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ABSTRACT 

This study investigated the effect of repeated reading on the reading achievement 

of middle school students with visual impairments. Using a matched subject research 

design, two pairs of students were matched on the following variables: reading level, 

reading medium and the presence or absence of additional disabilities. One student from 

each matched pair was randomly selected for the repeated reading intervention. The 

corresponding student in the pair was assigned to the control group. The repeated reading 

method used in this study required the student to reread a passage three times. The non-

repetitive method required the student to read a wide variety of young adult literature 

without any rereading of the text. The amount of time engaged in reading remained 

equivalent for the students in the matched pairs. The students were administered a pre- 

and posttest and the repeated reading intervention was conducted over a five week period. 

The mean differences in reading rate, correctly read words and comprehension were 

compared to determine if repeated reading was more effective than wide reading in 

improving reading fluency and comprehension. In addition, the study investigated if the 

gains in fluency using repeated reading generalized to new text. The results of the study 

indicated that there was not a significant difference between repeated reading and wide 

reading on reading rate, correctly read words or comprehension. In addition, the students 

who participated in the repeated reading showed a gain in fluency when rereading the 

same passage; however the gains in fluency were not transferred to new text. Repeated 

reading was not more effective than an equivalent amount of wide reading for improving 

fluency.   



   

 

 

   

 

   

 

12    

CHAPTER 1 

INTRODUCTION 

  The responsibility of teachers of children with visual impairments encompasses a 

vast array of roles. One of the most significant duties is reading instruction. Academic 

success is rooted in the development of proficient reading skills. However, research has 

shown that children with visual impairments do not read as proficiently as their sighted 

peers (Corn, et al., 2002; Fellenius, 1999). A key factor in this discrepancy is the slower 

reading fluency of children with visual impairments (Trent & Truan, 1997; Wormsley, 

1996). Fluency is defined by the National Reading Panel (NRP), (2000, p. 11) as the 

“ability to read orally with speed, accuracy and with proper expression.” Fluency is also 

cited by the panel as one of several critical factors necessary for comprehension. The 

NRP states that “if text is read in a laborious and inefficient manner, it will be difficult 

for the child to remember what has been read and to relate the ideas expressed in the text 

to his or her background knowledge.” (p.11).  As children progress through school it is 

critical for them to be able to complete assignments in a reasonable amount of time; to be 

able to comprehend what they have read; to be able to read without the frustration of 

decoding word by word and to be able to develop a positive attitude toward reading. 

Increasing fluent reading is one of many critical components in the academic success of 

children with visual impairments. 

Fluency 

Children who are classified as struggling readers typically have difficulty with 

fluency (Therrien, 2004). They tend to read word for word, with little expression and at a 
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slower rate than their peers. In addition, children with visual impairments also 

demonstrate difficulty with fluency (Corn, et al., 2002; Trent & Truan, 1997; Wormsley, 

1996).   

As early as 1979, research studies have been conducted to investigate effective 

instructional methods to increase reading fluency (Samuels, 1979). In 2000, the NRP 

investigated two common procedures used in classrooms to increase fluency: guided 

repeated oral reading and independent silent reading. In guided repeated oral reading, 

students read passages orally with systematic and explicit guidance and feedback from 

the teacher. In independent silent reading, students are encouraged to read silently on 

their own, inside and outside of school, with minimal guidance or feedback. Based on the 

research that qualified for the NRP report, guided repeated oral reading (and variations of 

this method) was recommended as an effective instructional method that had a significant 

and positive impact on word recognition, fluency and comprehension.  

 Research using repeated reading, a variation of guided repeated oral reading, has 

been shown to improve reading fluency, with both sighted children and children with 

visual impairments (Chard, Vaughn & Tyler, 2002; Kuhn & Stahl, 2003; Layton & 

Koenig, 1998; Pattillo, Heller & Smith, 2004; Therrien, 2004). The key components in 

the repeated reading process include having the student orally read a short passage 

(between 50-250 words), receiving feedback regarding reading rate, receiving corrections 

of errors and repeating this process between three to four times. 

While the repeated reading method has demonstrated positive gains in fluency, 

the possibility remains that the improvement may be a result of the added amount of 
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reading connected text rather than the repeated reading process. It is generally accepted 

that readers learn to read by practicing reading (National Reading Panel, 2000). 

Unfortunately, many struggling readers do not spend their time reading (Allington, 1983). 

Instead they are taken out of class for isolated skill instruction; spend more time 

completing worksheets, more time on decoding practice and less time engaged in reading. 

Several studies have compared the effect of repeated reading to non-repetitive reading 

strategies in order to investigate the possibility that it is the increase in reading text rather 

than the repeated reading that positively affects reading fluency (Homan, Klesius & Hite, 

1993; Kuhn, 2005; Rashotte & Torgesen, 1985).  The results of these studies showed no 

significant difference in fluency improvement between the two methods. Research 

investigating the effectiveness of repeated reading compared to non-repetitive wide 

reading on fluency with children with visual impairments has not been conducted. 

Statement of the Problem 

Fluency is one of the components necessary to develop efficient and effective 

reading skills.  When readers are not able to decode words fluently, it may become more 

difficult for them to process the meaning of text. Students with poor reading fluency read 

slowly, decoding a single word at a time; which might limit their overall understanding of 

passage meaning. The text may become a meaningless combination of isolated words 

(Hasbrouck, Ihnot, & Rogers, 1999; Scott & Shearer-Lingo, 2002). As children progress 

through school, efficient and effective reading becomes even more critical as there is a 

shift from learning to read, to reading to learn at the fourth grade level (Trent & Truan, 

1997).  If a student has not developed fluent reading skills, it will become even more 
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difficult for the child to keep pace with the academic work which requires extended 

reading and recalling information from text.  

This laborious reading results in frustration for the student, which in turn may 

affect his/her attitude toward reading tasks. Struggling to read can cause children to lose 

interest in school activities that require reading. In addition, children’s self confidence 

and self-esteem are adversely affected when they constantly meet with failure while 

reading (Erin & Sumranveth, 1995; Meyer & Felton, 1999; Scott & Shearer-Lingo, 

2002). A strong relationship between reading failure and general school failure has been 

documented in the research  

In contrast, fluent readers decode text automatically. They do not have to focus 

attention on decoding each individual word. This automaticity leaves the child’s attention 

free for comprehension (Meyer & Felton, 1999; Samuels, 1979).  Fluent reading allows 

the reader to attend to the meaning of the text rather than the mechanics of reading, 

therefore increasing comprehension skills. More fluent reading also allows the students to 

complete academic assignments within a reasonable amount of time. As students 

experience success in reading, their motivation to continue reading also improves.  In 

addition, students show increased confidence and self esteem (Erin & Sumranveth, 1995; 

Hasbrouck, et al., 1999). 

Children with visual impairments typically read at a much slower rate than their 

sighted peers. As children progress through school, this discrepancy also tends to widen 

(Corn, et al., 2002). Children with visual impairments may struggle to keep up with their 
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peers academically, they may not be able to complete assignments in a reasonable 

amount of time and they may develop a negative attitude toward reading. 

Fluency is one of several elements for reading success, as well as the building 

block for developing comprehension skills. Given the relationship between reading 

failure and general school failure, determining effective methods of reading instruction is 

critical. Identifying effective instructional strategies that will support students with visual 

impairments to increase reading fluency is vital for their success in school and in their 

future endeavors.  

Purpose 

 The purpose of this research was to determine if repeated reading was an effective 

instructional method to increase reading fluency in children with visual impairments. 

Repeated reading was chosen as one of the instructional methods because it has been 

shown to improve reading fluency with children with visual impairments in previous 

research. Wide reading was selected as a comparable strategy because it showed similar 

results to repeated reading in increasing fluency in several studies. However, research 

into the use of wide reading as an effective instructional strategy to improve fluency has 

not been conducted with children with visual impairments.   

 This study investigated the effect of adding repeated reading instruction to the 

extant literacy curriculum on the reading rates, frequency of words read correctly and 

comprehension scores of four middle school students with visual impairments. In 

addition, this study investigated the generalization of fluency on new text read by the 

participants. A matched subject design was used in this study. The comparison of the data 
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from the matched pairs on reading rate provided evidence toward the effectiveness of 

instructional strategies to increase fluency. By comparing the correctly read words, the 

data showed if error rates varied with the type of instructional strategy being used. In 

addition, the comprehension scores showed if comprehension varied as a result of the 

instructional strategy implemented. Finally, an analysis of daily initial reading rates 

demonstrated if fluency was generalized across time. Analysis of weekly initial reading 

rates demonstrated generalization to new text. 

As a result of this study, the field will be able to add evidence regarding 

appropriate instructional methods for use with children with visual impairments to 

increase fluency and comprehension. In addition, teachers of children with visual 

impairments will be able to recommend and implement effective reading strategies which 

will ultimately result in greater success for the students. 

Rationale 

 Identifying the most effective instructional strategies in the field of reading and 

visual impairments in order to increase reading fluency is important for several reasons. 

First, students with visual impairments typically have slower reading rates than their 

sighted peers and children who read braille have even slower rates (Corn, et al., 2002; 

Trent & Truan, 1997; Wormsley, 1996). Poorer fluency in reading can have an important 

impact on the student’s academic accomplishments, motivation to read and general 

school success or failure. Research has shown that repeated reading can be a successful 

instrument to increase the fluency of both sighted students and those with a visual 

impairment (Kuhn & Stahl, 2003; Layton & Koenig, 1998; Pattillo, et al., 2004). 
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However, there is also evidence that wide reading can provide similar results. There have 

been very few studies that have compared wide reading with repeated reading; however, 

the studies that were conducted showed that wide reading was just as effective as 

repeated reading for sighted students (Kuhn, 2005; Rashotte & Torgesen, 1985). Finally, 

research comparing the two methods has not been conducted with children with visual 

impairments.  

Section Conclusion 

 Literacy in the field of visual impairments has been a major area of concern for 

decades. One of the key aspects that affect the reading ability of students with visual 

impairments is fluency. Research in the fields of reading and visual impairments has 

investigated methods to increase fluency for years. Repeated reading has been the most 

widely researched method in this area and has been shown to provide significant gains in 

fluency with both sighted students and those with visual impairments. However, wide 

reading has also shown benefits in increasing comprehension and vocabulary, as well as 

fluency. The need to identify and effectively implement successful instructional strategies 

that will provide reading success with children with visual impairments continues to be 

crucial. 

Research Questions 

 In order to determine if repeated reading instruction is effective in increasing 

reading fluency with children with visual impairments, the following research questions 

will be investigated:  
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1. Does the instructional method of repeated reading have an effect on the reading 

rate of middle school students with visual impairments? 

2. Does the instructional method of repeated reading have an effect on correctly 

read words by middle school students with visual impairments?  

3. Does the instructional method of repeated reading have an effect on 

comprehension of middle school students with visual impairments? 

4. Does the instructional method of repeated reading generalize fluency to new 

text? 

Definition of Terms 

 The following terms are essential to this study and are used frequently in the 

document. 

 Repeated Reading. An instructional method where a student rereads a short, 

meaningful passage several times until a satisfactory level of fluency is reached. On the 

initial reading, the student reads the passage while reading speed and word recognition 

errors are recorded. The student then practices reading the passage to an adult. When the 

student reaches the set reading speed criterion, he/she moves to a new passage and 

repeats the process. 

 Wide Reading. Wide reading is an instructional method where a student reads a 

wide variety of literature in various genres with guidance as needed for decoding and 

comprehension. 

 Fluency. Fluency is the ability to read orally with speed, accuracy and with proper 

expression. 
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 Correctly Read Words per Minute (cwr). Correctly read words per minute were 

calculated by subtracting the errors from the total words read and dividing that number by 

the number of minutes spent in reading.  

 Reading Rate (wpm). Reading rate, in words per minute, was calculated by 

dividing the total number of words in the passage by the number of minutes spent in 

reading. 

 Error. In the pretest and posttest assessments, errors included substitutions, 

omissions, insertions and word order reversals. Identical substitutions on the same 

passage were recorded for the first error, but not for subsequent occurrences. Variations 

in pronunciation involving dialect were not counted as errors. During the intervention, 

errors included substitutions, omissions, insertions, word order reversals and words 

provided by the researcher after five seconds.  

 Tactile Perception Error. The braille code consists of a braille cell of two columns 

with three raised dots in each column. The 26 letters of the alphabet are represented by a 

combination of the 6 cell dots. There are specific combinations or contractions which 

represent whole words, part words, short-form words, lower cell contractions, initial 

letter contractions, and final letter contractions. In addition, there are symbols for 

punctuation. Using the Truan Braille Reading Error Analysis (1997), a tactile perception 

error was determined by analyzing the error as a perceptual or orientation error. A 

perception error included a missed dot, an added dot or a missed ending. An orientation 

error was either a reversal (left/right, top/bottom, diagonal) or an alignment error 

(vertical/horizontal). 
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 Visual Perception Error. Students with visual impairments often have reduced 

near vision acuities which may hinder their ability to discriminate between letters that are 

graphophonically similar. For example, the letters o/a/e/c are similarly shaped and 

commonly confused by students with visual impairments. In addition, letters that are next 

to each other may also be confused. For example, the letters rn may be confused with the 

letter m. A visual perception error was determined by using the Qualitative Analysis 

System (Christie, 1981). Each error was categorized according to the graphophonic 

similarity to the actual word in the text. Then the researcher used professional and 

personal knowledge of the student to determine if the error was a result of visual 

perception errors or a reading error. 

Dynamic Indicators of Basic Early Literacy Skills (DIBELS). DIBELS is a series 

of leveled passages ranging from first through sixth grade. The passages were designed to 

assess phonological awareness, alphabetic understanding and fluency with connected 

text.  

Holistic Retelling Procedure. The holistic retelling procedure analyzed the 

student’s summary of the story using a criterion for each of the five levels of retellings. 

The criteria included generalizing beyond the text, including a summarizing statement, 

stating the major points, providing supporting details, including supplementations and the 

quality of coherence, completeness and comprehensibility. Possible scores ranged from 5 

(highest) to 1 (lowest). 
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Assumptions 

 Based on existing research, this study assumes that the repeated reading 

instructional method will result in an increase in the reading rate of students with visual 

impairments. In addition, the repeated reading method will result in an increase in the 

frequency of words read correctly. However, the repeated reading method will not have 

an effect on improved comprehension scores. Repeated reading will not generalize 

fluency to new text. 

Conclusion 

 In conclusion, the importance of identifying and implementing effective 

instructional strategies to increase reading fluency is clearly evident in the research 

literature. The reading fluency of children with visual impairments has been shown to be 

considerably slower than that of their sighted peers. While the benefits of wide reading 

have been documented to increase fluency, comprehension and vocabulary in comparison 

to a repeated reading method with sighted children there has been no research to date that 

included children with visual impairments. The problem, purpose and rationale have been 

described in this chapter and an expansion of the research literature will be made in the 

next chapter. 
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CHAPTER 2 

LITERATURE REVIEW 

Introduction 

Fluency, the ability to read orally with speed, accuracy and with proper 

expression, has been described as the most neglected skill in reading instruction 

(Allington, 1983). Readers, who struggle with decoding, typically demonstrate poor 

fluency. In addition, research has shown that students with visual impairments and 

students who read braille also tend to have slower reading rates than their sighted peers 

(Corn, et al., 2002; Craig, et al., 2002; Fellenius, 1996; Trent & Truan, 1997; Wormsley, 

1996). Although reading rates for children with visual impairments or who read braille is 

a major concern, very little research has been conducted to determine a standard 

reference for typical reading rates for this population of students. 

Typical oral and silent reading rates were established by Carver (1989) for 

children with normal vision. Minimum oral reading rates based on words read per minute 

(wpm) were established by grade level. Children in the first, second and third grade 

exhibited oral reading rates of 60 wpm, 70 wpm and 90 wpm, respectively. Fourth and 

fifth grade students had oral reading rates of 120 wpm, while sixth and seventh grade 

students had reading rates of 150 wpm.  

