers, reading teachers, educational 

administrators, and parents.  The panel focused on five major areas of reading instruction.  These 

five areas are known to be the building blocks of reading.  A major portion of the following 

research focuses on one of the big five components�fluency.  One researched method that has 

been proven to promote fluency is reader�s theater.  In the next couple of paragraphs, an 

overview of the five components, explanation of reader�s theater, its benefits, and implications 

for teaching will all be explained.   

The Big Five 

 The five areas that the National Reading Panel identified are phonemic awareness, 

phonics, vocabulary, fluency, and comprehension (National Institute of Child Health and Human 

Development, 2000).  This paper discusses the National Reading Panel�s findings and the 

implications this reports have on teaching students to read.  One of the first major components 

examined by the Reading Panel was phonemic awareness.  �Phonemic awareness refers to the 

ability to manipulate phonemes in spoken word� (NICHD, 2000).  In many studies, the 

awareness of the sound of each phoneme is believed to have a positive effect on students� future 

reading ability (e.g., Ziegler & Goswami, 2005; Castles & Coltheart, 2001).  Not only is learning 

the phoneme sounds a future indication of reading success, but also a stepping stone on which to 
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build upon.  Teachers cannot deny this finding when teaching young students to read.  With 

students beginning to read, phoneme instruction should be an integral part of the curriculum. 

 Another aspect that should be included in a beginning reading programs� curriculum is 

phonics.  Although there has been a long standing debate on whether or not to use phonics in the 

class, the research points in the direction of including explicit and systematic phonics instruction 

(NICHD, 2000).  This means teachers must have a preconstructed plan when teaching phonics, 

rather than teaching it on a whim (NICHD, 2000).  Teaching phonics at a younger age has been 

shown to have a greater effect on students reading ability. 

 A students� reading ability can be heard through how fluently they read.  Part of being a 

fluent reader includes how fast and accurate a student can read.  In order to increase fluency, 

teachers of all grade levels must focus on guided oral reading with feedback (NICHD, 2000).  

Students who are struggling benefit most when feedback is given by the teacher.  If a student 

becomes more fluent with repeated readings, decoding and comprehension, in turn, improve.   

 When talking about comprehension, one must look at vocabulary instruction.  It is said 

that vocabulary instruction leads to increases in comprehension (NICHD, 2000).  In order to 

have increases, vocabulary should be taught before reading a passage.  Students learn new 

vocabulary better when they were multiply exposed to words.  There is no single method that is 

better than any other when it comes to teaching vocabulary.  However, using the computer has 

been shown to work better than traditional methods.   

 Phonemic awareness, phonics, fluency, and vocabulary, are all tied to the ultimate goal of 

reading�comprehension.  There are many methods that can be used to aid in teaching 

comprehension strategies.  Students need to become aware of their cognitive process when 

reading to become better at comprehension (NICHD, 2000).  Some of the most effective methods 
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used to teach students are comprehension monitoring, cooperative learning, use of graphic 

organizers, knowledge of story structure, teacher and student generated questions, and 

summarization.   

Focus on Comprehension 

  Many methods can be used to aid in teaching comprehension strategies.  And of all those 

methods, teachers everywhere wish to find that one empirically supported technique that works 

with students to improve comprehension.  The answer had surfaced in the research, and may now 

be emerging to teachers� awareness.  Working on a students� fluency is one avenue empirically 

supported in positively impacting comprehension.  A reciprocal relationship exists between 

reading comprehension and fluency.  The 1992 National Assessment of Educational Progress in 

Reading (NAEP) study found that 15% of all fourth graders read no faster than 74 words per 

minute (Pinnell et al., 1995, p. 42).  At this pace, it would be difficult to keep track of ideas as 

they are developing within the sentence and across the page.  Another study completed in 1995 

by the NAEP, found that 44% of the subjects �were not fluent when reading grade-level 

appropriate material� (Chard & Pikulski, 2005, p. 510).  This large-scale study showed the 

relationship between oral fluency and reading comprehension (Chard & Pikulski, 2005).  As 

Samuel�s (1997) has stated, �comprehension may be poor with the first reading of the text, but 

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

barrier to comprehension is gradually overcome� (p. 378).  �Besides repeated reading, there has 

also been a strong link between good readers and mental imaging, the process of creating clear 

pictures in one�s mind of what has been read.  Mental imaging is a comprehension strategy that 

aids readers in storing information for retrieval� (McMaster, 1998, p. 580).  Reader�s theater 
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helps students create that mental picture in their mind when they read the script using few 

movements and voice inflections.  

