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ABSTRACT 

 The main point of this project is to determine if the Repeated Reading strategy is an 

effective method for improving the reading ability of kindergarten students. The development of 

reading skills and fluency in elementary students is discussed. An overview of research-based 

instructional strategies that promote increased fluency was conducted. A research study 

examining the effects of Repeated Reading with kindergarten students over a four week period 

was conducted. Results of the research study indicate that Repeated Reading had positive effects 

for one student in particular but did not consistently outperform guided reading.   
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CHAPTER 1 

Overview 

Reading fluency is an important topic among teachers and administrators, especially in 

the primary sector (Rasinski, 2003). Educators determine fluency as a measure of students’ 

overall reading ability which includes: accuracy, automaticity, and comprehension. A concern 

among educators and the main point of this project is to determine the most effective strategies to 

improve students’ fluency and therefore overall reading ability.  

The definition of fluency varies from reading rate determined by the number of words 

read correctly per minute to a broader definition focused on accuracy, automaticity, and 

comprehension. Accuracy is determined by the percentage of words read correctly in a text. 

Automaticity is determined by reading rate (Rasinski, 2003). Automaticity refers to when a 

reader has established such familiarity with words to automatically identify them by sight rather 

than sounding them out. Comprehension is the ability to understand the meaning of the text 

which is often scored, with kindergarten children, through retelling. 

 In order to improve fluency, students must first acquire foundational skills in reading 

such as letter sound correspondence, the ability to blend words, and the ability to read sight 

words (Allington, 2009; Therrien & Kubina, 2006). Students’ foundational skills can be assessed 

using a standardized test such as the Dynamic Indicators of Basic Early Literacy Skills 

(DIBELS). Students’ knowledge of sight words can be assessed using sight vocabulary lists such 

as Rebecca Sitton’s list. Fluency as a measure of overall reading ability can be assessed through 

running records.  
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DIBELS is a data system that provides research-based reading measures in English and 

Spanish. Schools use the DIBELS universal screenings and progress monitoring tests to identify: 

students who need early intervention, students that are making adequate progress, and students 

that are exceeding benchmarks and need enrichment. Students are assessed on specific skills 

three times a year using the DIBELS universal screening tests. In the fall, kindergarten students 

are assessed on letter naming fluency and first sound fluency. In the winter, kindergarten 

students are assessed on first sound fluency, phoneme segmentation fluency, and nonsense word 

fluency. In the spring, kindergarten students are assessed on letter naming fluency, phoneme 

segmentation fluency, and nonsense word fluency. First grade students are assessed on phoneme 

segmentation fluency and nonsense word fluency in the fall. Then in the winter and spring first 

grade students are assessed on phoneme segmentation, nonsense word fluency, oral reading 

fluency, and retelling fluency (DIBELS University of Oregon Center on Teaching and Learning, 

2013).    

Sight words are words that students learn to read as whole words rather than sounding 

them out. Sight words can be assessed in isolation by asking students to read from a list or they 

can be assessed within the context of sentences. School districts can choose from sight word lists 

created by:  Edward William Dolch, Edward B. Fry, or Rebecca Sitton. These sight word lists 

contain the most commonly used words in the English language.  

A running record is a tool educators use to determine what processes a student uses to 

help them understand a text’s meaning. Running records can be used to assign students a guided 

reading level, place students in interventions or enrichment groups, capture reading behavior for 

analysis, or as a record to show changes over time. When a running record is administered, the 

student is given a book selected by the teacher. The student is given time to look through the 
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book and then asked to read the book aloud. As the student reads the text aloud, the teacher 

marks any words the student reads incorrectly, omits, or substitutes on a recording sheet. If the 

student reads the word incorrectly but self-corrects within three seconds the word is marked as a 

self-correction. After the student reads the entire text the teacher asks the student comprehension 

questions. The teacher also computes the student’s accuracy rate and self-correction rate. 

Accuracy rate is shown as a percentage and is computed by first subtracting the number of errors 

from the total number of words read and then dividing by the total number of words read. Finally 

self-correction rate is calculated by adding the student’s number of errors and self-corrections 

and then dividing by the number of self-corrections. Self-correction rate is written as a ratio. 

Accuracy and comprehension scores determine whether the text is at the frustration, 

instructional, or independent level for the student. A text is considered at a student’s frustration 

level if the student reads the text with less than 90% accuracy and scores less than 70% on the 

comprehension questions. A text is considered at the student’s instructional level if the student 

reads the text with 90 to 95% accuracy and scores less than 80% on the comprehension 

questions. A text is at the student’s independent reading level if the student reads the text with 95 

to 100% accuracy and scores above 80% on the comprehension questions. Identifying a student’s 

instructional and independent reading level allows the teacher to ensure the student has 

appropriate material to read. (Nelley & Elsie, 2002) 

Statement of the Problem 

 A rural elementary school is southwestern Wisconsin uses DIBELS as a universal 

screening tool for reading in kindergarten through second grade. Students are assessed using 

DIBELS three times a year. After each round of testing grade level teachers meet with the 

school’s data team to review the results and make decisions about intervention support and core 



7 
 

instruction. In a recent data meeting, staff and administrators reviewed the results of kindergarten 

and first grade students’ scores on the DIBELS universal screening test over the past four years 

(Figures 1 & 2). The discussion led to reviewing trends over time and the concern that in the 

middle of first grade students’ scores consistently and significantly dropped each year. In an 

effort to understand why this downward trending occurs, the team considered the fact that the 

subtest changes from phoneme segmentation and nonsense word fluency to oral reading fluency. 