The pervasive thought in early braille literacy assumed braille readers were only 

able to perceive one braille character at a time during the reading process which affected 

the reading rates of braille readers (Nolan & Kederis, 1969). However, further research 

has shown this is not the case. Kusajima (1974) investigated the tactual process of 
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reading braille for over 35 years. Kusajima concluded that in proficient braille readers, 

letters become grouped in perception as words or short sentences as in visual reading. He 

did, however, make a distinction between good and poor braille readers. Poor readers did 

perceive each character one at a time in a letter by letter method. Further, he determined 

that as the reader became more proficient and had greater understanding of the text, the 

better perception the reader had. Comprehension occurred through whole word and whole 

sentence configurations, not through individual letters. The results of Kusajima’s research 

demonstrated the need for braille readers to become more fluent readers. 

From the available research on braille reading rates, a proficient braille reader 

reads at approximately one-third to one-half the speed of a print reader at the same age 

(Trent & Truan, 1997). The average reading speed of expert braille readers is 90-115 

wpm, in comparison to 250-300 wpm for readers with normal vision (Simon & Huertas, 

1998). Wormsley (1996) reported reading rates for children reading braille by age and 

years of braille instruction. This study showed a wide variation between reading rates, 

age of the student and years of instruction in braille. The average reading rate of the 

students in the study ranged from 9-145 wpm. Another research study focused on braille 

reading rates of 30 middle and high school students at the Tennessee School for the 

Blind, scoring at the sixth grade level of the Gilmore Oral Reading Test (Trent & Truan, 

1997). The results of this study showed the fastest group read at 80-103 wpm, the 

medium group read at 20-79 wpm, and the slowest group read at 8-17 wpm.   

More recently, Craig et al. (2002) reported the results of the 1999 Missouri 

Blindness Literacy Study.  Surveys were sent to 147 Missouri school districts or centers 
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serving children with visual impairments. Student profiles for 97 students who read 

braille were compiled. The results of the profiles showed that 60% of the students were 

performing at or above grade level in reading. For this study, the criterion of 100 wpm 

was set as the average reading rate for braille readers (Mangold, 1982). Actual reading 

rates were not given in this study; however, results indicated that the majority of students 

were reading below the average braille reading rate.  

Although students with visual impairments also have reduced reading rates, there 

is very little research in this area as well. Due to their reduced visual acuities, children 

with low vision require some type of magnification in order to gain the resolution needed 

to read efficiently. However, the typical perceptual span of 7 to 10 letters may not be 

accessible to students with low vision. As a result the students may read at a slower rate 

(Koenig & Rex, 1996). In addition, many students with reduced visual acuities may 

struggle to focus on the individual letters in each word which may also reduce their 

reading rate. The discrepancy between the reading rates of students with visual 

impairments and their sighted peers tends to widen as they enter middle school and high 

school (Corn, et al., 2002). Corn, et al. investigated the use of optical devices on reading 

rates and comprehension with 185 students with visual impairments. The grade 

placement of the participants ranged from preschool to twelfth grade. The study found 

that students with visual impairments read significantly slower than their sighted peers 

but made similar gains until the fourth grade. After that point the discrepancy between 

reading rates increased dramatically. Students with normal vision in sixth grade were 

reading at an average rate of 160 wpm, while the students with visual impairments were 
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reading at approximately 110 wpm. In seventh grade students with normal vision 

increased to 170 wpm while the students with visual impairments decreased to 100 wpm. 

Finally, the students with normal vision in eighth grade increased to 190 wpm while the 

students with visual impairments showed another decrease in reading rate, dropping to 90 

wpm. By twelfth grade, students with normal vision were reading at a rate of almost 250 

wpm, while the students with visual impairments remained at approximately 90 wpm. 

It is critical to identify appropriate instructional methods that will support students 

with visual impairments who are struggling in reading in order for them to experience 

academic success in school as well as to develop a positive attitude toward reading in 

their future. 

 A review of the literature regarding the theoretical models of fluency and 

instructional methods to increase fluency will be addressed in this chapter. The 

theoretical models of automatic information processing, the verbal efficiency model and 

wide reading will be included. In addition, research regarding the instructional strategies 

of repeated reading, wide reading and a comparison of repeated reading and wide reading 

will be presented. Research from the field of visual impairments and general reading 

research will be included. 

Theories of Fluency 

 Reading fluency has been a topic of reading research as early as 1908 when Huey 

conducted his review of reading research. Huey described fluent reading as a similar 

process to other psychomotor skills, such as playing tennis. Both skills required practice 

in order to become proficient. Since that time, similar theories have emerged on the topic 
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of fluency, with the most common being automatic information processing (LaBerge & 

Samuels, 1974) and the verbal efficiency model (Perfetti, 1977, 1984).  

Automatic Information Processing 

 In 1974, LaBerge and Samuels proposed their theory of automatic information 

processing. According to the authors, the brain has a limited attention capacity, so in 

order to comprehend text, the reader must be able to decode words automatically and 

accurately. Comprehension difficulties may be caused by the conscious attention that is 

consumed with decoding words, leaving little left for comprehending the text.  

 LaBerge and Samuels (1974) theorized that learning to read involved increasing 

automaticity in processing word units, processing these units into recognizable words, 

and connecting the words while reading a passage. As the ability to process the units, 

words and connected text increased, it released greater cognitive attention to focus on the 

meaning of the text.  The three levels of word recognition development were presented 

by LaBerge and Samuels. The first level was identified as the non-accurate stage in 

which the student had great difficulty in recognizing words. The next level was the 

accuracy stage where the student was able to recognize words with accuracy but a large 

amount of attention was required to complete this task. At this stage, the reading was 

slow and halting, without expression and resulted in poor comprehension. The last stage 

was identified as the automatic stage. In this stage, the student was able to recognize 

words without attention, the reading was at an appropriate rate, similar to oral language, 

was read with expression and the text was comprehended. 

 



   

 

 

   

 

   

 

28    

Verbal Efficiency Model 

 The verbal efficiency model proposed by Perfetti (1977, 1984) offered a similar 

theory. Perfetti suggested that slow word processing speed interfered with the 

automaticity of reading and as a result, with comprehension. This model, which has also 

been referred to as a sequential processing model, suggested that slow word processing 

consumed working memory and inhibited the reader from thinking about the text while 

reading which prevented understanding of the content. 

 LaBerge and Samuels (1974) and Perfetti (1977, 1984) recommended improving 

automatic recognition of high frequency words and rapid decoding skills as a means to 

improve fluency. They also suggested that reading the same text over again, several times 

would increase rapid decoding. 

Wide Reading  

 In contrast, another theory has been proposed that takes a different approach to 

increasing fluency: wide reading of connected text. The theory of wide reading suggests 

that as children engage in a large amount of reading, their fluency, vocabulary and 

comprehension improve. Basically, the more children read, the more their reading 

improves which in turn increases the amount of reading they do.  

Unfortunately, many children who struggle with reading are not engaged in large 

amounts of reading. Allington (1983) brought attention to the discrepancy between the 

types of reading instruction provided to children with poor reading skills in comparison 

to good readers. He found that poor readers spent less time engaged in reading than did 

good readers. In addition, the focus of reading instruction for good readers was on 
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comprehension and meaningful discussion of the text; while poor readers received more 

instruction in isolated skills such as decoding. Allington also found that good readers read 

almost three times as many words per day in reading groups than poor readers. 

Additionally, 70% of the reading was done silently for the good readers, but that same 

amount was done orally for the poor readers. Another difference that emerged was the 

amount of interruptions made by teachers when students made errors. The teachers 

interrupted substantially more often with poor readers than good readers. These 

interruptions were disruptive and resulted in increased error rates, lack of comprehension 

and increased tentativeness on the part of the child. 

 Cunningham and Stanovich (2001) also presented an argument for the theory of 

wide reading. Stanovich (1986) coined the term “Matthew effects” in academic 

achievement. The term is derived from the Biblical passage that describes the 

phenomenon where the rich get richer and the poor get poorer. When this term is applied 

to reading, the poor readers continue to struggle and the good readers continue to 

improve. There are several interrelated factors that precipitate this phenomenon. Poor 

readers typically do not become proficient in decoding as early as good readers and 

therefore are exposed to much less text. As poor readers struggle through text that is too 

difficult, they become frustrated which results in negative reading experiences, while 

good readers typically encounter positive reading experiences. This pattern is destined to 

repeat unless the cycle is broken.  

Cunningham and Stanovich (2001) also investigated several other areas that 

support the theory of wide reading to improve reading skills. First, the bulk of vocabulary 
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growth that occurs is a result of indirect language exposure rather than direct teaching. In 

addition, reading volume, not oral language contributes to vocabulary development. The 

oral language that children are typically exposed to is generally less sophisticated than 

that found in written language. Exposure to written language provides children with a 

much broader language base. The authors also examined good and poor readers’ 

exposure to literacy. They found that children in the 90
th

 percentile were reading almost 

two million words per year outside of school; whereas children in the 10
th

 percentile were 

reading only 8000 words per year outside of school. This dramatic discrepancy will 

obviously result in large differences in vocabulary development. Finally, by reading 

increased amounts of text, children are also exposed to a much wider knowledge base. 

The results of this research provide a powerful argument for the necessity of all readers; 

both good and poor, to engage in large amounts of wide reading to not only increase 

fluency, but develop vocabulary and content knowledge. 

 The theories of automatic information processing, verbal efficiency model and 

wide reading all propose that practice in reading will theoretically improve reading 

fluency. However, only wide reading provides support for the advantages of reading a 

wide variety of text by improving vocabulary, increasing their knowledge base and 

improving comprehension. In contrast, the automatic information processing and verbal 

efficiency processing theories suggest repeatedly reading the same text will improve 

fluency and theoretically, improve the student’s comprehension. 
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Instructional Methods to Increase Fluency 

Repeated Reading Instruction 

 Since the advent of fluency theories, research has focused on investigating what 

types of instructional methods would prove effective to increase fluency. The most 

widely accepted and researched method is that of the repeated reading process proposed 

by Samuels (1979). In the original repeated reading method, a student reread a short, 

meaningful passage several times until a satisfactory level of fluency was reached. On the 

initial reading, the student read the passage while reading speed and word recognition 

errors were recorded. The student then practiced reading the passage to an adult. When 

the student reached the set reading speed criterion, he/she moved to a new passage and 

repeated the process. Samuels recommended emphasizing speed over accuracy during the 

repeated reading process so the child will increase speed without being fearful of making 

word recognition errors.  

Since Samuels introduced the repeated reading method in 1979, researchers have 

investigated numerous variations on the original method, including the effects of 

modeling fluent reading, text difficulty, student participation in goal setting and 

contingent rewards.  

In the original method of repeated reading (Samuels, 1979), the student practiced 

the passage independently, without a model of fluent reading. Studies have been 

conducted investigating the effect of providing some type of assistance or modeling to 

increase fluency. Techniques that have been examined were teacher modeling, peer 

modeling, audiotaped recordings and computer programs (Carver & Hoffman, 1981; 
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Dowhower, 1987; Fuchs, et al., 2001). The results from these studies have shown that 

regardless of the type of assistance that is provided, the student’s fluency improved. In 

addition, studies that have used Samuels’ method without any modeling of fluent reading 

have also shown fluency gains (Layton & Koenig, 1998). 

The literature has also shown that the majority of the studies have used reading 

material in repeated readings that were at the student’s instructional level (Chard, et al., 

2002; Kuhn & Stahl, 2003; Mastropieri, Leinart, & Scruggs, 1999; Therrien, 2004). 

However, other studies have used easy or difficult material. Very few studies have been 

conducted to investigate the effect of text difficulty on fluency gains. Hiebert (2005) 

investigated the effect of passage difficulty on fluency gains. The participants in the study 

were 27 second grade students from three elementary schools. The classrooms were 

randomly assigned to one of the intervention treatments. One group participated in 

repeated reading using the district’s literature-based basal reading program. Another 

group used repeated reading with content material that had very few rare, multisyllabic or 

single appearing words. The last group was the control group which read from the 

district’s literature-based program without repeated reading. The study continued for a 20 

week period. The results of the study showed a significant gain in correctly read words 

between the content group and the control group. However, upon further analysis, 

Hiebert’s study also showed that the same texts did not benefit all students the same. The 

students who began the study in the 55
th

 percentile showed similar gains reading 

literature without repetition as the group who repeatedly read the content material. In 

summary, repeated reading has shown improvements in reading fluency regardless of the 
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text difficulty. Researchers have used independent, instructional and difficult text and 

have all resulted in improved fluency. 

 Another area that has been investigated is the inclusion of the student in setting 

the criterion for reading rates and providing contingent rewards for meeting the criterion. 

The research has shown that these factors might increase the motivation of the students 

during the repeated reading process (Hasbrouck, et al., 1999; Layton & Koenig, 1998; 

Noell, et al., 1998; Pattillo, et al., 2004; Scott & Shearer-Lingo, 2002). While the research 

has shown improvements in fluency using these techniques, it has also shown that 

individual differences were a significant factor in the research results.  

 In summary, researchers have varied the original method of repeated reading by 

adding modeling, varying the text difficulty, including the student in setting criterion and 

adding contingent rewards. The results from the plethora of literature regarding repeated 

reading and its numerous modifications have shown that regardless of the variation used, 

students have shown gains in fluency.  

While the majority of the research on repeated reading has shown that reading 

rates and correctly read words increased and errors decreased, very little attention has 

focused on the types of errors produced by students while participating in the repeated 

reading. Martens (1997) conducted a study to investigate the relationship between word 

recognition and reading miscues with a seven-year-old boy, Matthew. Matthew read the 

book Tight Times (Hazen, 1979) on three occasions. The first two times were on the same 

day with an hour’s break between readings and the third reading occurred three weeks 

later. The results of the study showed that Matthew’s fluency scores increased across the 
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three readings but an in-depth analysis of the readings provided information on the types 

of miscues produced by Matthew. Matthew struggled through the first reading not only 

with decoding words but with comprehension as well. As Matthew became more familiar 

with the story his fluency improved, however this did not correspond with increased 

comprehension. In the first part of the story, his fluency increased but his comprehension 

did not increase. Conversely, on the second part of the story, his fluency decreased and 

miscues increased but his comprehension increased. Matthew’s miscues in the third 

reading still varied widely with miscues on words that he had read previously but many 

of his miscues did not affect the meaning of the text and so he did not correct them. This 

study suggested that a more critical analysis of the errors showed that increased fluency 

did not result from increased word recognition, but from an increase in understanding the 

story. 

Another area of concern regarding repeated reading is generalization of fluency to 

new text. The underlying theory behind repeated reading proposes that as students 

improve word recognition skills, this ability transfers to unfamiliar text. Many of the 

studies on repeated reading presented evidence of the effectiveness of the repeated 

reading method by showing increases in rates within repeated reading sessions and from 

baseline scores to the end of the intervention. However, few studies have conducted 

assessments on the ability of the students to generalize fluency to unfamiliar text. While 

generalization has not been the key focus of the majority of the research, several studies 

have shown that fluency gains did transfer to new material (Dowhower, 1987; 

Hasbrouck, et al., 1999; Weinstein & Cooke, 1992). However, Carver and Hoffman 
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(1981) conducted a study to examine if fluency gains generalized to new text and they 

found contradictory results. The participants in the study were nine high school students. 

The students practiced reading passages using a computer based program. Reading rates 

and accuracy data were taken for each session which showed an increase with repeated 

practice of the passage. However, when the students were given a posttest using 

unfamiliar text, there was not a corresponding improvement in general reading ability. In 

addition, Rashotte and Torgesen (1985) found similar results. They investigated whether 

improved fluency and comprehension across different stories in repeated reading 

depended on the amount of word overlap. Twelve students with learning disabilities, 

ranging in age from 8 to 12 years, were selected to participate in this study. The subjects 

were grouped into six pairs, matched on reading scores. Condition 1 consisted of the 

repeated reading treatment using reading material with a low degree of word overlap 

between passages. Condition 2 involved the repeated reading treatment using material 

with a high degree of word overlap and Condition 3 consisted of the non-repetitive 

reading using material with a low degree of word overlap. Results on the effect of the 

amount of word overlap between the passages indicated that reading rates were greater in 

Condition 2 which consisted of material with a high degree of word overlap. However, 

word commonality did not have an effect on error reduction or comprehension gains. The 

findings showed that fluency gains did not transfer to new material unless the new stories 

contained many of the same words. The mean reading rate between Condition 1 and 

Condition 3 were not significantly different and the means between Condition 2 and 

Condition 3 only approached significance. In summary, it appears that repeated reading 
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did not generalize to new material unless the new text had many of the same words. 