Focus on Fluency 

 Fluency has been thought of as the lone ranger when looking at the different aspects of a 

reading program.  Although frequently overlooked, fluency has been identified by the National 

Reading Panel as a key component in a successful reading program.  Fluency has been defined in 

several different ways.  �One simplistic definition defines fluency as the ability to read smoothly, 

easily, and readily with freedom from word recognition problems� (Blevins, 2001).  �Another 

researcher goes on to include comprehension as a facet to the definition by say that fluency is 

manifested in accurate, rapid, expressive oral reading and is applied during, and makes possible, 

silent reading comprehension� (Tyler & Chard, 2000).  Regardless of the definition, fluency 

needs to become an automatic process, where students do not dedicate all their energy toward 

decoding and let their comprehension suffer (Griffith & Rasinski, 2004).   

 Fluency can be developed in many ways.  Some of those methods are modeling fluent 

reading, finding alternatives to round robin reading, teaching appropriate phrasing and 

intonation, pairing students for repeated readings, and performing reader�s theater (Blevins, 

2001).   

 Repeated readings.  One of the most researched and proven ways of improving fluency is 

through repeated readings (e.g., Kuhn & Stahl, 2003).  Although this method is not advocated for 

teaching all beginning reading skills, it is however useful as a supplement in a developmental 

reading program.  Repeated readings are based on the automaticity theory, which suggests fluent 

readers are those who decode text automatically, leaving attention free for comprehension.  The 

effectiveness of repeated readings has been replicated with many different types of students 
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ranging in abilities and ages.  In studies that used repeated readings, students with poor reading 

abilities and normal intelligence showed gains in comprehension and reading speeds (Samuels, 

1997).  For instance, in a study examining the effects of repeated readings on fluency and 

comprehension, five at-risk (Title I) fourth graders were engaged in a year long intervention 

involving repeated readings.  �Results indicated that the students gained 48 words correct per 

minute in rate, nearly doubling what would normally be expected during the fourth-grade year.  

An even higher gain was found in silent reading comprehension, which went up to 3.2 years.� 

(Griffith & Rasinski, 2004). 

 Reader�s theater.  Reader�s theater is a dramatic reading, where students rehearse, read 

from a script, and then perform for an audience.  Reader�s theater requires no sets, costumes, or 

props.  The main focus of reader�s theater is on expressive reading and fluency, not 

memorization.  Students are given several opportunities to rehearse before performing.  When 

reading aloud, students should try to bring the text to life by enabling the audience to visualize 

the action.  Performing in front of an audience helps children go inside the story, experiencing 

the thought and feelings of the characters.  Many benefits can be seen from using reader�s 

theater.  This gratifying experience for struggling readers who are able to flaunt their skills has 

been shown to improve comprehension (Worthy & Broaddus, 2001).  Not only have students 

gained confidence and improved comprehension, but they have made gains in other areas.  For 

example, in one ten-week implementation of reader�s theater in which small groups of second 

grade students were introduced to, practiced, and performed a new script, students made 

significant gains in reading rate and overall reading achievement as measured by an informal 

reading inventory (Rasinski, 2000).  These students made an average rate gain of 17 words per 

minute, about the gain that could be expected in an entire year. 
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Motivation 

 A lot can be said about the relationship between motivation and reading.  Of the five 

major areas identified by the National Reading Panel, one could say that motivation was 

overlooked.  Although motivation was not addressed by the Panel, many techniques can be used 

with students to get them engaged and excited about reading.  However, of the many techniques 

identified only a few target older students.  This is hard to understand when the research points 

out that middle school students are less intrinsically motivated than elementary students (Guthrie 

& Davis, 2003).  This finding of decreased motivation in older students is baffling, because at a 

young age, preschool and elementary teachers promote the love of reading.  Children are born 

with that natural desire to learn about their environment and build competence (Deci & Ryan, 

1985).  So, when do students tune out and become turned off by reading?   