As the data shows, kindergarten students at benchmark at the end of the year on the phoneme 

segmentation and nonsense word fluency tests, continued to score at benchmark at the beginning 

of first grade. However, when the test switched in the middle of the year to oral reading fluency, 

a significant number of students dropped to strategic. (Figures 1 & 2) DIBELS uses the term, 

strategic, to describe students who are emerging in skill but at some risk of needing additional 

intervention to meet expected grade level goals. Benchmark means the student is meeting grade 

level expectations. The significant number of students who dropped from benchmark to strategic 

caused the team of staff and administrators to question what could be done to change this trend 

over time? How could students’ oral reading fluency be improved? The previous year the first 

grade teachers worked with the reading specialist to develop and incorporate fluency activities 

into their core reading instruction and guided reading lessons. The focus of the team now shifted 

to kindergarten. What could be done in kindergarten to improve students’ reading ability and 

increase reading fluency scores when these students enter first grade? The reading specialist’s 

suggestion was to increase the number of sight words taught in kindergarten and first grade. Her 

hypothesis was that if students’ knowledge of sight vocabulary increased, their fluency would 

improve because they would spend less time trying to decode words that they should know by 

sight. The administrators in the district decided to follow her recommendation and set the 
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requirement that beginning in the 2012-2013 school year kindergarten students should be taught 

the first one hundred words on the Rebecca Sitton high frequency word list and first grade 

students should be taught the first two hundred words. The focus for the 2013-2014 school year 

is to determine what additional strategies can be implemented in kindergarten to improve reading 

ability beyond increasing students’ sight word vocabularies.  

Purpose of the Study 

Research has shown that having a well-established sight word vocabulary impacts 

fluency in all three capacities: accuracy, automaticity, and comprehension (Allington, 2009; 

Farrington-Flint, Coyne, Stiller, & Heath, 2008; Rasinski, 2003). However, sight word 

acquisition is only one skill needed for fluency. Other skills such as the ability to:  make 

grapheme phoneme comparisons, identify letter/letter sound cues, make analogies, decode 

words, self-monitor while reading, choose comprehension strategies, and understand the 

conventions of text also affect fluency (Allington, 2009; Farrington-Flint et al., 2008).   

Since improving fluency is more comprehensive than acquiring sight word vocabularies; 

professionals suggest using daily activities that positively affect all aspects of fluency. These 

activities include: modeling fluent reading, Oral Support Reading, Repeated Readings, Choral 

Reading, Reader’s Theater, Sustained Silent Reading, and audio books (Allington, 2009; 

Brummit-Yale, 2008; Hasbrouck, 2008; Rasinski, 2003). Out of all of these strategies, Allington 

states that Repeated Readings technique seems to be a well-researched way to help struggling 

readers who persistently read word-by-word break out of that style of reading and begin to read 

in phrases with expression (2009). Therefore, Repeated Readings technique was selected as the 

main focus of this study.  
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 To date, numerous studies have been conducted examining the effects of Repeated 

Reading on reading fluency. This research has primarily studied subjects in grades 1-8 with 

instructional reading levels between first and fifth grades (Allington, 2009; Begeny, Krouse, 

Ross, & Mitchell, 2009; Chard, Vaughn, & Tyler, 2002; O’Connor, White, & Swanson, 2007; 

Rasinski, 2003; Therrien & Hughes, 2008; Therrien & Kubina, 2006).  Limited empirical 

research has been conducted examining the effects of Repeated Reading on kindergarten 

students. Most researchers indicate that students do not have the necessary foundational skills in 

place in order to benefit from fluency instruction until mid-first grade (Allington, 2009; Chard, 

Vaughn, & Tyler, 2002; Rasinski, 2003). Therrien & Kubina do not recommend the use of 

Repeated Reading with students who read below a first-grade level because they state these 

students “have yet to acquire foundational reading skills such as letter sound correspondence and 

blending words” (2006). However, Rasinski explains that automaticity with basic skills is usually 

achieved by practicing their application (2003). Repeated Reading strategy is one way to provide 

students with practice decoding words and phrases with a high degree of accuracy and 

automaticity (Rasinski, 2003). The research to date excludes kindergarten students because of an 

alleged lack of foundational skills. What about students who have acquired the necessary 

foundational skills? As Rasinski suggests, these kindergarten students may benefit from 

instructional strategies that focus on fluency as a method for strengthening their overall reading 

ability, not just fluency (2003). Therefore, the purpose of this study is to determine if Repeated 

Reading has a positive significant impact on the reading ability of kindergarten students who 

have the necessary foundational skills.  
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Hypothesis 

Kindergarten student’s reading ability, as determined by running records, will increase as 

a result of the researcher using Repeated Readings with the students over a four week period. 

When Repeated Readings are used in combination with guided reading with students who have 

benchmark foundational skills and can read at least 50/100 sight words, a different rate of growth 

will be demonstrated than when students who have benchmark foundational skills and can read 

at least 50/100 sight words receive only guided reading instruction.   

Significance of the Study 

 The results of this research could impact the methods used to teach reading and improve 

fluency in kindergarten and first grade classrooms. If Repeated Readings demonstrate a 

significant positive impact on students’ reading ability, then other educators could replicate this 

action research to see if they have similar positive results. This research could contribute to the 

body of literature on improving fluency and lead to action research on the effectiveness of other 

fluency strategies used with kindergarten students that were not included in this study. 

Delimitations of the Research 

 The implementation of Repeated Readings requires that students have established 

foundational skills in reading, a sight word vocabulary, and be able to read a book at their 

independent reading level. In the Rigby Benchmark Kit, level A is the lowest level of book with 

higher levels proceeding chronologically through the alphabet. 
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 Participants in this study were limited to students who could read a level C book 

independently, who knew 50/100 words on the Rebecca Sitton high frequency word list, 

and who scored at benchmark on the winter DIBELS Universal Screening assessments.  

 The majority of kindergarten students are not reading a level C book in January/February. 

Therefore, the population size of the study is very small due to the pre-requisite 

requirements of students in order to participate in the study and the use of a control group 

vs. experimental group.  