Finally, in a study conducted by Layton and Koenig (1998), they concluded that the 

students did show generalization of the fluency gains. However, upon closer examination 

of the data, this researcher found that while the students showed a gradual increase on the 

generalization probes, four of them did not reach their baseline reading rate until the 

fourth phase of the repeated reading intervention. Only one of the students showed an 

increase in reading rates on the probes for all of the sessions. 

In conclusion, there has been ample research on the method of repeated reading as 

a means of improving fluency in students. In addition, researchers have investigated 

several modifications of Samuels (1979) original method, including altering the text 

difficulty, providing models of fluent reading, and including students in setting the 

criterion and adding contingent rewards. Modeling fluent reading may include paired 

reading with a skilled peer or teacher, reading simultaneously with a tape (Stahl & Kuhn, 

2002; Taberski, 2000; Weaver, 2002).  In addition, the reading material is typically at the 

instructional level for the individual student (Daly, Martens, Hamler, Dool & Eckert, 

1999; Fountas & Pinnell, 1996; Hasbrouck, et al., 1999; Meyer & Felton, 1999; Stahl & 

Kuhn, 2002; Taberski, 2000).  However, easy and difficult material has also been shown 

to be effective. Another variation is including the student in setting the goal for meeting 

the words per minute criteria (Layton & Koenig, 1998; Pattillo, et al., 2004). All of the 

variations that have been researched have proven to increase fluency rates. However, 

individual differences in the students are a continual factor in the success of the 

modifications. In addition, very few studies have investigated the type of errors produced 
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by students participating in the repeated readings, but Martens (1997) found that while 

fluency gains did occur, the student continued to make new miscues which upon further 

analysis, aided the student in comprehending the text. Finally, most research has shown 

that practice in word recognition through the repeated reading process does generalize to 

new text, but there have also been contradictory results in this area. 

Repeated Reading with Children with Visual Impairments 

Although repeated reading has been shown to be effective for sighted children, 

very little research has been conducted verifying the benefits with children with visual 

impairments.  Research conducted by Pattillo, et al. (2004) demonstrated improved 

fluency and comprehension with a sample of children with visual impairments.  The four 

students in this study, aged 6 to 13, participated in an assisted repeated reading program 

using paired reading and an optical character recognition program (OCR).  Each student 

read a selected passage orally within his/her independent reading level.  After the initial 

reading, the students then completed a paired reading using the Kurzweil 1000 OCR 

software.  The students repeated this process until they met a predetermined number of 

words per minute criteria.   In addition, the students participated in recording their 

reading rate as a means of increasing motivation for the program.  After each session, the 

students’ comprehension of the text was also evaluated using a holistic retelling process. 

The results of the study showed increased fluency and comprehension, as well as an 

improved attitude toward reading in general. 

Layton and Koenig (1998) also conducted a study to investigate the effectiveness 

of repeated reading with four students ranging in age from 7 to 11 with visual 
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impairments. The traditional method of repeated readings was used in this study. The 

students reread a short, easy passage until the criterion the students and researchers had 

established was met. After the criterion was met for five days, the next criterion rate was 

determined. Each week the students were asked to read from a basal reader in order to 

show generalization of the repeated reading process. Finally, the students continued the 

repeated reading process once a week for four weeks after the initial intervention in order 

to show maintenance of the skill. All four students in the study showed improvement in 

fluency during the repeated reading sessions. The students also showed a gradual increase 

in reading rates on the probes to assess generalization. However, four of the students did 

not reach their baseline reading rate on the probes until the fourth phase of the 

intervention. Only one of the students actually showed a generalization of fluency gains 

to new text by increasing her reading rate over her baseline scores during each probe 

assessment. Finally, the students who showed the greatest improvement were the students 

who were having the greatest difficulty in reading before the intervention. 

Although there has been sparse research concerning the effect of repeated reading 

with students with visual impairments, the studies that have been conducted showed 

positive results on fluency improvement.  

Wide Reading 

In contrast to the theory behind repeated reading, wide reading instruction is 

based on reading a wide variety of books without any repetition of the text. Numerous 

research studies have documented the effectiveness of wide reading in increasing reading 

achievement. The NRP (2000, p. 3-21) stated “There seems to be little reason to reject the 
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idea that lots of silent reading would provide students with valuable practice that would 

enhance fluency and, ultimately, comprehension. There are literally hundreds of studies 

that find that the best readers read the most and that poor readers read the least.”  

However, the NRP was not able to substantially support wide reading because the 

majority of the research studies were correlational and therefore, did not result in a causal 

relationship.  

The majority of the research on wide reading as an instructional method has 

investigated the impact of sustained silent reading (SSR) on general reading achievement 

and not specifically fluency. However, the results have shown, in most cases, that there 

was no difference in achievement between typical skills based reading instruction and 

SSR. In addition, several studies documented increased vocabulary and comprehension 

with the implementation of SSR.  

 Collins (1980) conducted a study to investigate the reading achievement of 220 

students from 10 classrooms in grades two through six. The students in the study were 

randomly assigned to the experimental or control group. Each grade level was allotted 

different amounts of time for SSR, while the control group worked on spelling during 

these time periods. The results of the study showed that there was no significant 

difference between the two groups, but the SSR group did move through the basal readers 

faster than the control group. 

 Another study conducted by Davis (1988) examined the effect of SSR on reading 

comprehension with 56 eighth grade students. The participants were randomly assigned 

to two English classes. One class spent half the class time in SSR while the other class 



   

 

 

   

 

   

 

40    

participated in directed reading activities with the teacher. The intervention continued for 

the entire school year. At the end of the year, the medium ability group showed 

significant gains in reading achievement with the SSR. However, the high ability group 

showed no gains using SSR. 

 Burley (1980) documented significant gains in reading comprehension using SSR 

with 85 high school students participating in an Upward Bound summer program. The 

students were randomly assigned to four groups: SSR, programmed textbooks, 

programmed cassette tapes and programmed skill development kits. Burley found a 

positive statistically significant difference for the SSR group over the other procedures. 

 Taylor, Frye and Maruyama (1990) conducted a study to investigate the effect of 

time spent reading at home and at school on the reading achievement of students in the 

intermediate grades. One hundred and ninety-five students in 11 classes in the fifth and 

sixth grade participated in this study. Three of the 11 classes consisted of above average 

readers, six classes were average readers and two classes were below average readers. 

The students kept daily reading logs for five months tracking the amount of time they 

read in school and at home. The results showed that the students read for approximately 

15.8 minutes during school and 15 minutes at home. Statistical analysis showed that the 

amount of time spent reading in school contributed significantly to the students’ reading 

achievement. The amount of time spent reading at home approached significance. The 

results of this study support the theory that wide reading can positively affect students’ 

reading progress. 
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 Finally, Hedrick and Cunningham (2002) conducted a study that investigated the 

relationship between wide reading and growth in listening comprehension of written 

language. The original participants in the study were 219 third-grade students from three 

public elementary schools. The final group consisted of 146 fifth-grade students from the 

same elementary schools. In order to measure listening comprehension of written text, the 

students in the third grade were given the Formal Listening Inventory (FLI). Two years 

later, the FLI was administered again to the same participants in the fifth grade. In order 

to determine the amount of print exposure the students had experienced, the Title 

Recognition Test was administered to the students in the fifth grade. The results of the 

study showed that there was a significant relationship between wide reading and growth 

in listening comprehension. 

The majority of the research has investigated the effect that wide reading had on 

general reading achievement. Results of the research have shown that wide reading had a 

positive effect on reading comprehension, listening comprehension and vocabulary. 

Although fluency is a component of reading achievement, the studies did not specifically 

mention this aspect. In the next section, studies comparing the effect of repeated reading 

and wide reading on fluency will be described. 

Comparison of Wide Reading and Repeated Reading 

The theory of automaticity suggests that the practice of repeated readings will 

improve fluency by improving automatic word recognition ability and thus, freeing 

mental energy to understand the written material. The majority of the research has shown 

that reading rates do increase with repeated readings and comprehension also generally 
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improves. However, there has been little empirical research as to why this occurs. Moyer 

(1982) suggested that repeatedly reading a passage maximizes redundancy at all levels of 

written language structure. Increased practice allows the reader more familiarity with 

syntactic, contextual and graphophonic cues. The theory suggests that these skills are 

then applied to new reading material. Following this logic, the question arises: Would the 

same amount of practice with non-repetitive material provide the same results in fluency? 

In the study conducted by Rashotte and Torgesen (1985) mentioned previously 

they investigated whether improved fluency and comprehension across different stories in 

repeated reading depended on the amount of word overlap and also compared the 

effectiveness of wide reading and repeated reading on fluency. The 12 students in the 

study participated in three treatment conditions: repeated reading with low word overlap 

material, repeated reading with high word overlap material and wide reading. The results 

of their study showed that fluency improvements did not generalize to new material 

unless the new text had many of the same words and that given the same amount of 

practice, repeated reading was not more effective than wide reading.  

Kuhn (2005) conducted a study to separate the effects of repeated reading and the 

increased reading of connected text within the realities of the classroom. The participants 

in this study were second graders at a low to middle socioeconomic public school. Three 

classrooms were selected and randomly assigned to the intervention strategies: repeated 

reading, non-repetitive reading, listening only and a control condition. Six students were 

identified by their teachers as non-fluent readers and were selected for the study. An 

additional two students from each class were also selected to participate in the control 
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condition. These students did not receive any additional instruction other than what was 

typically provided in the classroom.  Six students participated in each of the four groups 

for a total of 24 students. The instructional intervention involved 18 sessions three times 

per week over six weeks. Students in the repeated reading group read whole texts over a 

three day period. On the first day, the story was introduced by echo reading the text with 

the students. Next the students reread the text with a partner. Finally, the students 

participated in a choral reading of the text on the third day. The students in the non-

repetitive group incorporated either the echo or choral reading of a text, but did not reread 

the text. Each day they read a new text. In the listening only condition, the researcher 

read stories aloud to the students and they were exposed to the same 18 books that the 

students in the non-repetitive groups read. The students were given a pre and posttest to 

determine if there were differences between the groups on reading achievement. The 

students in the repeated reading and non-repetitive groups showed greater growth in the 

number of correct words read than either the listening only group or the control group. In 

addition, the students in the repeated reading and non-repetitive groups showed more 

fluent reading than the other groups. Only the students in the non-repetitive wide reading 

group showed gains in comprehension. The difference in comprehension scores might be 

attributed to the inherent purpose of reading in each of the groups. Students in the 

repeated reading group may have thought that the goal was to read expressively, 

automatically and accurately without as much focus on comprehension. Although the 

theory of automaticity suggests that once a student is able to read automatically, they are 

also free to focus on understanding the text this may not occur without explicit 
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instruction. In addition, the gains in comprehension in the wide reading group could be 

supported by the argument that student’s comprehension skills may improve by 

increasing the amount of text to which they are exposed. The results of the study showed 

that both the repeated reading and wide reading methods were effective at improving the 

student’s oral reading fluency, while the wide reading showed greater improvements in 

comprehension. 

Homan, et al. (1993) conducted a study to compare the effects of repeated reading 

and the non-repetitive wide reading strategy on fluency and comprehension. The 

participants in the study were 26 below grade level readers in a Chapter I program in two 

sixth grade classes. Students in three teachers’ classes were randomly assigned to either 

the repeated reading group or the non-repetitive wide reading group. Thirteen students 

were assigned to each group. The two treatments were implemented by the three teachers 

three times a week for seven weeks. The students in the non-repetitive reading group 

participated in echo reading of the story on the first day, cloze reading on the second day 

and unison reading on the third day. The students read as much of the story as they could 

within the 20 minute session without repeating a passage. The students in the repeated 

reading group read the same text as the non-repetitive reading group, but reread a passage 

from the text four times. Because of the rereading, this group did not read as much text as 

the other group. Results comparing the pretest scores to the posttest scores showed that 

there was not a significant difference between the two groups on reading rate, error rate 

or comprehension.  



   

 

 

   

 

   

 

45    

The results of the studies show that when the same amount of practice in reading 

is provided, repeated reading was not necessarily the most effective means for increasing 

fluency. Increasing the volume of reading, without repeating text, could be an effective 

instructional method to increase fluency. 

Summary 

 

Fluency and comprehension contribute to proficient reading. Research has 

verified that students with visual impairments have slower reading fluency than their 

sighted peers and as a result, many children with visual impairments may struggle 

through school. Their academic achievement may suffer, they may spend greater amounts 

of time completing assignments and they may have a negative attitude toward reading 

and school. In addition, research has also shown a positive correlation between reading 

failure and general school failure. Although literacy achievement in the field of visual 

impairments has been a major concern for some time there has been relatively few studies 

conducted regarding effective instructional strategies that can be implemented in the 

classroom. Numerous studies have shown that repeated reading is an effective tool for 

use with sighted children. However, only two studies have been conducted with students 

with visual impairments. Additionally, gains in comprehension, fluency and vocabulary 

development have been realized using the wide reading method with sighted children. 

Finally, research comparing wide reading to repeated reading is sparse, but the results 

show that there is no difference in fluency gains between the two methods. However, no 
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research has been conducted with children with visual impairments comparing the two 

strategies.  
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CHAPTER 3 

METHODOLOGY 

 This study investigated the effectiveness of repeated reading to increase the 

reading rate, the frequency of words read correctly per minute and the comprehension 

level of middle school students with visual impairments using a matched subject design. 

Generalization of fluency to new text was also investigated. 

Design and Procedure 

 The study used a matched subject design to determine the effectiveness of 

repeated reading in increasing reading rate, correct words read and comprehension. Four 

students were matched on the following variables: reading level, reading medium and the 

presence or absence of additional disabilities. One student from each matched pair was 

randomly selected for the repeated reading intervention. The corresponding student in the 

pair was assigned to the control group. The research took place from March 2007 through 

May 2007. The intervention phase continued for five weeks.  

The dependent variables in this study were reading rates, the amount of correctly 

read words per minute (cwr), comprehension and generalization of fluency to new text. 

Dynamic Indicators of Basic Early Literacy Skills ™ 6
th

 Edition (DIBELS ™), Progress 

Monitoring DIBELS Oral Reading Fluency Third Grade Scoring Booklet (Good, 

Kaminski & Dill, 2002) was used for the reading material for the repeated reading 

intervention. Monday through Thursday, data was collected on the students’ reading rate 

and correctly read words. The independent variable in this study was the addition of the 

repeated reading method to the established reading curriculum used in the classroom. The 
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repeated reading method used in this study required the student to reread (3 times) a 

passage of approximately 200 words from DIBELS. The students were timed for one 

minute and then told to stop reading at that time. The non-repetitive, wide reading 

method, already in place in the classroom, required the student to read a wide variety of 

text without any rereading of the same text. In order to control for the effect of increased 

time engaged in reading for the repeated reading group, the time spent in typical 

classroom reading was reduced for the students in the intervention so each group read for 

approximately the same amount of time each day.  

Pretest.  In order to determine the student’s average reading rate, words read correctly per 

minute and comprehension, data was collected for four days using passages at the 

appropriate reading level for the students from the DIBELS (Good, et al., 2002). 

Comprehension was measured using a holistic retelling procedure (Johns, 1997). The 

students were informed before the reading that they should read independently and they 

would not receive any assistance with the reading. There were no re-readings during the 

pretest phase and the students did not receive any feedback on reading rate. 