 If only one antidote could be developed to cure the reading bug, the lives of many 

teachers would be simpler.  However, one solution would be hard to find when literacy learning 

occurs within and is shaped by such a complex social environment (West, 2002).  As a struggling 

reader, numerous survival skills are needed to make it in this complex social environment.  Low 

achieving readers often times feel disrespected, uncomfortable, and unmotivated (Guthrie & 

Davis, 2003).  With unmotivated, low achieving readers, it has been found that they are less 

likely to read in class or out of school (Rasinski, 2000).  When examining the social aspect of 

learning, one must look at the social learning theory.  Vygotskian social cultural theory in 

literacy learning is guided by three principles:  (1) higher psychological functions are social and 

cultural in nature, (2) knowledge is constructed through interactions among individuals within 

the social context, (3) learning is fostered through the assistance of more knowledgeable 
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members of the community and culture, generally through oral and written language (Boyd, 

2002). 

 On that same note, getting help from each other within the class culture to improve 

fluency is the premise behind reader�s theater.  �Increases in fluency due to repeated readings 

provided a heightened sense of confidence and motivation.  Within several months, children 

become far more willing and able to undertake reading new material on their own� (Samuels, 

1997, p. 378).  Students also showed excitement about the gains they made in fluency, dodging 

the boredom bullet (Samuels, 1997).  Avoiding boredom is not the only positive effect of 

repeated readings using reader�s theater, but drama has been shown to have a positive effect on 

personal attitude associated with language growth such as:  self-confidence, self-concept, 

empathy, and cooperation (McMaster, 1998).  All of these results lead to a dynamic, supportive 

reading community.  

As teachers, we know the diversity of our students makes the task of improving their 

reading skills complex.  One method that has been shown to have a positive impact on many 

different aspects of a student�s reading ability is reader�s theater.  With this tremendous amount 

of research completed on fluency, reader�s theater, and its benefits, teachers must devote more 

time to include this technique into his or her reading curriculum.  The belief is that problematic, 

robotic-style reading can be remedied by using repeated oral readings, like reader�s theater.  The 

present study was designed to investigate two research questions. First, �Is performance on 

reading fluency, reader�s theater, motivation, and reading comprehension tasks in a group of 

middle students related to one another?�  In addition, the proposed project was designed to 

answer the question of, �What are the effects of reader�s theater on sixth grade students' fluency, 
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comprehension, and reading attitude?�  It was hypothesized that using reader�s theater would 

improve fluency, comprehension, and the readers� attitude.
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CHAPTER 3 

METHODOLOGY 

Participants 

 The students participating in the research were from a small town in the Midwest.  The 

school was part of a district that had a predominately white population at 85.33%.  Hispanic 

students made up 5.75% of the population, African American population composed 1.52%, and 

all others ethnicities consisted of 7.40%.  The districts� economically disadvantaged students 

comprised 35.54% of the population.  The population was also made up of 52.08% males. 

 Inside this urban setting, the middle school had a population of 1,123 students; making it 

one of the largest middle schools in the state of Kansas.  The building ethnicity was 84.51% 

white, 7.12% Hispanic, 1.25% African American, and 7.12% belonging to other ethnicities.  The 

school population was comprised of 51.11% males, 38.47% economically disadvantage, and 

13% who receive special education services.  Out of the school population, 20 sixth grade 

students participated in the research.  Eight were boys, and 12 were girls.  The demographics for 

the participating class were 18 white students, 1 Hispanic student, and 1 Asian student.  The 

students had Language Arts class right before lunch, which is the fifth hour of the day. This 

group was chosen due to the fact that their class had an extra fifteen minutes longer than any 

other class. 