Method of Study 

Kindergarten students meeting the following criteria in January were selected to 

participate in the research: able to read fifty out of the first one hundred words on the Rebecca 

Sitton high frequency word list, scored at benchmark on the winter universal screening 

assessments for DIBELS, and able to read Level C or the third level in the Rigby Benchmark Kit 

independently. Pre-test data was collected on all participants in February using running record 

forms from the Rigby Benchmark Kit. Participants were randomly assigned to either the control 

group or the experimental group. Beginning March 3, 2014, participants in the experimental 

group were taught and practiced repeated readings in combination with guided reading two times 

a week for twenty minutes for a duration of four weeks. Control group participants were taught 

only guided reading two times a week for twenty minutes for a duration of four weeks. On April 

1, 2014 post-test data was collected using running record forms from the Rigby Benchmark Kit. 

Pre-and post-test data was entered into a spreadsheet. The researcher analyzed each student’s 

growth to see if Repeated Reading strategy combined with guided reading had a more significant 

positive impact on student’s reading ability than guided reading alone.  



12 
 

CHAPTER 2 

REVIEW OF LITERATURE 

The purpose of this chapter is to provide the reader with a review of the literature related 

to the study. The review will focus on how professionals define fluency, why it is important, and 

how it develops. Then it will focus on strategies for improving fluency and studies that have 

examined these strategies.  

Definition of Fluency 

Fluency can be defined in many ways but as Richard Allington (2009) writes in his book, 

What Really Matters in Fluency: Research Based Practices across the Curriculum, the most 

common definition is that fluency is the ability to read aloud with accuracy, appropriate speed, 

and expression. Timothy Rasinski (2003), author of The Fluent Reader: Oral Reading Strategies 

for Building Word Recognition, Fluency, and Comprehension, defines fluency as the ability to 

read quickly, effortlessly, and efficiently with good, meaningful expression (p. 26). Fluency 

incorporates three aspects of reading: accuracy and automaticity in word decoding as well as 

comprehension (Rasinski, 2003). Accuracy is determined by the percentage of words read 

correctly in a text. Automaticity is determined by reading rate (Rasinski, 2003). Comprehension 

is the ability to understand the meaning of the text (Kuhn, 2004). 

Fluency and Reading Development 

 According to research cited by Melanie Kuhn (2004), fluency impacts reading 

development in two important ways: the development of automatic word recognition, and 

prosody. Skilled or fluent readers are able to identify words accurately and recognize them 

instantly. This accuracy and automaticity allows the reader to expend more energy and conscious 
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thought on the meaning of the text rather than on decoding words (Allington, 2009; Kuhn, 2004; 

Rasinski, 2003). Prosody occurs when readers use expression to make their oral reading sound 

like spoken language. Fluent readers achieve prosody by adjusting their pitch, phrasing of words, 

and stress or emphasis on words while reading (Kuhn, 2004). Just as accuracy and automaticity 

allow the reader to attend to the meaning of text, prosody is an indicator of comprehension as 

well. Without understanding the meaning of the text it is impossible to adjust pitch, phrasing, and 

stress appropriately (Kuhn, 2004). Allington (2009) points out that non-fluent readers read what 

he calls “function words” with the same stresses and pauses as content words, where fluent 

readers only stress the content words. Reading in this way affects the student’s ability to chunk 

text into phrases which Rasinski (2003) says limits comprehension. When students chunk text 

they are able to infer meaning through intonation, expression, and pausing and start to see that 

words are not the only part of the text that carries meaning (Rasinski, 2003). Research cited by 

Mathes, Howard, and Allen (1998) confirms that fluency and comprehension develop 

simultaneously. Since the goal of reading is to construct meaning from text it is logical to 

conclude that fluency instruction is integral to successful reading development (Kuhn, 2004).  

Fluency Development 

According to Allington, children do not begin reading with fluency; fluency is developed 

over time. Initially, young children read word-by-word. By the end of first grade they move out 

of the word-by-word phase and start to read familiar texts with phrasing and expression. By the 

end of second grade, most children read with phrasing and expression on their first reading of 

grade level material (2009). Allington further states that most often children acquire the ability to 

read fluently, with phrasing and expression, with little instructional guidance (2009). However, 
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that hasn’t stopped researchers from exploring what skills are necessary to improve fluency and 

what strategies positively affect fluency with various student populations.  

Fluency means reading with accuracy, automaticity, and comprehension. This involves 

the use of many skills simultaneously. Allington (2009) lists the development of the following 

skills as necessary for students to become fluent readers: appropriate decoding skills and 

strategies, a large vocabulary of words whose meanings they know, a store of words they can 

recognize at a glance, the ability to self-monitor while reading, the appropriate comprehension 

strategies to use while reading, and the motivation to read purposely and voluntarily. Farrington-

Flint, Coyne, Stiller, & Heath (2008) suggest including: acquisition of sight vocabulary, 

grapheme phoneme comparisons, making analogies, and letter/letter sound cues. 

Aside from establishing proficiency in thee afore-mentioned skills, Allington (2009) 

wrote about other factors that can affect fluency development. He states that students need to 

learn the conventions of text and how it differs from speaking. He explains that talking is usually 

noun verb and writing is usually verb noun.  Understanding this difference in conventions will 

help students when they read phrases like, “cheered Nora”, instead of “Nora said”. Allington also 

discusses the need for students to read appropriate texts daily. He defines appropriate texts as 

those read with an accuracy level of 98%, however, most research suggests 95% and above. 

Allington cautions that when a student reads a text at an accuracy level less than 98%, adults are 

more likely to frequently interrupt the student while they read in order to correct decoding errors. 

This prevents fluent reading and can lead to lack of motivation for the student to want to read. 

Allington suggests ensuring that students have a large supply of books that they can successfully 

read and that they read these books daily. This will boost their confidence and encourage higher 

reading volume. Allington emphasizes the need to increase students’ reading volume by referring 
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to studies that indicate struggling readers engage in far less reading than achieving readers. He 

states the result of this limited practice is that struggling readers do not develop the skills 

necessary for autonomous reading. Allington states increasing reading volume produces the same 

positive effects on reading fluency and word recognition as other reading interventions. 