Intervention:  The students in the repeated reading group participated in the typical 

classroom literacy curriculum Monday through Thursday, but read for approximately 

fifteen minutes. At the beginning of each class they participated in the repeated reading 

process. The students read a passage from the third grade DIBELS (Good, et al., 2002). If 

the student was not able to read a word during the reading, the word was given to the 

student. After each reading, the missed words and braille contractions were reviewed 

with the student. The student then reread the passage two more times for a total of three 
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readings per day. The student’s total words read and the number of words read correctly 

was recorded. The students were not informed about their progress or reading rate during 

any session because this information might influence the performance of the students. 

The same passage was used for the entire week. The next week a new passage was 

introduced and the same procedure was repeated.  

Students in the control group participated in the existing literacy curriculum in the 

classroom. Students were encouraged to choose a book of their choice from the available 

selection. Students participated in guided oral reading or read silently. The students read 

for approximately half an hour, Monday through Thursday. The students also participated 

in various reader response activities while reading the selected books, such as completing 

story maps, narrative pyramids, reader response logs and final book summaries. 

Posttest. At the conclusion of the intervention phase, a posttest was administered for four 

days using the DIBELS (Good, et al., 2002). The students were asked to read a passage at 

their reading level and the total words read, words read correctly per minute and 

comprehension was recorded. Comprehension was measured using the same holistic 

retelling procedure used in the pretest. The students were informed before the reading 

that they should read independently and they would not receive any assistance with the 

reading. There were no re-readings during the posttest phase and the students did not 

receive any feedback on reading rate. A summary of the timeline is included in Table 1. 
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Table 1 

Timeline 

Timeline 

Pretest Intervention Posttest 

3/19-3/22/07 4/2-5/17/07 5/21-5/24/07 

  Repeated Reading Wide Reading   

Joe Joe Joe   Joe 

Billy Tony Billy Billy 

Tony   Tony Tony 

Patty   Patty Patty 

 

Recruitment 

 In February of 2007, a cover letter was mailed to the parents of the 10 academic 

students in the middle school for the blind at Arizona State School for the Deaf and 

Blind. The letter briefly explained the research study and asked if the parents/guardians 

would be interested in allowing their child to participate. A second request letter was 

mailed one week after the first mailing to the families that had not indicated interest. Of 

the 10 families contacted, nine parents/guardians had confirmed an interest in the 

research study. Informed consent packets were then mailed explaining the research study 

in detail. A letter was sent one week after mailing the informed consent packets, 

reminding the parents/guardians to return the permission forms. Five parents/guardians 

returned the informed consent packets. After the parents/guardians had given permission 

for their child to participate in the study, the researcher explained the study to the 

students and they signed a minor’s assent form. Appendices A, B, and C include a copy 

of the cover letter, the informed consent form and the minor assent form, respectively. 
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The response rate for the research was 50%. One of the students could not be used in the 

study because there was not another student that could be matched following the design 

criteria.  

Participants 

 The participants selected for this study were four middle school students in the 

researcher’s language arts class at the Arizona State School for the Deaf and Blind 

(ASDB). The students were selected based on the following criteria: 1) they had a 

diagnosed visual impairment; 2) they were reading at the third grade level or above based 

on classroom reading observations and 3) they read print, large print or braille as their 

primary literacy medium. In addition to visual impairments, all of the students also had 

additional disabilities, including mild mental retardation, learning disabilities, attention 

deficit hyperactivity disorder, speech and language impairment and hearing impairment. 

The four students were matched according to the following variables: reading level, 

reading medium and the presence or absence of additional disabilities.  One student from 

each pair was randomly selected to receive the intervention treatment of repeated reading. 

The matched pairs were Tony and Patty with Tony participating in the intervention. The 

other matched pair was Joe and Billy with Joe participating in the intervention. A 

summary of the demographic information for the participants is provided in Table 2. All 

names used in this study are pseudonyms. 
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Table 2 

Demographic Information of Matched Pairs 

 Tony Patty Billy Joe 

Age 14 12 13 12 

Gender Male Female Male Male 

Grade 7 6 6 6 

Ethnicity Caucasian Caucasian Eastern Indian Hispanic 

Eye Condition ROP ONH Glaucoma Glaucoma 

Retinal 

detachment 

Near Visual 

Acuity 

NLP 20/400 20/80 

1M print 

20/50  

1M print 

Reading Level 3 3 3 3 

Reading 

Medium 

Braille Braille Regular print Regular print 

Additional 

Disabilities 

ADHD 

SLD 

SLI MMR 

HI 

SLD 

Note: NLP: no light perception; ROP: retinopathy of prematurity; ONH: optic nerve 

hypoplasia; ADHD: attention deficit hyperactivity disorder; SLD: specific learning 

disability; SLI: speech and language impairment; MMR: mild mental retardation; HI: 

hearing impairment 

 

Tony 

 Tony was an imaginative and talkative 14 year-old boy in the seventh grade. He 

enjoyed listening to music, working on cars and listening to books on his BrailleNote. 

Tony was a residential student at ASDB and returned home each weekend. Tony was 

involved in after school activities and participated in social activities on the weekend 

through a local program for children with visual impairments. Tony’s visual impairment 

was Retinopathy of Prematurity. He had no light perception and read braille as his 

primary literacy medium. In elementary school he was also diagnosed with hyperactivity 

attention deficit disorder and a specific learning disability in the areas of reading and 

math. He performed significantly below grade level in reading, writing and math. Tony 
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was reading at approximately the third grade level. Tony also demonstrated low 

motivation for completing most academic assignments. 

Patty 

 Patty was a polite, quiet 12 year-old girl in the sixth grade. She loved listening to 

country western music, reading and hanging out with her friends. Patty participated in 

after school sports such as swimming. Patty was a residential student at ASDB and 

returned home for the quarterly breaks. Patty received very little early intervention 

services and did not enter school full-time until she was seven years old. The cause of 

Patty’s visual impairment was optic nerve hypoplasia. She was also diagnosed with a 

speech and language impairment. Patty’s visual acuity was approximately 20/400. She 

was able to read 3M print (newspaper headlines) at three inches; however Patty read 

braille as her primary literacy medium. Patty was performing below grade level in 

reading, writing and math. Patty’s instructional reading level was at the third grade level. 

Patty appeared to enjoy reading and did not display difficulties with phonetics, but did 

demonstrate comprehension difficulties. 

Billy 

 Billy was a very talkative, out-going 13 year-old boy in the sixth grade. Billy 

enjoyed playing games on the computer and surfing the internet. Billy was active with his 

church and also participated in several special sports teams. Billy was a residential 

student at ASDB and returned home for the quarterly breaks. Billy was adopted when he 

was three years old which left his early medical history a mystery. He has been diagnosed 

with glaucoma and was aphakic (lenses surgically removed) in both eyes. His near visual 
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acuity was 20/80 and he was able to read 1M print (newspaper print) at 12 inches. Billy 

also had a hearing impairment. He wore hearing aids and with amplification he was able 

to hear speech with little difficulty. He also used an FM system during class so he could 

hear the researcher clearly. Billy used regular print as his primary literacy medium. He 

occasionally used a closed circuit television if the print was too small or if his eyes were 

fatigued. Billy was diagnosed with mild mental retardation last year, but it is difficult to 

separate the impact of a combined sensory impairment on cognitive development. Billy 

was performing below grade level in reading, writing and math. He was reading at 

approximately the third grade level. 

Joe 

 Joe was a polite, friendly 12 year-old boy in the sixth grade. Joe enjoyed watching 

wrestling on television, surfing the internet and listening to music. Joe also participated in 

after school sports. Joe was a day student and lived in town with his family. Joe was 

diagnosed with a learning disability in the areas of reading and math in elementary 

school. His visual impairment was glaucoma with a complete retinal detachment in his 

right eye. He was also aphakic in both eyes. Joe’s near visual acuity was 20/50 and he 

was able to read 1M print at 13 inches. Joe used regular print as his primary literacy 

medium. He did display visual fatigue when reading for extended periods of time. Joe 

functioned below grade level in academics. His reading level was approximately at the 

third grade level. He was very motivated in school despite his difficulties with his 

learning disability. 
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Instructional Program 

 Reading and writing instruction in the researcher’s middle school language arts 

class was based on a balanced literacy program using quality young adult literature. The 

six students in the class were performing approximately three years below grade level 

and received additional skills instruction in phonics and comprehension using functional, 

applied activities, with continual review of previously learned concepts and strategies. 

The two hour language arts block began with individual reading of a self-selected book at 

the student’s instructional level. During this time, the researcher rotated among the 

students for reading conferences and provided support in strategies for decoding words. 

In addition, the students participated in activities that focused on comprehension and 

reader’s connections to the text. After the independent reading time, the students 

participated in various forms of activities to teach specific phonetic skills for decoding 

and encoding. The students also participated in writer’s workshop with specific lessons 

incorporated into the writing process which focused on the six trait writing rubric 

developed by the Northwest Regional Educational Laboratory (NWREL). This rubric 

identifies and evaluates six traits, or characteristics, of effective writing on a six point 

scale, with six the highest score and one the lowest. This rubric was selected primarily 

because it was research-based and provided specific information about student 

performance. At the end of the class time, the researcher read aloud a class selected book 

in order to provide them with exposure to quality literature at their grade level. During 

the read aloud, various strategies were demonstrated for the students, including fluent 
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reading, making connections to the text, making predictions, clarifying confusions and 

summarizing the text. 

Material 

 The students were allowed to self-select reading material from the classroom 

library. The students were guided to choose books within their instructional level, but if 

students wanted to read a more difficult book they were allowed to do so. A complete list 

of the books each student read is listed in Table 3.  The level of the books was 

determined using the Flesch-Kincaid Readability Index and ranged from 2.8 to 6.2.  The 

braille editions of the books were purchased from either The Braille Bookstore or 

Seedlings and were in contracted braille.  
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Table 3 

Book List 

Book List 

Student Title Author Date 

Joe The Invisible Dog King-Smith, D. 1995 

  The Blind Colt Rounds, G. 1989 

  Revolutionary War on Wednesday Osborne, M. 2000 

Billy Fantastic, Mr. Fox Dahl, R. 2007 

  Dinosaurs Before Dark Osborne, M. 1992 

  The Courage of Sarah Noble Dalgliesh, A. 2000 

  Hello, Mrs. Piggle-Wiggle MacDonald, B. 2000 

  Fish Face Giff, P. 1988 

  The Giraffe, and the Pelly and Me Dahl, R. 1998 

  Esio Trot Dahl, R. 1999 

  Bunnicula Howe, J. 1979 

  Marsha Makes Me Sick Bottner, B. 2003 

Tony The Whipping Boy Fleischman, S. 1986 

  The Ghost on Saturday Night Fleischman, S. 1997 

  Rumble Fish Hinton, S. 1975 

Patty Chocolate Fever Smith, R. 2006 

  The Courage of Sarah Noble Dalgliesh, A. 2000 

  Hatchet Paulsen, G.  1987 

 

 Material for the pre and posttests and the intervention was selected from the 

Dynamic Indicators of Basic Early Literacy Skills ™ 6
th

 Edition (DIBELS ™), Progress 

Monitoring DIBELS Oral Reading Fluency Third Grade Scoring Booklet (Good, et al., 

2002). The DIBELS was chosen because it provided short reading passages which could 

be administered in the time frame available and it was leveled by grade. The braille 

copies were transcribed into braille using Duxbury, a computer program which takes 
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printed text and converts it to braille. All braille material was transcribed using contracted 

braille. For the pre-post-and post-posttest, the DIBELS was not administered according to 

the protocol prescribed by the authors. The students were allowed to read the entire 

passage and then their total words read and correct words read were calculated. During 

the intervention phase, the students read the selected passage for one minute and the 

passage was marked at that point. Comprehension was scored using a holistic retelling 

procedure (Johns, 1997). 

 Parental permission to audiotape the sessions was given for two students; one 

student from each matched pair. The four pretest sessions, the four posttest sessions and 

two of the maintenance sessions were audiotaped. In addition the 60 sessions of the 

repeated reading intervention sessions were audiotaped for the two students in order to 

confirm reading rate, words read correctly per minute and comprehension scores. A 

standard stop watch was used to calculate the student’s reading rate. 

Treatment Integrity 

Reliability data was collected for the pre- and posttests on reading rate, correctly 

read words per minute and comprehension. During the intervention phase, reliability data 

was collected on reading rate and correctly read words. One other observer was trained to 

record the data. The reliability data was collected for 20% of the pre- and posttests and 

the intervention sessions. 

 Inter-observer agreement for each student’s reading rate was calculated by 

dividing the smaller amount of time by the larger amount of time and multiplying the 

quotient by 100. Reliability data for words read correctly per minute was determined by 
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comparing the number of words read correctly listed by the researcher to the list of words 

read correctly compiled by the observer. The percentage of agreement was calculated by 

dividing the number of agreements by the sum of agreements plus disagreements and 

multiplying the quotient by 100. Inter-observer reliability for correct words read did not 

fall below 89% with a range of 89% to 100%. Reliability of comprehension data was 

determined by comparing the number of sessions on which the observer and the 

researcher reached agreement regarding comprehension by the total number of passages 

in which reliability data on comprehension was collected. Reliability was 100% for 

comprehension. 

 A checklist was developed which included all of the steps to be followed during 

the pre-and posttests and the intervention phase in order to ensure that standardized 

procedure was followed for each student. However, interruptions and distractions in the 

daily life of the researcher’s classroom occasionally caused deviations from strict 

adherence to the script. The protocol is included in Appendix D.  

Data Analysis 

The mean differences from the pre- and posttests between the matched pairs were 

compared to determine if the repeated reading process had an effect on the reading rate, 

correctly read words and the comprehension of the students. For the students in the 

intervention group, the mean reading rate and mean correctly read words were analyzed 

for the first daily reading of each week to determine if the intervention was generalized 

across time. In addition, the mean reading rate of the first reading of each week was 

analyzed to determine if the intervention had been generalized to a new text. The types of 
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errors produced by the students in the intervention were analyzed to determine if the 

students produced the same errors or if new errors emerged. In addition, the errors from 

the pre- and posttest were analyzed to investigate the types of errors produced by both 

pairs. For the student reading braille in the intervention group, the errors were also 

analyzed using a modified version of the Truan Braille Reading Error Analysis (Harley, 

et al., 1997) to determine if they were a result of tactile perception errors or reading 

perception errors. The errors of the student reading print in the intervention group were 

also analyzed using a modified version of the Qualitative Analysis System (Christie, 

1981). The errors were analyzed for graphophonic similarity and then the researcher used 

professional and personal knowledge of the student to determine if the errors were a 

result of visual perception errors or reading errors.  
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CHAPTER 4 

RESULTS 

 The purpose of this study was to determine what effect the repeated reading 

strategy had on reading outcomes of middle school students with visual impairments.  

The research was guided by four questions:  

1. Does the instructional method of repeated reading have an effect on the reading 

rate of middle school students with visual impairments? 

2. Does the instructional method of repeated reading have an effect on the 

frequency of words read correctly by middle school students with visual 

impairments?  

3. Does the instructional method of repeated reading have an effect on 

comprehension of middle school students with visual impairments? 

4. Does the instructional method of repeated reading generalize fluency to new 

text? 

 Data was collected from two matched pairs of students in the researcher’s middle 

school classroom from March 2007 through May 2007. This section includes the analysis 

of each of the research questions. 

Question 1: Reading Rate 

 The first research question addressed the difference between the reading rates of 

the student in the matched pair who participated in the repeated reading strategy and the 

student who continued to participate in the regular classroom curriculum. Joe participated 

in the repeated reading intervention while Billy continued wide reading. The mean 
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difference in the reading rates from the pretest and posttest scores for Billy and Joe was 8 

wpm. Joe’s reading rate slightly increased while Billy’s decreased slightly. Joe read in a 

range of 61 to 76 wpm on the pretest, with a mean reading rate of 66.5 wpm. On the 

posttest Joe ranged from 55 to 84 wpm with a mean reading rate of 69.25 wpm. This was 

an increase of 2.75 wpm from his pretest mean. On the pretest, Billy read in a range of 75 

to 103 wpm with a mean of 91.75 wpm. On the posttest Billy read in a range of 77 to 99 

wpm with a mean of 86.5 wpm. This was a decrease of 5.25 wpm from his pretest mean. 