Measures 

 To assess motivation for reading, a twenty question multiple choice survey was 

administered to assess two facets of the readers� motivation (see Appendix A).  The survey 

measures the students� self-concept of his or herself as a reader and how they value reading.  

This survey came from an article published in The Reading Teacher titled Assessing Reading 
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Motivation (Gambrell, 1996).  The measure is reportedly a reliable, valid measure of student 

motivation for reading.   

 To assess oral reading fluency, a test from the Complete Reading Disabilities Handbook 

(Miller, 1993) was administered (see Appendix B).  Students read a grade level passage for one 

minute and their mistakes were marked to figure the words correct per minute.  This was 

calculated by totaling up the words read.  Any word omissions, additions, mispronunciations, 

substitutions, reversals, repetitions, or help from the teacher were considered miscues.  Any 

major miscue that interferes with comprehension called for a one word deduction from the total.  

 Lastly, the passage comprehension subtest from the Woodcock Reading Mastery-Revised 

(WRMR; (Woodcock, 1987) was administered.  The students read a series of short passages 

stating the word that is missing from the passage.  The WRMR was standardized on more than 

6,300 individuals using a stratified multistage sampling process. Internal consistency coefficients 

indicate a test median of .91 (ranging from .68 to .98). Criterion-related validity coefficients 

ranged from .60 to .70 when performance on the WRMR was compared to performance on the 

Peabody Individual Achievement Test-Revised (PIAT-R; Dunn & Markwardt, 1989) and the Iowa 

Test of Basic Skills (ITBS; Hoover, Dunbar, & Frisbie, 2000). 

Procedures 

This study was conducted over a six week time span.  Prior to initiating the actual project, 

pre-assessment sessions were conducted.  Students participated in a reading & taking an attitude 

survey, a timed, oral fluency measure, and a standardized comprehension test.  Once the pre-

assessments were administered, reader�s theater was introduced to the participants.  Students 

were introduced to reader�s theater by the teacher giving a general definition and explanation.  At 

the beginning of each week, they were then given a script and told their assigned part.  Students 
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were assigned parts randomly, but some consideration may be made for different gender roles.  

After first receiving their part, students were directed to highlight their lines and read through the 

entire play.  They were assigned to practice ten minutes each day on their own.  In addition to 

practicing on their own, they were also given ten minutes of class time each day to work as a 

group or with a partner, depending on their script.  On the first practice with their group, students 

sat in a circle to read through their parts.  Each session after the first reading, students were 

allowed to stand and add minimal movements to the play.  During rehearsals, the teacher 

circulated to offer students suggestions on phrasing, and expression.  At the end of the week, 

they were given about ten minutes to rehearse with their groups before they performed.  When 

they performed their reading for the class, students used few movements, and few or no props.  

After six weeks of this process, the same tests that were given at the beginning were re-

administered.   

A comparison was done on the pre and post motivation survey, fluency test, and 

comprehension test scores.  The data collected from the motivation survey was recorded on the 

scoring sheet that accompanies the survey.  The comprehension test also had a record keeping 

sheet to note student answers.  As far as the oral, timed fluency test goes, a copy of the reading 

passage was needed for each student in order for the teacher to record any mistakes that the 

student made.  All of these scores were then entered into a spreadsheet to make a comparison 

between the pre and post assessments. 
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CHAPTER 4 

RESULTS 

Preliminary Analyses 

 Descriptive statistics for the measures are provided in Table 1. There appears to be 

substantial range in performance in on the measures at pre- and posttests. Scores for the fluency 

measure represent number of words read in one minute. Comprehension scores are raw scores 

with a total of sixty-eight possible. The motivation data represent ratings on the survey, with a 

total of 100 points.  