(Allington, 2009) 

The development of fluency involves the incorporation of many skills related to 

accuracy, automaticity, and comprehension. To build these skills, educators must take into 

consideration a balanced literacy program that focuses on phonological skills, concepts of print, 

vocabulary, and comprehension strategies (Allington, 2009; Rasinski, 2003). While establishing 

this balanced literacy program, educators should provide students with daily opportunities to 

read from a wide selection of books at their level. This increases the students reading volume and 

fosters the development of fluency (Allington, 2009). In addition to a balanced literacy program, 

educators can implement other strategies to improve reading fluency that are discussed in the 

next section.  

Strategies for Improving Fluency 

Sight Words Acquisition 

Over the last two decades, researchers examined why children experience difficulty in 

learning to read and concluded that the primary problem for most children is the inability to 

accurately and fluently identify words (Chard et al., 1995; Stanovich, 1988, 1991 as cited in 

Mathes et al., 1998). Rasinski (2003) states, “One of the most common characteristics of a non-

fluent reader is word-by-word reading. When a reader reads in this way, “chunking” a text 

appropriately becomes more difficult and finding meaning in that text becomes more difficult as 
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well.” (p. 32) Rasinski (2003) suggests that students will gain automaticity and improve 

comprehension while reading as their word recognition improves because less mental energy will 

be spent on figuring out the pronunciation of words. His reasoning aligns with the automaticity 

theory of reading. The automaticity theory states that students with decoding difficulties spend 

too much cognitive capacity decoding words, which in turn affects their ability to comprehend 

what they read (Samuels, 1979, 1997). As students’ word recognition and decoding skills 

improve, less mental energy is needed for these processes and can be spent on the 

comprehension process instead (Allington, 2009).  

Allington (2009) further supports the need to teach what he calls “function words”. He 

claims that struggling readers face a huge obstacle in ever becoming fluent readers because they 

must compensate for their lack of sight word vocabularies due to a limited amount of reading.  

According to Allington (2009), a word is recognized with automaticity after 10 to 25 correct 

pronunciations of the word.  Allington (2009) reports that by third-grade, typically developing 

students have read the most common sight words in our language over 3,000 times, to the point 

that these words are read automatically without requiring much cognitive effort.  As Rasinski 

and Allington point out, developing a sight word vocabulary can impact automaticity and 

comprehension. The benefits of expanding a student’s sight word vocabulary don’t stop there. 

Farrington-Flint et al. (2008) studied 65, five-to-seven year old children on their 

development of sight word reading and how that compared to different theories of reading 

development. In the study Farrington-Flint et al. (2008) found that children shift from reliance on 

phonological strategies such as grapheme phoneme correspondence toward reliance on retrieval 

of words from memory. They also found that response time and accuracy improved with each 

round of testing.  Farrington-Flint et al. (2008) discovered that compared to phonological 
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strategies and the use of analogies to read words, retrieval of words from memory was the most 

accurate, resulted in faster response times, and led to the highest level of reading performance. 

Farrington-Flint et al. (2008) found that students used retrieval more often when words were 

high frequency and short in length. They also observed that the older and more experienced 

readers participating in their study used retrieval more often for longer words than the less 

experienced, and younger aged readers (Farrington-Flint et al., 2008).  

The above findings demonstrate that retrieving words from memory is an efficient 

strategy used with more frequency as students gain experience in reading. The fact that students 

as young as six years of age rely heavily on this strategy certainly supports the need to establish 

sight word vocabularies in students. However, the authors of the Farrington-Flint et al. (2008) 

study noted that beginning readers use more than one strategy and change the strategy used 

throughout the reading. Therefore, although teaching sight words can be a valuable and effective 

strategy for improving fluency, professionals suggest other daily reading activities to implement 

in addition to sight word instruction. These activities include: modeling fluent reading, Oral 

Support Reading, Repeated Readings, Sustained Silent Reading, and audio books (Allington, 

2009; Brummit-Yale, 2008; Hasbrouck, 2008; Rasinski, 2003). 

Teacher Modeling 

The benefits to modeling fluent reading through daily read alouds are extensive. When 

adults model fluent reading, they demonstrate how to pace reading, phrase text, and read with 

appropriate expression (Brummit-Yale, 2008; Rasinski, 2003). Students are able to hear how the 

voice can be used to create and extend meaning and can experience the emotional power of 

reading (Rasinski, 2003). Through read alouds, adults can also model how to stop and think 
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about the text to develop comprehension skills (Rasinski 2003). Read alouds expose students to 

texts they may not be able to read themselves which enhances students’ vocabulary and exposes 

them to multiple genres of writing (Rasinski, 2003). Listening to adults read is a pleasurable 

experience for students as well. A study completed by Gay Ivey and Karen Broaddus in 2001 

surveyed 2,000 sixth grade students about their interests in reading. Read alouds came in second 

as their favorite activity with 62% of students indicating they love being read to by their teacher. 

Oral Support Reading 

Oral Support Reading is another beneficial activity for improving word recognition, 

fluency, and comprehension (Rasinski, 2003). Oral Support Reading involves reading while 

listening. Typically, during this form of reading a proficient reader reads alongside a developing 

reader (Rasinski, 2003). There are different types of Oral Support Reading including: Shared 

Reading, Paired Reading, Choral Reading, and Echo Reading (Brummit-Yale, 2008; Rasinski, 

2003).  