The summary of reading rates and means from the pretest and the posttest for Joe and 

Billy are shown in Table 4. 

Table 4 

Mean Reading Rates for Joe and Billy  

Reading Rates 

Joe (RR) Billy (WR) 

Pretest Posttest Pretest Posttest 

66 84 87 84 

61 55 75 77 

63 66 103 86 

  76 72 102 99 

Mean 66.50 69.25 91.75 86.50 

Difference wpm   +2.75   -5.25 

Mean Difference 

wpm   8 

Note: wpm: words per minute; RR: repeated reading; WR: wide reading 

In the second matched pair Tony participated in the repeated reading intervention. 

The mean difference in the scores from the pretest to the posttest for Tony and Patty was 

2.75 wpm. Both Tony and Patty showed a decrease in reading rate. Tony had a range of 
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33 to 49 wpm on the pretest with a mean of 44 wpm.  He had a mean reading rate of 

38.25 wpm on the posttest with a range of 33 to 49 wpm. This was a decrease of 5.75 

wpm from his pretest mean. Patty had a mean reading rate of 53 wpm on the pretest and a 

range of 42 to 60 wpm. On the posttest Patty had a range of 37 to 62 wpm and a mean 

reading rate of 50 wpm. This was a decrease of 3 wpm from her pretest mean. The 

summary of reading rates and means from the pretest and the posttest for Tony and Patty 

are shown in Table 5. 

Table 5 

Mean Reading Rates for Tony and Patty  

Reading Rates 

Tony (RR) Patty (WR) 

Pretest Posttest Pretest Posttest 

49 35 42 62 

33 36 ND 37 

46 49 60 58 

  48 33 57 43 

Mean 44 38.25 53 50 

Difference wpm   -5.75   -3 

Mean Difference 

wpm   2.75 

Note: ND: no data; wpm: words per minute; RR: repeated reading; WR: wide reading 

Question 2: Correct Words Read 

 The second question addressed the effect that the repeated reading strategy had on 

the correctly read words per minute (cwr) in the matched pairs. The difference between 

the means for Billy and Joe was 4.5 cwr. Joe increased his words read correctly rate while 

Billy slightly decreased on this score. Joe had a mean of 61 cwr on the pretest with a 



   

 

 

   

 

   

 

64    

range of 55 to 70 cwr. On the posttest, Joe had a mean of 65 cwr with a range of 49 to 81 

cwr. This was an increase of 4 cwr from the pretest mean. Billy had a mean pretest score 

of 83.25 cwr with a range of 66 to 92 cwr. On the posttest, Billy scored a mean of 82.75 

cwr with a range of 73 to 93 cwr. This was a decrease of only 0.5 cwr from his pretest 

mean. Table 6 shows the summary of the means for correctly read words for Joe and 

Billy from the pretest and the posttest. 

Table 6 

Means for Correctly Read Words for Joe and Billy  

Correct Words Read 

Joe (RR) Billy (WR) 

Pretest Posttest Pretest Posttest 

61 81 83 82 

55 49 66 73 

58 64 92 83 

  70 66 92 93 

Mean 61 65 83.25 82.75 

Difference cwr   +4   -0.5 

Mean Difference   4.5 

Note: cwr: correct words read per minute; RR: repeated reading; WR: wide reading 

The mean difference in errors from the pretest and posttest score for Joe and Billy 

was 7.25.  Both Joe and Billy demonstrated a decrease in errors from the pretest to the 

posttest. Joe had a mean of 21.25 errors on the pretest with a range of 19 to 26. On the 

posttest Joe had a mean of 16 errors with a range of 10 to 26. This was a decrease of 5.25 

errors from his pretest mean. In addition, Billy’s mean errors decreased from the pretest 

to the posttest. Billy had a mean of 23.5 errors on the pretest with a range of 13 to 27. 

Billy had a mean of 10.75 errors on the posttest with a range of 6 to 14. This was a 
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decrease of 12.75 errors from his pretest mean. Table 7 shows the mean errors for Joe and 

Billy from the pretest and the posttest. 

Table 7 

Mean Errors for Joe and Billy 

Errors 

  Joe (RR) Billy (WR) 

  Pretest Posttest Pretest Posttest 

  19 10 13 6 

  26 26 27 13 

  19 10 27 10 

  21 18 27 14 

Mean 21.25 16 23.5 10.75 

Difference   -5.25   -12.75 

Mean Difference   7.5 

Note: RR: repeated reading; WR: wide reading 

The difference between the means for correctly read words for Tony and Patty 

was 6.5 cwr. Tony’s pretest mean score was 42 cwr with a range of 31 to 48 cwr. Tony’s 

posttest mean score was 33.25 cwr with a range of 28 to 43 cwr. This was a decrease of 

8.75 cwr from his pretest mean. Patty read in a range of 41 to 60 cwr on the pretest with a 

mean of 52 cwr. On the posttest, Patty had a mean of 49.75 cwr and a range of 36 to 62 

which was a decrease of 2.25 cwr. The summary of the mean errors from the pretest and 

the posttest for Tony and Patty are shown in Table 8. 
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Table 8 

Means for Correctly Read Words for Tony and Patty 

Correct Words Read 

Tony (RR) Patty (WR) 

Pretest Posttest Pretest Posttest 

48 32 41 62 

31 30   36 

45 43 60 58 

  44 28 55 43 

Mean 42 33.25 52 49.75 

Difference cwr   -8.75   -2.25 

Mean Difference   6.5 

Note: ND: no data; cwr: correct words read per minute; RR: repeated reading; WR: wide 

reading 

  

The mean difference in errors for Tony and Patty was 18.58. Tony had a 

substantial increase in errors from the pretest to the posttest, while Patty actually had a 

slight decrease in errors. Tony had a mean of 13.5 errors on the pretest with a range of 5 

to 23. On the posttest Tony had a mean of 30.75 errors with a range of 21 to 40 errors. 

This was a substantial increase of 17.25 errors from his pretest mean. Patty had a mean of 

5.33 errors on the pretest with a range of 1 to 8 errors. She had a mean of 4 errors on the 

posttest with a range of 2 to 8. This was a decrease of one error from her pretest mean. 

The summary of the mean errors from the pretest to the posttest for Tony and Patty are 

shown in Table 9. 
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Table 9 

Mean Errors for Tony and Patty 

Errors 

Tony (RR) Patty (WR) 

Pretest Posttest Pretest Posttest 

5 21 8 3 

20 40 ND 8 

6 32 1 3 

  23 30 7 2 

Mean 13.5 30.75 5.33 4 

Difference   +17.25   -1.33 

Mean Difference       18.58 

Note: ND: no data; cwr: correct words read per minute; RR: repeated reading; WR: wide 

reading 

 

Question 3: Comprehension 

 The third question addressed the effect repeated reading had on the 

comprehension of the students in the matched pair. There was no difference between the 

means in comprehension scores for Joe and Billy. Out of a possible five points, both Billy 

and Joe improved their comprehension by 0.5. Joe had a mean of 3.25 with a range of 3 

to 4 on the pretest comprehension scores. On the posttest, Joe had a mean of 3.75 with a 

range of 3 to 4 which was an increase of .5 from his pretest mean. Billy had a mean score 

of 2.5 and a range of 2 to 4 on the pretest. On the posttest, Billy had a mean of 3 with a 

range of 2 to 4. The summary of the mean comprehension scores for Joe and Billy are 

shown in Table 10. 
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Table 10 

Mean Comprehension Scores for Joe and Billy 

Comprehension 

Joe (RR) Billy (WR) 

Pretest Posttest Pretest Posttest 

4 4 2 4 

3 3 2 3 

3 4 4 3 

  3 4 2 2 

Mean 3.25 3.75 2.5 3 

Difference   +0.5   +0.5 

Mean Difference   0 

Note: RR: repeated reading; WR: wide reading 

 The mean difference in comprehension scores for Tony and Patty was 2. Tony’s 

scores decreased considerably from the pretest to the posttest, while Patty showed a small 

increase in comprehension. Tony had a mean of 4 out of 5 possible points on the pretest. 

On the posttest, Tony had a mean of 2.75 with a range of 2 to 5 which was a decrease of 

1.25 from his pretest mean. Patty had a mean of 2 on the pretest, but had a mean of 2.75 

with a range of 2 to 4 on the posttest. This was an improvement of .75 from her pretest 

mean. The summary of the comprehension means are shown in Table 11. 
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Table 11 

Mean Comprehension Scores for Tony and Patty 

Comprehension 

Tony (RR) Patty (WR) 

Pretest Posttest Pretest Posttest 

4 5 2 3 

4 2 ND 2 

4 2 2 4 

  4 2 2 2 

Mean 4 2.75 2 2.75 

Difference   -1.25   +0.75 

Mean Difference   2 

Note: ND: no data; RR: repeated reading; WR: wide reading 

Question 4: Generalization 

 The data from the two students who participated in the repeated reading was also 

analyzed. The initial reading rate and correctly read words (for each day of reading the 

same passage) was analyzed to determine if the intervention was generalized across time. 

Joe’s initial reading rate for each day’s reading of the same passage either increased or 

stayed the same as the previous reading. Joe also increased his initial correctly read 

words for all sessions except for one time in which it stayed the same as the previous 

reading. Tony increased his initial reading rate and correctly read words for every session 

except for one day. Figures 1 and 2 show the initial daily reading rates for Joe and Tony, 

respectively, during the intervention. Figures 3 and 4 show the initial daily correctly read 

words for Joe and Tony, respectively, during the intervention.  
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Figure 1 

Initial Reading Rates for Joe 

 

  

 

 

 

 

 

 

 

 Reading Rates 

Joe

0

20

40

60

80

100

120

140

160

1 4 7 10 13 16 19 22 25 28 31 34 37 40 43 46 49 52 55 58

Session

W
o
rd

s 
P

er
 M

in
u

te

Week 1 Week 2 Week 3 Week 4 Week 5



   

 

 

   

 

   

 

71    

Figure 2 

Initial Reading Rates for Tony 
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Figure 3 

Initial Correctly Read Words for Joe 
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Figure 4 

Initial Correctly Read Words for Tony 

 

The repeated reading data was also analyzed to determine if the increased reading 

rate and correctly read words were generalized to new text by comparing the initial 

reading rate and correctly read words from a new passage to the previous week’s reading.  
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cwr. The fourth week he decreased again to 70 wpm and 67 cwr. Finally the last week of 

the study he showed another decrease to 67 wpm and 63 cwr. This was a gradual 

decrease in reading rate and correctly read words from the second week of the study. 

Tony’s reading rate and correct words read decreased considerably from the first 

week, dropping from 55 wpm and 53 cwr in the first week to 40 wpm and 34 cwr in the 

second week. The third week Tony almost returned to his scores from the first week, with 

53 wpm and 52 cwr. The fourth week of the intervention Tony decreased again with 31 

wpm and 29 cwr. The last week of the intervention Tony began to show an increase again 

with 36 wpm and 35 cwr. Tony demonstrated a sporadic trend in initial reading rates and 

correctly read words. He surpassed his pretest mean of 44 wpm and 42 cwr on the first 

and third weeks of the study but fell below his pretest mean on the second, fourth and 

fifth weeks of the study. Figures 5 and 6 show the initial weekly reading rates and 

correctly read words for Joe and Tony, respectively.  

It should be noted that there were several scheduling factors during the study. 

After the pretest week, the students were out of school for one week for spring break. The 

second week of the intervention the students participated in state mandated testing for 

one week and the intervention was suspended for that week and resumed the next week. 

After the third week of the intervention the students were again out of school for one 

week for their second spring break. After the second spring break (week 4 of the 

intervention) both Tony and Joe showed a decrease in reading rates.  
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Figure 5  

Weekly Reading Rates and Correctly Read Words for Joe 
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Figure 6 

Weekly Reading Rates and Correctly Read Words for Tony 

 

The types of errors produced by Tony and Joe during the repeated reading 

intervention were also analyzed to determine if they produced repeated errors or new 

errors with each repeated reading. Additionally, the data was analyzed to determine if the 
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the errors were a result of either tactile perception errors or visual perception errors. 
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errors and a substantial 73% were new errors. However, only 27% of those errors 

affected the meaning of the sentence. Joe produced 12 errors during the third week, with 

25% of the errors being repeated errors and new errors decreasing to 42%. Fifty-eight 

percent of those errors produced a meaning change in the sentence. The fourth week Joe 

produced 24 errors. Thirty-eight percent of those errors were repeated errors with new 

errors rising again to 75%. Fifty percent of those errors affected the meaning of the 

sentence. Finally, in the fifth week Joe made 34 errors with repeated errors rising to 41% 

while new errors were at 79%. All 79% of those errors affected the meaning of the 

sentence. In summary, the mean repeated errors for the five week intervention was 37%; 

the mean for words read correctly previously was 60%; and the mean for meaning change 

was 58%. Visual perception errors did not appear to be a factor during the readings. None 

of the errors that were graphophonically similar could be attributed to visual perception 

errors. Table 12 provides a summary of the errors produced by Joe during the 

intervention. 
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Table 12 

Summary of Errors for Joe 

Intervention Error Analysis 

Joe 

Errors Repeated 

Word 

Read Graphic Visual Meaning  

 Error Previously Similarity Perception Change 

          Error   

Week 1 21 48% 29% 52% 0% 76% 

Week 2 15 33% 73% 53% 0% 27% 

Week 3 12 25% 42% 0% 0% 58% 

Week 4 24 38% 75% 50% 0% 50% 

Week 5 34 41% 79% 47% 0% 79% 

            

Mean 21.2 37% 60% 40% 0% 58% 

 

The first week Tony produced 18 errors over the 12 readings. Fifty-six percent of 

those errors were repeated errors while a substantial 78% of the errors were new errors. 

However, only 33% of the errors affected the meaning of the sentence. The second week 

Tony made 17 errors and also showed a decrease in both repeated errors and new errors 

with 29% and 41%, respectively. However, 71% of those errors produced a meaning 

change. During the third week Tony produced 11 errors. Tony decreased his repeated 

errors to 9%, but his new errors increased to 73%. Only 27% of those errors produced a 

meaning change, however. Tony made only 9 errors during the fourth week. Thirty-three 

percent of Tony’s errors were repeated errors; while 67% were new errors. Sixty-seven 

percent of those errors affected the meaning of the sentence. The last week of the 

intervention Tony produced 20 errors. Of those errors, 35% were repeated errors with 
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new errors rising to a substantial 95%. However, only 30% of those errors produced a 

meaning change. Braille perception errors did not appear to be a factor during the 

readings. On the first week, Tony had one error, three errors the second week, one error 

the third week, no errors the fourth week and one error for the last week. Table 13 

provides a summary of the errors produced by Tony during the intervention. 

Table 13 

Summary of Errors for Tony 

Intervention Error Analysis 

Tony 

Errors Repeated Word Read 

Tactile 

Perception Meaning  

    Error Previously Error Change 

Week 1 18 56% 78% 6% 33% 

Week 2 17 29% 41% 18% 71% 

Week 3 11 9% 73% 9% 27% 

Week 4 9 33% 67% 0% 67% 

Week 5 20 35% 95% 5% 30% 

           

Mean 15 32% 71% 7% 46% 

 

Summary 

 This chapter discussed the data collected to answer the research questions which 

guided this study. The four research questions examined the effect that repeated reading 

had on the reading outcomes of four middle school students with visual impairments, 

specifically, reading rate, correctly read words and comprehension. Data analysis 

included comparing the mean differences between the pretest and posttest scores for the 

two matched pairs. The types of errors produced during the repeated readings were also 
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analyzed to determine if the same errors were repeated, if new errors emerged, if errors 

were a result of visual or tactile perception errors and finally, what effect the errors had 

on the meaning of the passage. 

The mean difference in reading rates and correctly read words between Billy and 

Joe was 8 wpm and 4.5 cwr. Joe, who participated in the intervention, showed an increase 

in both reading rate and correctly read words compared to Billy. Billy demonstrated a 

small decrease in reading rate and correctly read words. There was no difference between 

the pair in comprehension scores. Both Joe and Billy showed an increase in 

comprehension. The mean difference in errors was 7.5. Both Joe and Billy showed a 

decrease in errors, but Billy had a greater decrease than Joe.  