TABLE 1 
 

Descriptive Statistics 
 
  

 Variable Minimum Maximum Mean Std. Deviation 
Fluency pre 63.0 142.0 101.2 24.5 
Fluency post 73.0 151.0 111.8 22.8 
Comp. pre 27.0   41.0   34.2   4.2 
Comp. post 32.0   51.0   38.6   4.3 
Motivation pre   0.0   90.0   67.9 18.7 
Motivation post 56.3   92.5   72.4   8.8 

Note. N=20 
 

  To determine if the data were normally distributed, which would dictate use of parametric 

or nonparametric statistics, the data were examined for violations of normality. Using the 

Shapiro Wilks test of normality, it was determined that most variables violated assumptions of 

normality (p=.001), with the exception of the Fluency pretest scores and the comprehension 

pretest scores (p<.302, p<.486, respectively). Given that most of the variables violated 

assumptions of normality and given the small sample size, nonparametric statistics were 

employed. 
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 Next, because the motivation survey is a researcher-generated measure, reliability or 

internal consistency was examined. Results indicated that the responses on the motivation survey 

were highly reliable (α=.96). To determine if the larger set of variables (i.e., self-concept as a 

reader and value of reading) could be accounted for by a smaller set of components, a principal 

components analysis for categorical data (CATPCA) was conducted. The twenty questions on 

the survey were submitted to a CATPCA. A two components solution emerged and together 

accounted for 57.5% of the total variance. The loadings of the twenty items on the two 

components are shown in Table 2. The information was reorganized by loading to facilitate 

interpretation. Variables were chosen for inclusion within a component on the basis of having the 

fewest cross-loadings and conceptual appropriateness (Tabachnick & Fidell, 2001). Component 

1 (value of reading) accounted for 36.26% of the variance in the data set. Component 2 (self-

concept) accounted for 21.25% of the variance in the data set. These results indicate that the 

survey does in fact measure two underlying constructs, which are the students value of reading 

and their self-concept or themselves as a reader. 

Primary Quantitative Analyses 

 In order to address the first research question (i.e. How are performance on  reading 

fluency, reader�s theater, motivation, and reading comprehension tasks in a group of middle 

students related to one another?), bivariate correlations (i.e., Spearman�s rho) were computed 

using pre-intervention and post-intervention scores on all measures (see Tables 3 and 4).  

Separate analyses were conducted using only pre-intervention scores or only post-intervention 

scores to determine if the relations changed over the course of the intervention. Examination for 

any differences in the strength of correlations for each time was conducted through the 

Independent Correlation z test. This tests the hypothesis that two correlation coefficients  
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TABLE 2 

 
Loadings and Variance for Principal Component Analysis of Categorical Data on Motivation for 
Reading Measure 
 
Survey Item # Value of Reading 

 
Self-Concept 

 
2 .85  
4 .42  
5 .46  
6 .46  
7 .52  
8 .77  
10 .79  
12 .47  
13 .62  
14 .86  
16 .65  
17 .87  
19 .55  
20 .85  
1  .76 
3  .36 
9  .72 
11  .45 
15  .54 
18  .45 
Variance 36.26% 21.25% 
Note. N=20. All values less than .45 were replaced with zeros (Tabachnick & Fidell, 1983) 
 

are equal.  The correlation coefficients were converted into z-scores using Fishers r-to-z 

transformation (Cohen & Cohen, 1983). Of the ten pairs of correlation coefficients subjected to 

this test, none were deemed as significantly different. This indicates that there were no reliable 

differences between the patterns of relations from pre to posttest. 
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Table 3 

Bivariate Correlations Among Pretest Scores 

  
Variable 1 2 3 4 
1. Fluency --    
2. Comp. .52** --   
3. Self Concept .26 .29 --  
4. Value  .29 .58** .45* -- 
Note. N=20, *=p<.05, **=p<.01, ***=p<.001 
 
 
Table 4 

Bivariate Correlations Among Posttest Scores 

  
Variable 1 2 3 4  
1. Fluency --    
2. Comp.  .49* --   
3. Self Concept  .16 .18 --  
4. Value  .36 .47* .45* -- 
Note. N=20, *=p<.05, **=p<.01, ***=p<.001 
 

To address the second research question, (i.e., What are the effects of reader�s theater on 

sixth grade students' fluency, comprehension, and reading attitude?) gain scores were calculated 

to determine the amount of change between pre and post-intervention scores. These gain scores 

were then statistically examined using the Kendall�s W test. This, like many non-parametric 

tests, uses the ranks of the data rather than their raw values to calculate the statistic. With this 

nonparametric statistical test, gain scores are ranked from low to high (regardless of direction). 