In Paired Reading, the more proficient reader adjusts the pace and volume of their 

reading to provide more or less support to the developing reader. This method has been shown in 

research to be very effective. Rasinski (2003) refers to a study conducted by Limbrick, 

McNaughton, and Cameron in 1985 where students made gains of six months of reading in the 

course of 6-10 weeks. In a study by Toppings in 1989 (as referenced in Rasinski, 2003), students 

made gains three times greater than expected.  According to Toppings, struggling readers are not 

the only beneficiaries of this strategy, the readers working as the tutors also made substantial 

gains in reading (as referenced in Rasinski, 2003).  
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Another study focusing on the Paired Reading technique was conducted by Mathes, 

Howard, and Allen in 1998. They examined the effects of Peer Assisted Learning Strategies for 

First Grade Readers (First Grade PALS) on the reading achievement of low, average, and high 

achieving students. First Grade PALS follows a Paired Reading model in which first graders 

mediate the instruction of other first graders. The study found that enhancements in reading 

achievement did occur using First Grade PALS although not equally for all learner types. Low 

achieving students seemed to profit the most with effect sizes greater than .50 on word attack, 

word identification, oral reading rate, concepts of print, and phonological segmentation. Average 

achieving students experienced effect sizes greater than .50 for word attack, phonological 

segmentation, and oral reading rate. First Grade PALS did not appear to affect high achieving 

students as greatly. (Mathes et al., 1998) 

In addition to PALS, there are other Oral Support Reading strategies that have also been 

found to be effective.  Choral Reading is similar to Paired Reading in that the students sit side by 

side. However in Choral Reading the stronger reader reads slightly faster than the developing 

reader to improve pacing. The stronger reader also tracks the words on the page to help the 

struggling reader focus attention there (Brummit-Yale, 2008). Similar to the Choral Reading 

method, the Neurological Impress Method also has the stronger reader read faster and louder 

than the developing reader. This is done with the purpose of imprinting a sound/symbol match in 

the developing reader’s head (Rasinski, 2003). Echo Reading is another form of Oral Support 

Reading. In this method, the adult or proficient reader reads a line of text out loud and then the 

student reads it aloud following the text with his/her finger (Rasinksi, 2003). One way educators 

can incorporate these methods is through the use of reading buddies. When students buddy read, 

they read with a partner who is at the same reading level as them and incorporate any of the 
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methods mentioned above. Buddies can alternate reading pages, echo read, or chorally read 

(Rasinski, 2003).  

Audio Books 

Another activity recommended to improve fluency that coincides with Oral Support 

Reading is the use of audio books. Audio books can be a great alternative to the Oral Support 

Reading strategy known as Paired Readings (Rasinski, 2003).  Audio books, especially when 

recorded by the teacher, serve as a fluency model for struggling readers. When students read 

along with a recorded book they are able to identify more words accurately, they pick up on the 

speed they should read, and they match the expression used by the person who made the 

recording (Brummit-Yale, 2008). Audio books not only help improve pacing and prosody, they 

assist students with comprehension as well because students don’t have to decode words 

(Brummit-Yale, 2008).  

Koskinen et al. (2000) describes and expands on a study of Oral Reading with audio 

tapes, conducted by Blum et al. (1995). In the Blum et al. (1995) study, first-grade, second 

language learners were given the opportunity to reread books with an audiotape at home. As a 

result of this opportunity, the authors found that first-grade, second language learners improved 

their ability to read increasingly difficult texts fluently and accurately. Koskinen et al. (2000) 

expanded on this study by exploring the impact of book-rich classroom environments and home 

rereading with and without audio models on first-graders’ oral reading fluency, comprehension, 

and reading motivation. The authors examined whether English proficiency was related to 

learning literacy skills while participating in a school-home reading program as well. The authors 

found that there were benefits of book-rich classrooms, with and without a home component, 
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including a significantly higher score on comprehension than the control group. Results on the 

different measures indicated there were added benefits to including an audio model. Students 

who had an audio model at home chose to read a book in their free time, talked about books, and 

took books home from school more frequently than students in the other three groups. These 

students also demonstrated a higher increase in reading interest and achievement. Students who 

participated in the group with audio models at home commented that the audio tape helped them 

learn words. Their parents mentioned that the audiotapes helped other members of the family 

learn English as well. The teachers commented that having the audio model at home increased 

student interest because the students wanted to listen to the books again and again.  

Sustained Silent Reading 

Sustained Silent Reading is another activity suggested by professionals to improve 

fluency. The key to Sustained Silent Reading (SSR) is allowing students to choose their reading 

material and giving them uninterrupted time to get engrossed in the book. This can have a 

powerful effect on engagement and achievement (Allington, 2009; Brummit-Yale, 2008). In the 

study mentioned earlier where sixth-grade students were asked to report on their favorite reading 

activity, free reading time, which is the same thing as SSR, was the number one activity (Ivey & 

Broaddus, 2001). 

Repeated Reading   

Aside from modeling fluent reading and participating in Oral Support Reading, Repeated 

Readings have also been shown in research to improve fluency. Repeated Reading is a method 

where students reread a short passage of meaningful text, which may consist of 50-200 words, 

several times until a satisfactory level of fluency is reached (Samuels, 1979, 1997). Numerous 
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studies have been conducted examining the effects of Repeated Reading on reading fluency. This 

research has primarily studied subjects in grades first through eighth with instructional reading 

levels between first and fifth grades (Allington, 2009; Begeny, Krouse, Ross, & Mitchell, 2009; 

Chard, Vaughn, & Tyler, 2002; O’Connor, White, & Swanson, 2007; Rasinski, 2003; Sindelar, 

Monda, & O’Shea, 1990; Therrien, 2004; Therrien & Hughes, 2008; Vadasy & Sanders, 2008).  

Rasinski (2003) reports on a research review of several studies that demonstrate the 

advantages of Repeated Reading. The research review was conducted by Sarah Dowhower and 

included advantages such as helping readers recall facts, main ideas, or important vocabulary in 

technical material, improving problem solving and story comprehension, promoting faster 

reading with greater word recognition accuracy, and helping students read with more meaningful 

phrasing rather than word-by-word (Rasinski, 2003). In one study reviewed by Dowhower, 

students were taught using Repeated Readings instruction for six months which led to gains of 

eleven months on a standardized comprehension test (Morgan & Lyon, 1979 as reported in 

Rasinski, 2003).  