The mean difference in reading rates and correctly read words between Tony and 

Patty was 2.75 wpm and 6.5 cwr. Tony, who participated in the intervention, showed a 

decrease in reading rate and correctly read words. Patty demonstrated a decrease in 

reading rate and correctly read words also. The mean difference in comprehension was 2. 

Tony demonstrated a decrease in comprehension while Patty showed an increase. The 

mean difference on the amount of errors was 18.58. Tony showed a considerable increase 

in errors while Patty showed a slight decrease in errors. 

The types of errors that Joe and Tony produced during the repeated reading 

intervention were also analyzed. Repeated errors for Joe ranged from 25% to 48% while 

Tony had a range of 9% to 56%. Both boys had a significant amount of new errors as 

they reread each passage, with Joe ranging from 29% to 79% and Tony ranging from 

41% to 95%. The effect that the errors had on the meaning of the passage varied 
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considerably for each boy also. Joe ranged from 27% to 79% in meaning changes and 

Tony ranged from 30% to 71%. Braille and visual perception errors did not appear to be a 

significant factor in the errors. Joe did not have any visual perception errors, while Tony 

only had six braille errors for the entire five week study. 

 In summary, the results indicated that the addition of the repeated reading process 

to the existing reading curriculum did not significantly effect the student’s reading 

outcomes when the mean differences in the pretest and posttest scores of the matched 

pairs were compared. Participation in the wide reading did not result in an increase in 

fluency but it did result in an increase in comprehension and a decrease in errors. In the 

matched pair of Joe and Billy, Joe showed an increase in reading rate, correctly read 

words and comprehension and a decrease in errors. Billy demonstrated a decrease in 

reading rate and words read correctly. However, his errors also decreased considerably. 

Billy also showed an increase in his comprehension. In the matched pair of Tony and 

Patty, Tony showed a decrease in reading rate, correctly read words and comprehension 

and an increase in errors. Patty showed a decrease in reading rate and correctly read 

words. However, she also showed a decrease in errors and an increase in comprehension. 
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CHAPTER 5 

DISCUSSION 

 

 Becoming a successful, effective and efficient reader is crucial to academic 

success in school. While comprehension is the goal of reading, fluency is one of the 

components that contribute to understanding a text. The cause of poor fluency varies, but 

many struggling readers spend a considerable amount of energy trying to decode 

individual words which may have an adverse effect on comprehension. Additionally, 

research has shown that students with visual impairments also have slower reading rates 

than their sighted peers. As students progress in school, reading demands increase, 

especially in the content areas, such as science and social studies. Poor fluency may 

adversely affect their ability to complete assignments within the time frame, to 

understand the material and ultimately influence their motivation to succeed in school.  

 Repeated reading, an instructional strategy based on the automatic word 

recognition theory, has been shown to improve fluency in both sighted students and 

students with visual impairments. However, this improvement may be attributed to the 

fact that the students are reading more. Typically, students who are classified as 

struggling readers do not read as much as more proficient readers. In school they are 

pulled for isolated skills instruction, decoding practice or worksheet completion. They 

spend very little time in actual reading. The purpose of this study was to determine if the 

addition of repeated reading would have an effect on reading outcomes when it was 

added to a reading curriculum where students spent most of their time engaged in reading 
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connected text. This study investigated the reading rates, the correctly read words and the 

comprehension of four middle school students with visual impairments. The data was 

evaluated by comparing the pretest and posttest mean differences in each matched pair. In 

addition, the data was analyzed to determine if fluency gains were transferred to new text. 

The results of the study showed that there was not a significant difference in the reading 

outcomes between the students who participated in the repeated reading and the students 

who continued to participate in the established reading curriculum. Additionally, the 

gains in fluency were not transferred to new text.  

 This chapter discusses the findings and implications of the study. It is divided into 

four sections: 1) conclusions; 2) educational implications; 3) limitations of the study; and 

4) implications for future research. 

Conclusions 

 The method of repeated reading has shown improvements in reading fluency in 

numerous research studies, including students with visual impairments. However, 

research comparing repeated reading and wide reading has shown that there was no 

difference in fluency gains between the two methods. Although the results of this study 

are mixed, the students in the matched pairs who participated in the repeated reading did 

not show a significant difference in reading achievement from the students who 

continued to participate in the existing reading curriculum in the researcher’s classroom.  

Reading Rate 

 There was not a significant difference in reading rates between either of the 

matched pairs. The mean difference between Joe and Billy was 8 wpm; while the mean 
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difference between Tony and Patty was 2.75. This was a very slight difference and it did 

not compare to other research which showed considerably higher gains in reading rates 

for students participating in repeated readings (Layton & Koenig, 1998; Pattillo, et al., 

2004).  

The findings from the present study confirm the results of previous studies that 

suggested repeated reading was not necessarily more effective in increasing fluency. Joe 

was the only student who showed any improvement in fluency, but his gain was minimal. 

There are several possible theories that explain the lack of difference between the two 

reading strategies. Several researchers had suggested that the addition of repeated reading 

was successful because the students with reading difficulties were actually involved in 

more reading when they began participating in the repeated reading (Homan, et al., 1993; 

Kuhn, 2005). However, in the present study, the amount of time in which the students 

were engaged in reading remained equivalent between the students in the pairs. The 

addition of repeated reading, therefore, did not increase the amount of reading in which 

the students were involved. Second, although Samuels (1979) suggested that his method 

could be used with all children, even those with disabilities, perhaps the combination of 

visual impairments and other disabilities had an impact on the effectiveness of the 

method. Students with learning disabilities require a great deal of repetition to learn new 

skills and they also require continual review of skills that have been learned (Mather & 

Jaffe, 2002; Raymond, 2000). Since Joe did make slight gains, perhaps the repeated 

reading method would be beneficial over a longer period of time. In contrast though, 

other studies demonstrated significant gains in a short period of time with students with 
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visual impairments (Layton & Koenig, 1998; Pattillo et al., 2004). Furthermore, the 

theory behind repeated reading suggests that word repetition promotes faster word 

processing or automaticity. In addition, this automaticity also makes word analysis skills 

more automatic which would improve word identification for both familiar and 

unfamiliar text. Rashotte and Torgesen (1985) found that children who participated in the 

repeated reading did not show improved word analysis skills when they encountered new 

text. They suggested that word analysis skills are weaker or may take longer to develop 

than whole word recognition.  

Another factor that affected Tony’s reading rate was his distractibility while 

reading. The other students in the study focused on reading the stories without any 

interruptions, however Tony continually wanted to stop and talk about something in the 

story. While this is an important skill to be able to make connections and generalize the 

information, it also affected his reading rate. For example, while reading a story about 

Africa, Tony started to talk about a park in Africa that had wild animals. The researcher 

encouraged him to continue reading and told him that we would discuss the story when 

we were finished.  

Although, the students in the two pairs that participated in the wide reading did 

not show an increase in reading rate the decrease was small. This would appear to 

contradict previous studies that compared wide reading and repeated reading. The results 

of those studies showed that both groups demonstrated an increase in reading rate 

(Homan, et al., 1993; Kuhn, 2005). As mentioned previously, perhaps students with 

additional disabilities may need more time to show growth in the area of fluency. 
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Another factor might be the difference in instructional methods used in the present study 

and those used in previous research. Kuhn (2005) implemented an instructional plan that 

provided the students in the non-repetitive reading group with considerable support 

throughout the reading activities, including echo reading or choral reading of each text. 

Homan et al. (1993) also used similar instructional procedures in their study. In the 

present study, the students did not participate in any type of choral or echo reading. 

Instead, the students were supported in their reading by working on decoding skills in the 

context of the story, making personal connections to the text, developing story maps and 

various other activities in which to build comprehension skills. The focus was not on 

fluency but on encouraging understanding and responding to the story. 

Correctly Read Words 

Additionally, there was not a significant difference in the correctly read words for 

either matched pair. Joe and Billy had a mean difference of 4.5 cwr; while Tony and 

Patty had a mean difference of 6.5 cwr. Joe showed an increase while Billy demonstrated 

a minimal decrease. Both Tony and Patty showed a decrease in correctly read words. The 

analysis of errors showed that both Joe and Billy demonstrated a decrease in the 

frequency of mean errors. Billy, however, showed a significant decrease in errors. In 

contrast, Tony showed a dramatic increase in errors while Patty showed a decrease. 

Again, the results are mixed and did not follow the pattern shown in previous research 

which demonstrated a decrease in errors using the repeated reading method (Chafouleas, 

et al., 2004; Reitsma, 1988; Sindelar, Monda & O’Shea, 1990). In the present study, three 

students showed a decrease in errors. The results indicated that both the repeated reading 
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and wide reading were effective in reducing the number of errors produced. Although the 

time allotted for reading remained the same for the pairs, Billy did read significantly 

more than Joe simply because Billy read at a faster rate. This extra exposure to print 

might also have been a factor in the larger decrease in errors.  

Only Tony showed an increase in errors after participating in the repeated 

reading. There were several factors that may have contributed to the decrease in correctly 

read words for Tony. First, and probably most critically, Tony had a very difficult time 

reading material that he was not interested in. He mentioned on several occasions that he 

didn’t think a story was going to be good or it was stupid or it was boring. When the text 

became difficult for him, he did not try to work through the unknown words. In addition, 

he did not use context cues to decode words because he wasn’t really interested in the 

story. In the classroom Tony was reading much more difficult books than the stories used 

in the posttest, but he was motivated to work through the text because he was interested 

in the stories. Secondly, three weeks into the study, Tony’s medication was changed. He 

was taken off the ADHD medicine and placed on a different medicine addressing mood 

disorders. This change in medication could have had a dramatic affect on his performance 

in school. Finally, the week of the posttest assessment also coincided with the last regular 

week of school. All of the students were excited to be out of school and combined with 

the change in medication, Tony was having a difficult time staying focused on academic 

tasks. Tony was showing improvement while participating in the repeated reading so it is 

possible to predict that he might have performed better on the posttest if the other factors 

were not present. As mentioned previously, Tony’s motivation was nonexistent and so he 
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did not even try to correct his errors which resulted in a significant increase in errors on 

the posttest.  

Further analysis of the errors from the pretest and posttest produced interesting 

results. Both Billy and Joe showed an improvement in self-correcting errors. Joe 

improved by 6% but Billy improved by 12%. However, Joe also showed an increase in 

the amount of errors that affected the meaning of the passage, while Billy showed a slight 

decrease. These results suggested that wide reading was more effective in allowing the 

student to independently work through a reading passage. During the repeated reading 

intervention, the students did not have to try to figure out a word because the researcher 

immediately gave the word to the student. The students may have begun to rely more on 

someone else to help them decode words instead of using strategies independently. In 

contrast, both Tony and Patty showed a decrease in self-corrected errors. While Patty 

showed a decrease in the number of words that she corrected, she also made considerably 

fewer errors which may distort the results. In addition, Patty showed a decrease in the 

amount of errors that affected the meaning of the passage. Both Joe and Tony 

demonstrated difficulty with decoding words which affected the meaning of the text. Joe 

attempted to decode some words, but others he just skipped over and did not attempt to 

go back and figure out the word. Tony, as mentioned previously, made minimal effort at 

correcting errors due to a lack of motivation.  

In addition, braille errors emerged as more of a factor on the pretest and posttests 

then in the repeated readings. Patty made four braille errors on the pretest and seven on 

the posttest. Tony produced 21 braille errors on the pretest and 20 on the posttest. In 
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contrast, visual perception errors did not appear to be a significant factor for either Joe or 

Billy. Joe produced three visual perception errors on the pretest and five on the posttest 

while Billy only had two visual perception errors on both the pretest and posttest. 

Many of Tony’s errors were a result of tactile perception errors. For example, 

Tony repeatedly confused the braille contraction the for there, missing a dot. In another 

instance, Tony was attempting to read the word zebra. He read the word as azbra. In 

braille, z by itself represents the word as; if it is written with other letters it is just the 

letter z. Tony commented, “What in the world is an azbra?” Tony had confused the 

braille rule, but in his mind he thought he was reading the word correctly. Finally, Tony 

tried to read the braille contraction because as cannot. In braille, there is a one dot 

difference between the two words. He repeated the sentence several times trying to make 

sense of it, and even commented that it didn’t make sense. He finally gave up. By 

missing one dot, Tony was not able to read the word or make sense of the sentence. Tony 

also demonstrated difficulty with decoding words, but he was able to use the context of 

the story to decode several words. For example, in one of the stories on the posttest, Tony 

was having difficulty reading the word berries even though he had already read the word 

strawberries. After the third attempt to decode the word, he finally realized what the 

word was. In another story, Tony struggled with the word Korea throughout the story. 

However, when he was telling the researcher about the story, he realized what the word 

was. This shows the importance of allowing the student to use other strategies rather than 

providing the word for the student. 
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Additionally, the types of errors produced by Billy did not affect the meaning of 

the passage. In fact, the errors he produced made the story sound more like authentic 

language. The sentence made sense to him so he did not feel it was necessary to make 

any corrections. For example, in the passage from the posttest, the text read: When we got 

home, Mom had jars and sugar set aside to make the jam. Billy read the text: Then we got 

home. Mom had a jar and sugar set aside to make jam. While there were four errors 

counted for this sentence, they did not necessarily affect the meaning of the sentence. 

These findings were supported by the research conducted by Martens (1997). She found 

that although the student in her study continued to make a wide range of miscues, the 

student was still concentrating on making sense of the text and the miscues did not affect 

his comprehension. Additionally, Billy consistently made errors leaving off the endings 

of words. For example, he would read the word helping as help. This is very typical 

language produced by students with hearing impairments both in speaking and writing. In 

another story, Billy correctly read the word grandma, but half way through the story he 

changed it to grandpa. He also did the same thing on another story, changing 

grandmother to grandpa. The researcher knew that Billy had a very special relationship 

with his grandfather which might explain why he changed grandma to grandpa in both of 

the stories. This showed that Billy was thinking about and making connections with the 

text rather than just focusing on reading accurately. 

Patty also produced fewer errors on the posttest, but similarly to Billy, many of 

Patty’s errors did not affect the meaning of the text and so she did not feel the need to 

correct them. For example, the text read: My three brothers, two sisters and Grandma all 
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live in our house. Patty read the text as: My three brothers, two sisters and a Grandma all 

live in our house. The insertion of a did not alter the meaning of the text. However, as 

mentioned previously, Patty did not attempt to correct the braille errors she produced. For 

example, she read the text: You can bet it gets pretty busy at our house. as You can let it 

gets pretty busy at our house. Patty confused the braille letter b for l, missing one dot. 

Even though the sentence did not make sense, she did not attempt to correct it. 

An analysis of the errors produced by Joe and Tony during the intervention is also 

interesting. As mentioned previously, in the repeated reading method, the students were 

given help with the unknown words both during the reading and after they finished 

reading. The researcher either gave the word to the student during the reading or read the 

sentence correctly after he was done reading. The researcher did not offer strategies to 

decode the words during the sessions. Joe continued to make the same errors consistently 

across the same passage. He had an average for the five week intervention of 37% 

repeated errors. For example, in the passage for the first week, the text was: The sun is 

not the biggest star, though. Joe was not able to read the word though independently until 

the eleventh reading. Joe substituted the word too for though on the first reading. On the 

second and third reading he offered a non-word thew. He was absent for the fifth, sixth 

and seventh readings. For the eighth reading he substituted the word there for though. 

The ninth reading he read another non-word thew. On the tenth reading he didn’t even try 

to come up with the word. By the eleventh and twelfth reading, he was finally able to 

read the word correctly. Even though he was given the correct word during and after each 

reading, it did not improve his ability to read it on his own. Interestingly, Joe was not able 
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to read the word though when he encountered it on the posttest. Also, in the same passage 

he experienced the same difficulty with the word huge. He read it as hug twice and as 

closest one time. Absences also seemed to play a factor in Joe’s ability to retain unknown 

words. He had read the word actually correctly for two readings, but he was unable to 

recall the word when he had been absent for a day. By just giving Joe the word, he was 

not always able to retain the word on his own. Providing strategies for decoding would 

have given Joe a skill to use when he encountered new words. Also, when he encountered 

words in new text he would be able to rely on decoding strategies rather than having 

someone else give him the word. Although, Samuels (1979) stressed speed over accuracy 

to increase reading rate, the student must also be able to independently apply strategies to 

decode words without relying on others. If he can read fast, but still isn’t able to decode 

most of the words, this will not help him in future readings. 