The ranks associated with negative differences are summed and the ranks associated with 

positive differences are summed. The statistical test is then computed. This analysis determines 

if the intervention had differential effects on students post test scores (i.e., it determines if the 

differences between pre and post test scores are statistically significant). Table 5 illustrates the 
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results of these analyses for all variables. Results indicate that only the differences between pre 

and posttest scores in fluency were statistically significant, although differences between pre and 

posttest scores on the value of reading survey approached significance.  This means that fluency 

was the only aspect that was greatly affected, while the value of reading had an impact, but not 

one that impacted students considerably. 

TABLE 5 

Statistical Analysis of Differences in Pre- and Posttest Scores 

Variable Kendall�s Wa p value 
Fluency (pre vs. post) .592 .001* 
Comp. (pre vs. post) .090 .18 
Self concept (pre vs. post) .014 .59 
Value (pre vs. post) .160 .18 
Note. N=20, *=statistically significant, a Kendall�s coefficient of concordance. 

Primary Qualitative Data 

 Although formal qualitative analyses did not take place, additional qualitative data often 

supplement or enhance the quantitative findings. For two of the four variables, interesting 

anecdotal recordings are reported. 

 Fluency. After students were given their scripts for the first time, the initial reading was 

very choppy and expressionless.  With the second reading, students began to read more fluently 

with some voice inflection.  During the next few readings, students benefited greatly from 

teacher modeling and coaching.  Without the teacher reading as an example, students were less 

likely to use their voice to portray the story.  Once the teacher had modeled several times, 

students were more inclined to coach other students.  One student could be heard saying, �You 

should read it like this.�  A dramatic difference could be heard in the student�s fluency once they 

performed after numerous rehearsals. 
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 Motivation related to self-concept and value of reading. Putting a measure on a student�s 

self-confidence is a complex task.  As students were performing their reader�s theater, the 

teacher could not record the numerous instances that involved laughs, smiles, excitement, 

encouragement, creativity, and questioning.  To illustrate this point, one must look beyond test 

scores and look at some of the student�s individually.  For example, the introverted student who 

never speaks to a popular student is shining by showing off the lines she has practiced, and 

feeling a sense of belonging to her group.  Another particular boy who has been a behavior 

problem now has an outlet for his energy.  The class jokester had the audience laughing when it 

was his turn to perform.  These positive reading moments were a few of the many times that 

reading was looked at differently by students.  Students didn�t feel like it was an assignment to 

rush through, but a privilege to be their very best.  When students were informed that it was the 

last week for reader�s theater, they protested.  They showed enough interest to continue, that 

students ended up writing scripts share with the class.  These examples show that the students 

truly valued their self as well as reading.   
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DISCUSSION 

Overview 
 
 The first goal of this study was to investigate relations among a set of variables to 

determine if or how they were related by answering the following question: (a) How are 

performance on  reading fluency, reader�s theater, motivation, and reading comprehension tasks 

in a group of middle students related to one another?  It was hypothesized that, given the 

literature base, each variable would be significantly related to the others. Overall, the results 

provided partial support for this hypothesis.  

 Expectations associated with the relation between fluency and comprehension were found 

to be true. In addition, findings regarding the relations of the self concept, and value of reading 

variables to each other were supportive of the aforementioned hypothesis. Additionally, the value 

of reading was significantly related to comprehension, as hypothesized. However, some of the 

variables were not interrelated (i.e., fluency, self concept, and value at pretest and posttest; 

comprehension and self-concept at pre and posttest). 