Sindelar, Monda, and O’Shea (1990) reviewed the research conducted on Repeated 

Readings with learning disabled and non-learning disabled instructional-level readers. In the 

studies reviewed, the researchers found that Repeated Readings increased intrapassage accuracy, 

fluency, and comprehension. Sindelar et al. (1990) then expanded on this research by conducting 

a study to examine the effects of Repeated Readings on instructional and mastery-level readers 

including students who were learning disabled (LD) and students who were not learning disabled 

(non-LD). The results of this follow-up research were similar to the results of the research 

reviewed in their article. In the authors’ study, Repeated Readings increased reading rate and 

recall for instructional-level readers with no significant differences between student classification 
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(LD or non-LD). This study also examined the effects of Repeated Readings on mastery-level 

readers and reading accuracy. The researchers found that mastery-level readers improved their 

reading rate and recall just like instructional-level readers but made fewer errors than 

instructional-level readers. The researchers concluded that Repeated Reading is equally effective 

for readers who are learning disabled and readers who are not learning disabled and for students 

reading at mastery or instructional-levels.  

More recent research continues to support Repeated Reading as an effective intervention 

or instructional strategy to improve fluency. In a study conducted by Begeny, Krouse, Ross, and 

Mitchell in 2009, Repeated Reading was compared to Listening Passage Preview and Listening 

Only Strategies in terms of effectiveness as a small group intervention. Participants included four 

second-grade students from a rural school. The researchers discovered that Repeated Reading 

was a more effective intervention than Listening Passage Preview and Listening Only Strategies 

for improving student’s immediate Words Correct Per Minute (WCPM) gains. However, 

Repeated Reading and Listening Passage Preview had equal effect on retained WCPM gains. 

Although neither Listening Passage Preview nor Repeated Reading outperformed the other 

consistently, the researchers advocate for the use of Repeated Reading as an effective 

intervention because it requires fewer resources to intervene with a greater number of students.     

In 2008, Therrien and Hughes as well as Vadasy and Sanders discovered that Repeated 

Reading had significant positive impact on their research subjects as well. Therrien and Hughes 

conducted research comparing the effect of Repeated Reading to Question Generation on 

student’s fluency and comprehension. Participants of this study were between the ages of 9 and 

13 and were identified as learning disabled. Students received instruction in their intervention for 

five consecutive days spread over a two week period. With Repeated Reading instruction, 



24 
 

students improved their reading speed to a level equal to students reading at the 50th percentile 

norm within an average of 2.42 readings.  Repeated Reading was also shown to be more 

effective than Question Generation on improving factual comprehension. These results indicate 

that Repeated Reading improves student’s fluency and comprehension. Vadasy and Sanders 

(2008) studied the effects of Repeated Reading on word reading accuracy and fluency with 

second and third-grade students. Results of their research also support the use of Repeated 

Reading strategy because student’s demonstrated higher word reading accuracy and fluency 

scores than students in the control group.  

Although the above-mentioned research supports the use of Repeated Reading, Allington 

(2009) provides words of caution about the strategy. He states that Repeated Readings are most 

beneficial when students are rereading high success texts and monitoring their reading rate and 

fluency using some form of evaluation method. He also cautions that Repeated Readings are 

most beneficial when students reread the same passages three to four times. He warns that 

extensive use of Repeated Reading strategy is not as effective as combining Repeated Reading 

lessons with independent reading.  

There are a variety of methods for incorporating Repeated Readings into instruction. 

Many professionals recommend the use of Reader’s Theater because is it highly engaging and 

motivational for the students (Allington, 2009; Brummit-Yale, 2008; Hasbrouck, 2008; Rasinski, 

2003; Worthy & Prater, 2002). As one author points out, Reader’s Theater is particularly useful 

in developing the prosody component of fluency because students work to use appropriate 

pacing, expression, and phrasing as they perform the script (Brummit-Yale, 2008). Worthy and 

Prater (2002), also describe benefits of Reader’s Theatre including: higher interest in reading, 

practicing and maintaining the use of another language, and improving reading proficiency. In a 
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study conducted by Martinez, Roser, and Strecker in 1998 a Reader’s Theater curriculum was 

implemented for 10 weeks in two second-grade classrooms. The researchers found that students 

in the Reader’s Theater group exhibited a fluency gain of 17 words per minute in reading 

unrehearsed text compared to the non-Reader’s Theater group who showed gains of fewer than 

seven words per minute.  

Other methods for incorporating Repeated Readings include: student led read alouds, 

poetry readings, and reading series books (Allington, 2009; Rasinski, 2003). Ideas for student led 

read alouds include Radio Readings where students try to read like a radio announcer, Say It 

Like a Character, book talks, book buddies, or recorded books in which the students make the 

recordings (Rasinski, 2003). Rasinski (2003) recommends setting up a poetry coffeehouse as a 

fun and engaging way to use poetry for Repeated Readings. Allington (2009) suggests the use of 

series books during Repeated Readings instruction because they are written with common 

vocabulary and organizational structure. They also include the same characters and setting. He 

says this promotes comprehension and allows for repeated exposure to common words. 

(Allington, 2009) 

As mentioned above there are many ways to incorporate Repeated Readings into 

instruction. Each of these methods immerses students in the Repeated Reading of meaningful 

text which enhances fluency and comprehension (Begeny et al., 2009; Sindelar et al., 1990; 

Therrien & Hughes, 2008; Vadasy & Sanders, 2008). As students engage in Repeated Reading of 

authentic texts like trade books, they develop a deeper understanding of print concepts and text 

structures, increase word recognition and fluency (Allington, 2009; Mathes et al., 1998; 

Rasinski, 2003; ), attend to different aspects of a story establishing better comprehension 

(Martinez et al., 1998), and gain confidence in reading (Worthy & Prater, 2002).  
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As described above there are many research based strategies for improving fluency, each 

with its own set of benefits for the reader. Educators need to choose from this selection the 

strategies that best suit the needs or goals of their students. If the goal is to improve word 

recognition, Oral Support Reading activities may be the most beneficial. If the goal is to increase 

student motivation, then Repeated Reading activities such as Reader’s Theater may be the best 

option.  