Tony had slightly fewer repeated errors, with an average across the five week 

intervention of 32%. Tony also showed a decrease in repeated errors over the course of 

the study. In contrast to Joe, the errors that Tony produced were an attempt to make 

meaning of the text. For example, in the passage read during the first week one of the 

sentences was: Many stars are actually bigger and brighter. Tony made repeated errors 

on this sentence because he thought it was going to read: Many stars are actually bigger 

and brighter than the sun. In addition he added words that would make sense in the 

sentence but were still considered repeated errors. For example, the text read: That’s 

because the sun is a star just like the millions of stars in the sky. Tony consistently read 

the sentence as: That’s because the sun is a star just like the millions of other stars in the 
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sky. Although this was counted as an error, it did not affect the meaning of the sentence. 

As Tony became more familiar with a story, the amount of new errors increased. 

However, the errors did not affect the meaning of the passage; instead Tony was using 

words that sounded more like language. For example, in one story, Tony repeatedly 

replaced was at with went to. In another section of the story, he replaced below with 

under and watched with saw. While these were counted as errors, none of the errors 

changed the meaning of the sentence. Tony was obviously improving his understanding 

of the story and as a result using words that made sense in the story and to him, even 

though he was not reading accurately from the text. This also corresponds to the results of 

Martens (1997), indicating that word accuracy was not necessarily an indicator of 

comprehension. A complete listing of the errors produced by Joe and Tony during the 

repeated reading intervention is provided in Appendices E and F, respectively. 

Comprehension 

The results of the study showed no difference between the mean comprehension 

scores for either matched pair. Both Joe and Billy demonstrated an increase. Tony’s 

scores decreased significantly; however, Patty increased her score. These results coincide 

with previous studies which demonstrated the effectiveness of wide reading for 

increasing comprehension (Allington, 1983; Cunningham & Stanovich, 2001; Hedrick & 

Cunningham, 2002; Homan, et al., 1993; Kuhn, 2005; Taylor, et al., 1990). The repeated 

reading method does not focus directly on developing strategies to improve 

comprehension but suggests that as the student spends less energy on decoding he/she 

will be able to allot more mental energy on understanding the text. However, research on 
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wide reading has also demonstrated improved comprehension. The gains in 

comprehension could be attributed to the effect of the wide reading done in the 

classroom. This result corroborated the research on wide reading that found that students 

who participated in wide reading showed improved comprehension. 

In addition, on the posttest Tony was not able to or did not want to provide many 

of the details of the story which affected his scores. However, it was obvious he had 

understood the story because he was able to generalize beyond the text. For example, 

after reading a story about dragons, Tony talked about the different kinds of dragons that 

were in the Harry Potter books and he told the researcher about the models of dragons he 

had at home.  

Generalization 

Another critical factor in this study was determining if the gains in fluency seen 

within each session of the repeated reading would translate to new text. Both Joe and 

Tony demonstrated an improvement in fluency while participating in the repeated reading 

sessions. Both Joe and Tony increased their reading rates and correctly read words in 

daily practice of the same passage. Additionally, they maintained the improvements for 

the initial reading of each day during the week. While Joe and Tony both showed 

improved fluency on repeated practice with the same passage, neither transferred this 

improvement to new text introduced each week. In fact, Joe showed a gradual decrease in 

initial reading rates from the second week to the last week of the study. Tony’s initial 

reading rates were more sporadic. This finding supports the research conducted by Carver 

and Hoffman (1981) and Rashotte and Torgesen (1985). Carver and Hoffman found that 
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the students in their study did increase their reading rates within each session of the 

repeated reading but this gain did not transfer when the students read unfamiliar text. 

Rashotte and Torgesen found that increased fluency is affected by the amount of practice 

with specific words. They also found that the greatest gains in fluency occurred when the 

material had a high degree of word overlap across passages. Additionally, the study 

conducted by Layton and Koenig (1997) demonstrated similar results regarding 

generalization. While the students in their study showed a very gradual increase in 

reading rate during the study, four of the students did not surpass their baseline reading 

rates until the fourth phase of the study.  

Summary 

 The results of this study are mixed; however, it can be concluded that the 

students’ reading achievement did not differ significantly between wide reading and 

repeated reading. The repeated reading method appeared to provide better results to 

increase fluency, while wide reading was more beneficial for improving comprehension 

and reducing errors. Allington (1983) discussed in his research that children who were 

demonstrating delays in reading often did not participate in actual reading. Instead, they 

were pulled for isolated skills instruction. In addition, the students were reluctant to read 

because they were struggling and it was frustrating to read. The fact that the children in 

the researcher’s classroom had already been involved in reading a wide range of books 

over the course of the year may have had an impact on the results of this study. The 

addition of the repeated reading did not have a significant effect because adding the 

repeated reading did not increase their fluency above what the wide reading had already 
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been achieving. Also, the addition of the repeated reading did not increase the amount of 

reading in which the students were engaged. 

 It is important to look at the total reading curriculum in the classroom. Focusing 

on one aspect of reading will not benefit the students, especially students who are having 

difficulty. Phonics instruction should not supplant the time for actual reading. Fluency 

practice should not take away from the joy of reading. Motivation is such a critical aspect 

in keeping struggling readers involved in reading. For many students, just helping them 

over the hurdle of actually sitting down and reading, is the first step for them to begin to 

enjoy reading without it being a chore. For those students, a wide reading approach 

would be much more beneficial than a structured repeated reading method. In the 

beginning of the year, it was almost impossible for Tony to sit down and read for more 

than five minutes. When he realized that he would have the option of selecting his own 

books his cooperation improved considerably as did his motivation to read. On the other 

hand, students like Joe would be motivated to participate in the repeated reading method. 

In conclusion, incorporating a balance of literacy instruction into the daily curriculum 

seems to be the best approach to achieve reading success with students.  

Educational Implications 

Actual classroom conditions play a key role in the type of reading instruction that 

is implemented. The repeated reading process is a time consuming activity. Although the 

students in this study were only timed for one minute for three readings, it would seem 

that this would only take about five minutes out of the day. In fact, it took approximately 

10 to 15 minutes with each student. This was time that interfered with other reading 
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instruction. Studies have investigated ways to implement repeated readings without 

consuming the teacher’s valuable time. Fuchs et al. (2001) and Moskal (2006) 

investigated alternatives to implementing the repeated readings. Fuchs et al. used the 

PALS approach (Peer-Assisted Learning Strategies). There were two sets of participants 

in this study: second grade students and high school students. Students in the study were 

matched with a same age peer and the teacher demonstrated the repeated reading 

procedures to the students. Although, the results regarding fluency were marginal, the 

time the teacher was involved in implementing the strategy was considerably lower than 

in the other method. Another possible alternative is to have the student manage the 

process independently. Moskal conducted a study to investigate the effectiveness of this 

strategy with second grade students. Moskal found that seven of the eight students 

showed improvements in reading rate and the students were able to manage the procedure 

independently. An unexpected benefit from this study was the increase in self-efficacy 

and confidence of the students who participated in the program. 

Although the researcher did not specifically plan to examine the students’ 

attitudes toward the repeated reading process and their change in reading rates, it became 

obvious that this was a major factor during the study. Even though the students were 

never told what their reading rates were during the intervention, they both noticed that 

their fluency was improving with each reading of the passage. Both Joe and Tony made 

comments regarding how fast they read a passage or that they were really getting better at 

reading. However, about midway through the study, after finishing his third reading of 

the day, Tony mentioned that he wished he could read that fast when he read other books. 
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I believe that statement sums up the repeated reading method. Even though both boys 

were making and noticing improvements in their repeated readings, they were not seeing 

the same improvements when they were doing their general reading in the classroom. 

However, as in all educational research, individual student differences make a huge 

impact. Even though Joe did not see an impressive improvement in his general reading, 

he was still very motivated to continue with the repeated readings. The last week of the 

study, he asked the researcher if we could do the repeated readings again next year. On 

the other hand, when Tony heard Joe say this, he immediately responded, “Do I have to?” 

Motivating struggling readers is a constant challenge in the classroom. For many 

children, repeatedly reading the same passage, just to improve fluency, may not be the 

most effective method to provide practice for those students who need it the most. There 

are several alternatives to the repeated reading method that might be more motivating for 

those students. Reader’s Theater, Author’s Chair, buddy reading, song lyrics and poetry 

readings have been used to provide practice with an authentic purpose (Hudson, Lane 

Pullen, 2005; Rasinski, 2000; Sample, 2005). Griffith and Rasinski (2004) conducted a 

three year study investigating the different methods to increase fluency. Griffith, the 

teacher researcher, implemented Reader’s Theater during the first year with her fourth 

grade students and found that her students increased their reading rates an average of 

seven wpm. The second year she added timed readings to her curriculum and the students 

showed a 48 wpm increase. Finally, the last year of the study, she added paired reading 

during the student’s self-selected reading time. While Griffith and Rasinski did not see as 

dramatic gains using the paired reading, the increased reading rate trend continued to rise. 
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Griffith and Rasinski found that the combination of a variety of methods to increase 

fluency was beneficial. They also found that the students did not lose interest in 

participating in Reader’s Theater in the classroom. 

In the current study, the researcher deliberately did not tell the students their 

reading rates during the intervention in order to isolate the effect of the repeated readings. 

However, several studies have shown improvements in fluency when the students have 

been more involved in setting goals and charting their progress (Layton & Koenig, 1998; 

Pattillo, et al., 2004; Scott & Shearer-Lingo, 2002). Other studies have also used 

contingent rewards to help motivate the students (Daly et al., 1999; Noell et al., 1998). 

Perhaps, the addition of these components would result in greater motivation for some 

students. 

Summary 

 The reality of the classroom environment has a dramatic impact on the instruction 

that is provided to students. Teachers have a vast range of responsibilities and pressures 

on their time. The researcher found that the repeated reading process involved more time 

than would be expected which in turn affected the amount of time that was available for 

the other students. In addition, the motivation of the individual student to participate in 

the repeated reading process varied considerably. For some students the improvements in 

fluency that occur may be enough intrinsic motivation. However, other students may 

need to be more involved in the process by setting goals and charting progress. More 

importantly, there are other alternatives that could be used in place of the original 

repeated reading method that would provide students with practice in reading for an 
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authentic purpose, such as Reader’s Theater, Author’s Chair, buddy reading, and poetry 

reading. The key to an effective reading curriculum is to provide a balance of literacy 

instruction and to consider motivational factors of individual students. Given the results 

of this study, repeated reading and wide reading are both effective instructional strategies 

and could be incorporated into a literacy curriculum.  

Limitations 

 There were several limitations to this study that might have influenced the results 

and the possible implications. 

 First, the small sample size of this study was a critical factor. Because this study 

was teacher research, the initial population consisted of only 10 students in the middle 

school. Every effort was given by the researcher to recruit students for the study within 

the limitations of ethical research. However, the poor response rate from the parents 

significantly affected the size of the final sample used in this study. 

 Additionally, the length of the study may have influenced the results. The study 

was conducted from March 2007 through May 2007, with two weeks assigned to pre- and 

posttests and five weeks designated for the intervention. Although this length of time was 

typical of several other studies investigating repeated reading, the results may have been 

more significant if the intervention had been extended. Additionally, the study was 

conducted at the end of the school year which did not allow for information regarding 

maintenance to be collected.  

  All of the students in the study had additional disabilities, including attention 

deficit hyperactivity disorder, learning disabilities, speech and language impairment and 
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hearing impairment. While the presence of additional disabilities may have influenced the 

outcome, it represents the population because the incidence of students with visual 

impairments and additional disabilities is almost 70% (Bishop, 2000; Chen, 1999). 

Therefore, the study would be applicable for the majority of students with visual 

impairments and additional disabilities.  

Educational research is rife with extraneous factors that are impossible to control. 

The medication change which occurred in the third week of the study may have played a 

significant factor in Tony’s response to the intervention. Also, Joe had a significant 

amount of absences during the study. He was absent at least one day every week except 

for the fourth week during the intervention.  

Additionally, the school schedule may have affected the outcome of the study. 

ASDB has a modified school calendar with several week long breaks throughout the 

school year. During the study, there were two week long breaks. The first break was after 

the pretest week and the second break was after the third week of the intervention. 

Additionally, the second week of the intervention the students were required to take the 

state mandated tests which also interfered with the study. While all of these scheduling 

factors may have influenced the study, it is also a constant factor in educational research. 

Finally, documentation of the treatment integrity was another factor which may 

have affected the external validity of this research. Treatment integrity refers to the extent 

to which an intervention is implemented as originally designed and it also reflects the 

accuracy and consistency with which the treatment is implemented (Lane, et al., 2004). 

The factors that may have affected the internal validity of this study have already been 
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mentioned, including absences, medication changes and schedules. Although the 

researcher implemented the repeated reading intervention accurately and consistently, 

data was not collected to verify this fact. For future research, data documenting the 

implementation of the treatment would strengthen the external validity of the study.  

Implications for Future Research 

 This study was the first research to examine the effect of repeated reading and 

wide reading with middle school students with visual impairments in a classroom 

environment. Further research needs to be conducted in this area. 

 Due to the low incidence of visual impairments, it is critical to replicate research 

in the field of visual impairments. This study included a small sample size, but if 

additional research with middle school students with visual impairments is conducted in 

this area, the results will help to either corroborate or contradict these findings.  

 Additionally, this study included a five week intervention period. While this was 

typical of the majority of research conducted investigating repeated reading, it would be 

beneficial to conduct a study over the course of a school year. The combination of visual 

impairments and additional disabilities, especially learning disabilities, may have had a 

significant effect on the results of this study. Students with learning disabilities typically 

require a longer period of time to acquire skills. They also require more repetition of 

skills that have been learned. Studies that extend over the length of the school year may 

show more valid results with students with additional disabilities. In addition, a study 

conducted over the course of the school year would allow for data to be collected 

regarding generalization and maintenance of fluency. 
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 Given the individual differences involved in educational research, future studies 

should investigate possible alternatives to the repeated reading method which may be 

more motivating for some students, including Reader’s Theater, Author’s Chair and 

poetry reading. 

 This study did not specifically investigate the students’ attitudes toward the 

repeated reading method, but it became apparent that this had a crucial impact on the 

students’ motivation. It would be beneficial to add a qualitative component in order to 

investigate students’ attitudes towards the repeated reading method and how it might 

affect their attitude toward reading in general. 

 While it is generally accepted that the reading material used in repeated reading 

should be at the student’s instructional level, other studies that have investigated repeated 

reading have used easy reading material with the intent of providing the students with an 

opportunity to develop confidence in reading (Layton & Koenig, 1998). In this study, the 

students read from instructional level material which may have been too challenging. 

Future studies could investigate the effect that easier reading materials might have on 

fluency and motivation. 

 The demands on a teacher’s time are extensive during a typical day in the 

classroom. The repeated reading method requires a substantial amount of one to one 

attention with the students involved. Previous studies have investigated alternatives that 

would not require as much of the teacher’s time. The use of audiotaped materials, optical 

character recognition devices and student self-managed techniques have been shown to 
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be successful methods (Moskal, 2006; Pattillo, et al., 2004; Sample, 2005). Replications 

of these studies would help to corroborate their findings. 

Finally, it is crucial for teachers of students with visual impairments to be 

encouraged to conduct classroom research. There is a paucity of teacher research in the 

field of visual impairments, especially research that includes an intervention treatment. 

Considering the status of educational legislation, it is critical for studies to provide 

scientific based research results demonstrating effective educational strategies with 

students with visual impairments. 