 The second goal of this study was to determine the impact of the use of Reader�s Theater 

on the skills of the participants by asking the following question: (b) What are the effects of 

reader�s theater on sixth grade students' fluency, comprehension, and reading attitude? Based on 

previous research, it was hypothesized that use of Reader�s Theater would improve students� 

fluency, comprehension, motivation, self-concept, and value of reading. Results indicated that 

fluency skills significantly improved following intervention.  Qualitatively, it was noted that 

student�s self-concept and value of reading showed improvement.  However, statistically, 

comprehension, self concept, and value of reading did not improve significantly.   
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Relations Among Variables 

 The hypothesis that each variable would be related to all others only received partial 

support. As mentioned before, fluency and comprehension were significantly related.  Self 

concept and value of reading were also significantly related to each other.  Furthermore, value of 

reading was significantly related to comprehension.  The findings from this series of analyses 

offer support to some extant literature but also refute the findings of others.  Two of the related 

aspects that receive support from other, previous research were fluency and comprehension.  The 

relationship between these two elements validates what other studies have shown.  For instance, 

the study completed by the National Assessment of Educational Progress showed a reciprocal 

relationship exists between reading comprehension and fluency (Pinnell et al., 1995).  Another 

study also linked poor comprehension with the initial reading of a text (Rasinkski, 2000).   

 Although it was hypothesized that all variables would be related, one was found that was 

not supported by the literature.  The unsupported outcome of this study that emerged was that 

value of reading was related to comprehension.  None of the research that was examined 

predicted this outcome.  The only explanation that could be provided for the surprising finding 

would be that low achieving readers often times feel disrespected, uncomfortable, and 

unmotivated (Guthrie & Davis, 2003).  With unmotivated, low achieving readers, it has been 

found that they are less likely to read in class or out of school (Rasinski, 2000).  With these two 

statements, one could postulate that low achieving readers feel unmotivated, therefore read less, 

and then in turn have poor comprehension skills. This would also lead us to believe that if a 

student did value reading, they would then read more, which would explain why they would 

comprehend better. 
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 The fact that fluency was not related to self-concept and value of reading was surprising 

because it refutes the findings of other research.  To show this, Samuels stated that, �Increases in 

fluency due to repeated readings provided a heightened sense of confidence and motivation.  

Within several months, children become far more willing and able to undertake reading new 

material on their own� (Samuels, 1997, p. 378). One possible explanation for the current finding 

could be simply related to sample size. In order for statistically significant relations to emerge, 

there must be ample variability. Given a sample size of only 20, it is likely that the relations were 

attenuated, and thus, could not emerge as statistically significant. 

Effects of Reader�s Theater on Skills 

 The hypothesis that the use of reader�s theater would improve students� fluency, 

comprehension, motivation, self-concept, and value of reading received only partial support from 

these analyses. Results indicated that fluency skills significantly improved following 

intervention. Qualitatively, it was noted that student�s self-concept and value of reading showed 

improvement.  However, statistically, comprehension, self concept, and value of reading did not 

improve significantly.  Again, these results offer support to some extant literature but also refute 

the findings of others.   

 One cannot deny the effects that implementing reader�s theater had on this group of sixth 

grade students.  Many changes were seen over a short period of time.  Positive changes in their 

fluency were shown quantitatively, as well as qualitatively.  Increasing fluency using reader�s 

theater, which emphasizes repeated readings, confirms what other researches have found to be 

true.  To illustrate, Samuels found repeated readings to be one of the most proven ways to boost 

fluency (1997).  By improving this single aspect, many other changes then began to surface.  
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Improving fluency has been linked to comprehension.  As previously mentioned, a reciprocal 

relationship exists between reading comprehension and fluency (Pinnell et al., 1995). 

 Although there were positive increases in comprehension for 18 out of the 20 students, it 

was not enough to be statistically significant.  Changes in comprehension could also not be noted 

qualitatively.  This refutes what other researchers have stated.  Others have stated that there is a 

positive correlation between comprehension and fluency (Chard & Pikulski, 2005).  Another 

study also points out that slow, disfluent reading is linked to poor comprehension (Rasinski, 

2000).  This was not the case in this study.  Fluency improved, but comprehension did not. 

Again, a likely explanation for this finding could be the small sample size of the current study.  

 Changes in fluency were not the only noted difference with this group of students.  