Summary and Conclusion 

Improving oral reading fluency involves a lot of factors, as is evident by the research 

presented above. Increasing the repertoire of sight words that students know at a glance serves as 

a starting point. In addition to improving sight word knowledge, educators should consider some 

of the other factors that affect a student’s fluency such as reading volume and the level of text a 

student can read successfully. Educators can choose from a variety of strategies to work on 

fluency in engaging and motivational ways. These strategies may include teacher modeling 

through read alouds, Oral Support Reading, audio books, Sustained Silent Reading, or Repeated 

Reading. All of these methods have been shown through research to positively affect fluency 

when implemented individually with students in first-grade through eighth-grade. Some studies 

have compared Repeated Reading to other strategies not mentioned in this review as well.  

However, no studies have examined the effects of using Repeated Reading with kindergarten 

students who have established foundational skills in reading. The present study will add to the 

research reviewed by examining the impact of Repeated Reading on kindergarten students who 

meet the criteria for foundational skills.  
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CHAPTER 3 

RESEARCH METHODOLOGY 

Procedures 

 The week of January 27, 2014 DIBELS universal screening assessments were 

administered by the school’s data team members. The week of February, 27, 2014 the researcher 

administered reading records from the Rigby Benchmark Kit and a sight words assessment of the 

first one hundred words from Rebecca Sitton’s High Frequency Word List with all kindergarten 

students in the class in a one-on-one environment. The data from the DIBELS assessment, sight 

word assessment, and reading record form were entered on a spreadsheet (Figure 3). The 

researcher reviewed the data to determine which students met the criteria for the study.  

Kindergarten students who attained Level C of the Rigby Benchmark Kit as their independent 

reading level, who reached benchmark on the DIBELS universal screening assessments, and who 

read 50/100 words on the Rebecca Sitton High Frequency Word List were selected to participate 

in the action research project. All qualifying kindergartners were randomly assigned to either the 

control group or the treatment group using Research Randomizer online.  Subjects read the Level 

D book Sam and Little Bear from the Rigby Benchmark Kit (Figure 4) as a pre-test and the data 

was recorded on a spreadsheet (Figure 6).  

Beginning March 3, 2014 the researcher taught the treatment group the Repeated Reading 

strategy and continued implementing the strategy in combination with guided reading for 20 

minutes, two times a week for four weeks.  The researcher conducted guided reading lessons 

with the control group for 20 minutes, two times a week for four weeks. All subjects read the 

same Level D texts during the guided reading portion of each lesson. Treatment group subjects 
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engaged in Repeated Readings of kindergarten level Reader’s Theater scripts. Treatment group 

subjects read the same Reader’s Theater script three times before switching to a new script. On 

April 1, 2014 the researcher administered the reading record for the Level D book, The Merry-

Go-Round from the Rigby Benchmark Kit with all research subjects (Figure 5). Post-test data 

was collected from these forms and recorded next to the pre-test data on a spreadsheet (Figure 6).  

The researcher analyzed the data spreadsheet and compared the results of the February 

27, 2014 reading record form with the post-test April 1, 2014 reading record form. The 

researcher examined student growth by computing changes in accuracy, words per minute 

(WPM) scores, and comprehension scores from pre-test to post-test. The researcher conducted a 

paired t-test to determine the statistical significance of the change in scores. (Figure 7)  

Participants 

The research subjects included six, regular-education kindergarten students ranging in 

age from 5 to 6 years who attend a full day kindergarten program at a rural elementary school. 

Three subjects were female and three subjects were male. The treatment group contained two 

females and one male and the control group contained one female and two males. Subjects were 

selected based off of the afore-mentioned criteria and were all part of the same kindergarten 

class.  

Instrumentation 

Kindergarten universal screening assessments from DIBELS, reading records from a 

Rigby Benchmark Kit, and a list of the first one hundred words on Rebecca Sitton’s High 

Frequency Word List were used to determine subject eligibility in the study. Pre-test and post-
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test data were collected from the Rigby reading record forms and recorded in a spreadsheet. 

Statistical significance of student growth was determined using a paired t-test of accuracy scores.  

Data 

 The researcher collected accuracy, WPM, and comprehension scores from the subjects’ 

reading record forms. The researcher conducted paired t-tests of accuracy scores for the 

treatment and control group to determine if Repeated Reading or guided reading had a significant 

effect on student reading ability.  

Limitations 

 The research study involved prerequisites for subject participation which limited the 

population size. Participants for the study were also limited to one kindergarten classroom in one 

elementary school. Due to the small population size and limited population sample, this study is 

not generalizable to other children or classrooms.  
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CHAPTER 4 

DATA ANALYSIS 

 Analyzing the students’ change from pre-test to post-test scores in accuracy, WPM, and 

comprehension revealed that Student E improved in all categories. Considering that Student E 

was part of the treatment group and was the only student to show improvement in all categories 

provides some indication that Repeated Reading is effective in improving kindergarten students’ 

reading ability. Examining the group’s accuracy scores further supports the use of Repeated 

Reading because in the treatment group Student D and Student O demonstrated no change in 

score and Student E demonstrated an increase of one percent versus in the control group Student 

U demonstrated no change in accuracy score while Student P decreased by four percent and 

Student A decreased by one percent.  Therefore, students in the treatment group either 

maintained or improved their accuracy while students in the control group maintained or 

decreased their accuracy.  

 Examining the treatment group’s WPM scores Student E increased by ten, Student D 

decreased by eleven, and Student O decreased by five. In the control group, Student U increased 

by six, Student P decreased by four, and Student A decreased by nine. Neither the treatment nor 

the control group demonstrated consistent improvement with WPM scores indicating that 

Repeated Reading combined with guided reading is no more effective than guided reading alone 

in terms of improving WPM scores.   