Conclusion 

 This study investigated the effect of repeated reading on the reading rates, 

correctly read words and comprehension of four middle school students with visual 

impairments. Although the results of the study were mixed, it was concluded that there 

was not a significant difference on the students’ reading achievement between repeated 

reading and wide reading. Improving fluency is a crucial component of a reading 

curriculum for students who are demonstrating reading delays, especially students with 

visual impairments. As students with visual impairments progress through school, the gap 

in reading performance continues to widen from their sighted peers. While this study did 

not show a significant difference between the two methods, it appeared that the repeated 

reading method was more effective at increasing fluency while wide reading was more 

beneficial to improve comprehension and reduce errors. The individual preferences of 

each student must be addressed however, in order to provide instruction that is motivating 

for the student. Possible alternatives to repeated reading should also be considered as a 
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means to improve fluency with an authentic purpose. Furthermore, it is important to 

realize that fluency is only one part of reading success. It is crucial to provide students 

with a balanced literacy curriculum which provides students with ample opportunities 

and time to participate in reading.  
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APPENDIX A 

COVER LETTER 

_____, 2007 

 

 

Dear ___________, 

 

In addition to being the language arts teacher in the School for the Blind middle school, I 

am also completing my doctorate degree at the University of Arizona, Department of 

Special Education, Rehabilitation and School Psychology.  As part of my dissertation, I 

am conducting a research project in order to examine the effects of repeated reading, an 

instructional strategy used to increase the reading rates of students. 

 

The purpose of this project is to see if a teaching method called repeated reading has an 

effect on the reading rate, the number of words that are read correctly and the 

comprehension of middle school students with visual impairments. Some children with 

visual impairments read at a slower rate or speed than children without visual 

impairments. Repeated reading has been used with children without visual impairments 

to help improve their reading rate. This study will help to find out if it is also a useful 

method for children with visual impairments. 

 

I am inviting _____ to voluntarily participate in this research project.  The project will 

consist of an instructional session lasting ½ hour, Monday through Thursday for eight 

weeks.  The project will start on March 12, 2007 and end on May 24, 2007.  The sessions 

will be conducted in my classroom (room 119) in the middle school building on the 

campus of ASDB. 

 

All information collected through this research project will be kept strictly confidential.  

There are no evident risks to _____ by his participation in this study. 

 

If you are interested in participating in this research project, please complete the 

information below and return it in the envelope provided.   

 

Thank you for your time and interest in furthering research in the field of Special 

Education. 

 

 

Sincerely, 

 

 

Lisa Serino, Ph.D. Candidate 
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APPENDIX B 

 

INFORMED CONSENT FORM 

 

The Effect of Repeated Reading with Middle School Students with Visual Impairments 

 

You are being asked to read the following material to ensure that you are informed 

of the nature of this research study and of how your child will participate in it, if 

you consent for him/her to do so. Signing this form will indicate that you have been 

so informed and that you give your consent. Federal regulations required written 

informed consent prior to participation in this research study so that you can know 

the nature and risks of your child’s participation and can allow him/her to 

participate or not participate in a free and informed manner. 

 

Introduction 

 

Your child is being invited to take part in a research study. The information in this form 

is provided to help you decide whether or not to take part. Study personnel will be 

available to answer your questions and provide additional information. If you decide to 

allow your child to take part in the study, you will be asked to sign this consent form. A 

copy of this form will be given to you. 

 

What is the purpose of this research study? 

 

The purpose of this project is to see if a teaching method called “repeated reading” has an 

effect on the reading rate, the number of words that are read correctly and the 

comprehension of middle school students with visual impairments. Some children with 

visual impairments read at a slower rate or speed than children without visual 

impairments. Repeated reading has been used with children without visual impairments 

to help improve their reading rate. This study will help to find out if it is also a useful 

method for children with visual impairments. 

 

Why is your child being asked to participate? 

 

Your child is being invited because he/she has a visual impairment, is between the ages 

of 12 and 16, is reading at or above the third grade level, and reads either print or braille. 

 

How many people will be asked to participate in this study? 

 

Approximately 6 to 10 students will be asked to participate in this study. 

 

What will happen during this study? 
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If your child participates in this research, the first part of the study will include a pre-test, 

a test done at the beginning of a study. Your child will be asked to read a short story of 

about 50-250 words. I will record your child’s reading rate and how many words he/she 

read correctly. I will also ask him/her questions so I can test his/her comprehension or 

understanding of the story. After that, your child will randomly be assigned to the 

repeated reading group or a control group. Random assignment means like flipping a 

coin. The control group means that your child will continue to participate in his/her 

regular reading class without any changes. If your child is assigned to the repeated 

reading group, he/she will also participate in his/her regular reading class but he/she will 

also do the repeated reading, which involves reading the same passage several times 

during a class period. At the end of the project, a post-test will be done which will be the 

same as the tests done at the beginning of the study. 

 

How long will your child be in this study? 

 

About ½ hour each day, Monday through Thursday during the regular school day. The 

project will last for 8 weeks.  

 

Are there any risks to my child? 

 

There are no evident risks for your child. 

 

Are there any benefits for my child? 

 

Your child may improve his/her skills in reading, which may include reading rate 

(speed), number of words read correctly and comprehension (understanding). He/she may 

also show an improvement in reading in other subject areas, such as science and social 

studies.  

 

Will there be any costs to me or my child? 

 

Aside from your child’s time, there are no costs for taking part in this study. 

 

Will my child be paid to participate in this study? 

 

No. 

 

Will video or audio recordings be made of my child during the study? 

 

Yes, we will make an audio recording during the study so that we can make sure the 

information that is collected is correct, but only if you check the box below. 
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I give my permission for audio recordings to be made of my child during his/her 

participation in this research study. 

 

Will the information that is obtained from my child be kept confidential? 

 

The only persons who will know that you participated in this study will be the research 

team members:  

 Principal Investigator:   Lisa Serino 

 Research Assistant:   Deborah Rooks 

 University of Arizona Advisor: Dr. Jane Erin 

 

Your child’s records will be confidential. Your child will not be identified in any reports 

or publications resulting from the study. It is possible that representatives of the Federal 

Government or some other group (Human Subjects Protection Program) that supports the 

research study will want to come to the University of Arizona to review your child’s 

information. If that occurs, a copy of the information may be provided to them but your 

child’s name will be removed before the information is released. 

Your child’s educational records will be reviewed so we can better understand his/her 

visual impairment, other disabilities he/she might have and his/her educational history. 

 

May I change my mind about my child participating? 

 

Your child’s participation in this study is voluntary. You may decide not to begin or to 

withdraw from the study at any time. Your refusing to participate will have no effect on 

your child’s education. You can discontinue your participation with no effect on your 

child’s education. Also any new information discovered about the research will be 

provided to you. This information could affect your willingness to continue participation. 

 

Whom can I contact for additional information? 

 

You can obtain further information about the research or voice concerns or complaints 

about the research by calling the Principal Investigator, Lisa Serino, Ph.D. Candidate, at 

520-770-3846. If you have questions concerning your rights as a research participant, 

have general questions, concerns or complaints or would like to give input about the 

research and can’t reach the research team, or want to talk to someone other than the 

research team, you may call the University of Arizona Human Subjects Protection 

Program office at 520-626-6721. (If out of state, use the toll-free number 1-866-278-

1455.) If you would like to contact the Human Subjects Protection Program by email, 

please use the following email address: 

http://www.irb.arizona.edu/suggestions.php. 
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By signing this form, I affirm that I have read the information contained in the form, that 

the study has been explained to me, that my questions have been answered and that I 

agree to allow my child to take part in this study. I do not give up any of my legal rights 

by signing this form. 

 

AUTHORIZATION 

Before giving my consent by signing this form, the methods, inconveniences, risks, 

and benefits have been explained to me and my questions have been answered. I 

may ask questions at any time and I am free to withdraw my child from the project 

at any time without causing bad feelings. My child’s participation in this project 

may be ended by the investigator for reasons that would be explained. New 

information developed during the course of this study which may affect either my 

willingness or that of my child to continue in this research project will be given to 

me as it becomes available. This consent form will be filed in an area designated by 

the Human Subjects Committee with access restricted by the principal investigator, 

Lisa Serino, Ph.D. Candidate, or authorized representative of the Special Education, 

Rehabilitation, and School Psychology Department. I do not give up any of my or 

my child’s legal rights by signing this form. A copy of this signed consent form will 

be given to me.  

 

 

___________________________________ 

Subject’s Name (printed) 

 

___________________________________  _____________________________ 

Parent/Legal Guardian’s Signature  Date 

 

 

INVESTIGATOR'S AFFIDAVIT: 

Either I have or my agent has carefully explained to the parent/legal guardian of the 

subject the nature of the above project. I hereby certify that to the best of my knowledge 

the person who signed this consent form was informed of the nature, demands, benefits, 

and risks involved in his/her child’s participation.  

 

  

 

___________________________________  _____________________________ 

Signature of Presenter    Date 

 

___________________________________  _____________________________ 

Signature of Investigator    Date 

 

 



   

 

 

   

 

   

 

111    

APPENDIX C 

MINOR’S ASSENT FORM 

 

Title of Project: The Effect of Repeated Reading with Middle School Students with 

Visual Impairments 

Your mother or father has told me that it is okay for you to be a part of my project. I am 

trying to find out if reading part of a story more than once helps you to read faster. 

Reading a part of the story more than once is called re-reading. You will either be with a 

group of kids who will be re-reading some stories or you will just keep reading like you 

have been doing in my class. If you are part of the re-reading group, you will read like we 

always do for the first part of class, but then you will re-read a short section of a story 

about 3 or 4 times. We will do this Monday through Thursday. My project will last from 

March until the end of May. You do not have to be part of the research study and you can 

stop at any time.  My attitude toward you will not be affected if you decide that you do 

not want to be part of the research or if you decide to stop. Your grades will not be 

affected, either. Do you have any questions? Do you want to be part of the project? 

______________________________________ 

Child’s Name   

______________________________________  _____________________ 

Child’s Signature      Date   

______________________________________  _____________________ 

Presenter’s Signature     Date 
 

______________________________________  _____________________ 

Investigator’s Signature     Date    
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APPENDIX D 

PROCEDURE CHECKLIST 

 

MATERIALS 

___ DIBELS passages 

___ Tape recorder 

___ Student notebook with recording forms and DIBELS passages 

___ Stopwatch 

 

“Today you will read a story out loud. I will time you for one minute. When I say ‘go’, 

begin reading. When I say ‘stop’, stop reading. You will read the story three times. I will 

help you with any words that you do not know.” 

 

FIRST READING 

___ Record student’s name and date on DIBELS reading passage recording form. 

___ Present student with DIBELS passage. 

___ Say “go” and start stopwatch when student reads the first word. 

___ Mark errors on recording form (substitution, omission, insertion, word read by  

examiner after five seconds).  

___ Time student for one minute. Say “stop” at one minute. 

___ Mark the transcript with a bracket where student stopped reading at one minute. 

___ Review and correct errors. 

___ Record total words read, errors and correct words read on recording form. 

 

SECOND READING 

___ Record student’s name and date on DIBELS reading passage recording form. 

___ Present student with DIBELS passage. 

___ Say “go” and start stopwatch when student reads the first word. 

___ Mark errors on recording form (substitution, omission, insertion, word read by  

examiner after five seconds).  

___ Time student for one minute. Say “stop” at one minute.  

___ Mark the transcript with a bracket where student stopped reading at one minute. 

___ Review and correct errors. 

___ Record total words read, errors and correct words read on recording form. 

 

THIRD READING 

___ Record student’s name and date on DIBELS reading passage recording form. 

___ Present student with DIBELS passage. 

___ Say “go” and start stopwatch when student reads the first word. 

___ Mark errors on recording form (substitution, omission, insertion, word read by  

examiner after five seconds).  

___ Time student for one minute. Say “stop” at one minute.  
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___ Mark the transcript with a bracket where student stopped reading at one minute. 

___ Review and correct errors. 

___ Record total words read, errors and correct words read on recording form. 
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APPENDIX E 

INTERVENTION ERROR ANALYSIS FOR JOE 

Intervention Error Analysis  

Joe 

Week 1 

Reading Text Reader 

1 actually   

Earths other 

  though too 

2 though thew 

  other Earth 

3 though thew 

  though thew 

  huge hug 

  gases gas 

  temperature   

4 Absent   

5 Absent   

6 Absent   

7 actually   

though there 

million millions 

  huge hug 

8 though threw 

9 though thew 

though   

closer to 

the 

closest 

  huge closest 

11   the 

12   the 
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Intervention Error Analysis  

Joe 

Week 2 

Reading Text Reader 

1 I am I'm 

the  a 

  science   

2 me. me and 

the  a 

  stop. stop 

3 afternoon afternoons 

4     

5     

6 I am I'm 

7 Absent   

8 Absent   

9 Absent   

10     

11 the  a 

  homework. homework 

12 I am I'm 

the  a 

walks works 

afternoon afternoons 

    and 
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Intervention Error Analysis  

Joe 

Week 3 

Reading Text Reader 

1 constellations   

  the to 

2 constellations   

  home 

  satellite   

3   home 

4   the 

  tiny   

5 blinking   

6 any   

7     

8     

9 from to 

10     

11     

12 any   
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Intervention Error Analysis  

Joe 

Week 4 

Reading Text Reader 

1 Southeast South 

forests forestes 

tow too 

  handlers   

2   the 

damaging   

  fields   

3   to  

in on the 

  help helps 

4 India   

trained   

  handlers   

5 forests forestes 

forests forestes 

  help helps 

6 forests forestes 

forests forestes 

they the 

  and or 

7 caught   

8 forests forestes 

9 forests forestes 

  and or 

10 Absent   

11 Absent   

12 Absent   
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Intervention Error Analysis  

Joe 

Week 5 

Reading Text Reader 

1 go to go see the 

lions   

dive. 

In dive in 

  visitors   

2 

dive. 

In dive in 

  trainer   

3 lion    

the   

  shows shouz 

4 

dive. 

In dive in 

partly pretty 

  their the 

5 partly pratly 

the   

  their the 

6   the 

under  in 

  I   

7 

dive. 

In dive in 

partly   

  the   

8   sea 

9     

10 are   

dive. 

In dive in 

  their the 

11 water waters 

their the   

lions lion 
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water. water so 

and   

at in 

12 lions lion 

and   

  at their in the 
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APPENDIX F 

INTERVENTION ERROR ANALYSIS FOR TONY 

Intervention Error Analysis  

Tony 

Week 1 

Reading Text Reader 

1 actually action 

  though there 

2   other 

3 actually   

  brighter   

4 actually   

  brighter. brighter than 

5   other 

  brighter. brighter   

6   other 

7 brighter. brighter 

8   that 

any all 

  huge have 

9   the  

    other 

10     

11   other 

12   other 

 

 

 

 

 

 



   

 

 

   

 

   

 

121    

Intervention Error Analysis  

Tony 

Week 2 

Reading Text Reader 

1 fourth   

isn't   

community   

where   

computer   

  science   

2 isn't   

where   

every   

  my me 

3     

4 me. me 

5 my sister and me us 

6 my me 

7 my us 

8     

9     

10 and   

11     

12 my us 

    same 
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Intervention Error Analysis  

Tony 

Week 3 

Reading Text Reader 

1 different   

2     

3 Dipper. Dipper and 

4 moves   

5 

sky at 

night nighttime sky 

6     

7 night. night and 

  It's It is 

8   very 

  sky   skies 

9     

10 Dipper  Dippers 

  watch look 

11     

12 night. night and 
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Intervention Error Analysis  

Tony 

Week 4 

Reading Text Reader 

1 Asian   

Asian African 

  Asian African 

2 caught   

3 elephants elephant 

4     

5 handlers   

6     

7     

8     

9 Asian African 

  African Asian 

10     

11   the 

12     
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Intervention Error Analysis  

Tony 

Week 5 

Reading Text Reader 

1 In the   

2 of in 

3 the   

4   the 

areas   

  lions lons 

5   the 

6 partly partially 

7   the 

below under 

  was at went to 

8 the there 

the   

watch see 

  was   went   

9 In     

  was went 

10 was at went to 

11 was went 

12 below under 
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