Another change seen was in the student�s attitude about reading.  As mentioned earlier, the 

statistics do not show significance, but did however approach statistical significance.  

Qualitatively a difference was noted about the change seen not only in the students� attitude 

about themselves as reader, but also in the way the felt about reading.  This finding does support 

what the literature says about motivation related to a student�s reading ability.  For instance, one 

article stated that increases in fluency due to repeated readings provided a heightened sense of 

confidence and motivation (Samuels, 1997). 

Educational Implications 
 
 Teachers can now take these findings into their classrooms to address the sometimes 

forgotten area of fluency and motivation.  Even though most of the resources and materials are 

suited for elementary aged students, teachers can implement a successful reader�s theater 

program.  Minimal work on the teacher�s part can lead to considerable gains with students.  All it 

takes is allocating ten minutes of class time per day and twenty minutes at the end of the week.  
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Reader�s theater can change the whole class environment by promoting cooperation among class 

members and individuals self-esteem.  In this day and age of ensuring that all students become 

proficient readers, reader�s theater is method that should be seriously considered to reap benefits 

beyond the confines of a textbook. 

 This addresses those students who see reading as a deskbound chore.  It makes reading an 

activity that requires all students to be accountable for what they are reading.  The reluctant 

reader is tricked into becoming an active participant.  They can hide in the corner no longer. 

Limitations of Study 

 Although many successes were seen with this study, it had a few limitations.  The 

principal limitation was time.  At the end of each week, a twenty to thirty minute block of time 

had to be set aside to perform their scripts.  The six-week time period in which the intervention 

took place also needed to be longer.  Typical school interruptions such as conferences, in-service 

days, and assemblies consumed some of those days, making for a couple of short weeks.  

Extending the intervention by a few weeks may have resulted in higher gain scores.   

 Even though the sample size was small, the teacher was limited on the amount of time 

she could spend coaching each group.  This made it difficult to adequately monitor and coach all 

groups homogeneously.  Having a group of students who were not randomly assigned was also a 

limitation to the study. 

 The motivation survey also had one question that may have elicited a reverse response 

from some of the high level readers.  The question asked whether they worried about what other 

kids think of their reading.  High readers tended to mark no, which received a lower score on the 

survey.  The survey could also be adapted to be a little more suitable for middle school students. 
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Future Research 

 This study provided many insightful results, but also raised several new questions that 

call for further research.  The results of the project showed positive changes in just a six-week 

period.  Extending the project to be a year long might reap even greater gains with students.   

 Making the students more accountable for this their participation may also bring about 

significant gains.  One could make the students more accountable by using rubrics to give 

feedback on students� performance.  This would allow for students to know specifically what 

they could work on to become better.  Students could also become more accountable for 

participation in reader�s theater by recording their at home practices.  With a parent�s signature, 

the recording keeping would ensure that student was practicing outside of school. 

 Another way to increase the level of student involvement would be to have them write 

the scripts each week.  This would incorporate both reading and writing into give more control 

over to the students.  Having students write the scripts would provide another opportunity for the 

story to run through their mind, which ties back into the repeated reading notion. 

Conclusions 

 The lack of fluency, comprehension, and motivation related to reading that so many 

teachers find to be a problem with middle school students led to the design of this intervention.  

Using the intervention of reader�s theater was based on other sound research findings.  This 

simple method could be a teacher�s remedy for several reading problems.  In a six-week time 

span, reader�s theater brought about changes in fluency and motivation.  Fluency was the area 

that showed the most statistical improvement.  This study also identified relationships among 

variables such as, fluency and comprehension, and comprehension and how a student values 

reading.  Results of this study predominantly validate other research findings.  The one finding 
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that refuted other studies was the reader�s theater did not greatly impact comprehension.  

Although there were a few limitations, this study has opened the door for future research.  Future 

research will be the key to helping middle school students overcome their reading obstacles.  It is 

promising to know that something simple can make a difference. 
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APPENDIX A 
Motivation to Read Survey 
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APPENDIX B 

Fluency Pre- and Post Test 

 
 