 In regards to comprehension skills only Student E improved, the rest of the students 

scored fewer points on the retelling and comprehension section of their reading records from pre-

test to post-test. However, students in the treatment group experienced less of a decrease in score 
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compared to students in the control group. It is important to note that the students’ drop in 

comprehension scores may have been due to a lack of schema for the post-test book and 

vagueness of the pictures included in the book. The post-test book centered on the theme of a 

merry-go-round. It is possible that the students lacked background knowledge of merry-go-

rounds and were unable to infer the meaning of the text because the pictures were too vague. 

This may have resulted in a decrease in comprehension unrelated to the instructional strategy 

used.   

  In regards to the statistical significance of Repeated Reading compared to guided 

reading, paired t-tests of the treatment and control group’s accuracy scores were used to 

determine if Repeated Reading or guided reading had a statistically significant effect on the 

students’ reading ability. (Figure 6) The paired t-test with the treatment group’s accuracy scores 

resulted in a two-tailed P value of 0.5000. The confidence interval of the mean of pre-test minus 

post-test equaled -0.50. The control group’s paired t-test of accuracy scores resulted in a two-

tailed P value of 0.5000 as well. The confidence interval of the mean of pre-test minus post-test 

for the control group equaled 2.00. According to the P values of both t-tests, neither Repeated 

Reading nor guided reading had a statistically significant impact.  

DISCUSSION 

 As the data analysis revealed, Repeated Reading was not shown to have a more 

statistically significant impact on student reading ability compared to guided reading. However, 

examining the students’ raw scores indicates that Repeated Reading may have shown statistical 

significance if Student D’s scores would have increased rather than decreased, particularly if 

Student D would have increased in WPM. The other two students in the treatment group 
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increased their WPM score by five and ten points. Student D was the only student in the 

treatment group that did not improve in WPM. Had Student D increased in WPM, then all 

participants in the treatment group would have increased and it is likely that a paired t-test of 

these scores would have shown statistical significance. In contrast, a paired t-test of the control 

group’s WPM score would not likely show statistical significance because two out of the three 

participants in the control group decreased their WPM score by four and nine points. In addition, 

statistically significance may have occurred if Student D had increased in accuracy and 

comprehension because the control group demonstrated greater decreases in accuracy and 

comprehension scores compared to the treatment group.  

 It appears that Student D’s post-test results may have impacted the overall results of the 

data. One possible factor that may have caused Student D’s drop in scores on the post-test is lack 

of motivation.   At the kindergarten level, student motivation and behavior is considerably more 

variable from day to day than older grade levels. This variation makes it difficult to gather 

reliable data at the kindergarten level and to assess if Repeated Reading is an effective strategy 

for improving kindergarten reading ability. Although, Repeated Reading seemed to have a 

positive effect on student motivation to read when the students were allowed to read Reader’s 

Theater scripts. Perhaps Student D would have shown increased scores if Reader’s Theater 

scripts were used to collect data rather than guided reading books.  
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CHAPTER 5 

CONCLUSION 

 In comparing Repeated Reading combined with guided reading to guided reading 

instruction alone, Repeated Reading had a more positive impact on student’s accuracy and 

comprehension scores. However, Repeated Reading did not consistently outperform guided 

reading instruction on WPM scores. These results indicate that Repeated Reading is only slightly 

more advantageous than guided reading in affecting students’ reading ability. Returning to the 

hypothesis of the study, the research results lack statistical significance to support Repeated 

Reading as a more effective strategy than guided reading to improve students’ reading ability. 

 Despite the lack of statistical significance, the results of this research still support the use 

of Repeated Reading over guided reading alone for three reasons: 1. Student E was part of the 

treatment group and was the only student who increased in all scores, 2. The students’ decrease 

in scores in the control group were to a greater degree than the decrease in the treatment group’s 

scores, 3.  the researcher observed an increase in student engagement and enjoyment of reading 

with the treatment group that were not evident with the control group. This final observation 

could be the focus of continued research. The research presented in this paper did not prove that 

Repeated Reading had a statistically significant impact on kindergarten students’ reading ability 

but further research examining the effects of Repeated Reading on student motivation and 

enjoyment of reading may result in statistically significant evidence that supports implementing 

Repeated Reading with kindergarten students.    
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APPENDIX A 

Figure 1 

This graph shows the percentage of students at benchmark for reach of the universal screening 

assessments completed in kindergarten over the past four years. Looking at the Winter and 

Spring columns, close to 80% of students scored at benchmark during the 2008 and 2010 school 

years. 2009 had a slight decrease but the majority of students were still at benchmark. 
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Figure 2 

This graph shows the percentage of first grade students at benchmark for each of the universal 

screening assessments completed over the past four years. Looking at the Fall and Winter 

columns over the past four years, there is a significant drop in the number of students at 

benchmark each year on the Winter assessment. 

 

  



40 
 

Figure 3 

 

Students highlighted in purple met the pre-requisite criteria to participate in the study. These 

students were randomly assigned to either the treatment or control group.  
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Figure 4 

 



42 
 

Figure 4 Continued 
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Figure 4 Continued 
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Figure 5 
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Figure 5 Continued 
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Figure 5 Continued 
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Figure 6 

 

 

  



48 
 

Figure 7 

 

Treatment Group Paired t-test Results 

     Pre-test     Post-test   

Mean 98.67 98.50 

SD 1.15 0.71 

SEM 0.67 0.50 

N 3     2    

P-value: 0.5000 

Confidence Interval: Mean of pre-test minus post-test equaled -0.50. 

 

 

Control Group Paired t-test Results 

   Pre-test   Post-test   

Mean 99.33 97.00 

SD 1.15 1.41 

SEM 0.67 1.00 

N 3     2    

P-value: 0.5000 

Confidence Interval: Mean of pre-test minus post-test equaled 2.00. 

 


