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ABSTRACT
This study investigates the characteristics of the 

written retellings of third and fourth grade readers with a 
focus on the common and unique features evident in these 
written retellings. Additionally, this study investigates 
any patterns of development across four reading/retelling 
events and any similarities or differences in the written 
retellings of higher- and lower-achieving readers.

Four third graders and eleven fourth graders 
participated in this study. These written retellings were 
analyzed in a qualitative fashion in order to describe the 
general characteristics of these retellings. The four third 
graders’ and four randomly selected fourth graders' written 
retellings were further analyzed to observe any patterns of 
and in order to describe the similarities and differences.

The findings of the study indicated that higher- and 
lower-achieving readers produced similar written retellings 
at the outset of the study. The results did not support any 
findings of definite patterns of development for writing 
story retellings accross the four stories.
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CHAPTER 1 
INTRODUCTION

The purpose of this chapter will be to present the (1) 
background of the study, (2) statement of the problem, (3) 
significance of the study, (4) assumptions underlying the
study, (5) definitions of terms, and (6) limitations of the 
study.

Background of the Study
In this study reading is viewed as a process whereby 

readers interact with authors as they use both their prior 
knowledge and experiences and the writer's cues to construct 
meaning for particular texts. Accordingly, reading is 
defined as decoding with comprehension. These two elements 
are essential to the reading process and they are 
inseparable when describing reading. From this perspective 
then, it logically follows that classroom reading 
instruction should address both aspects in purposeful ways. 
As children are given opportunities to grow in awareness 
that reading is meaningful they develop strategies which 
enable them to better comprehend or construct meaning for 
what they are reading (Goodman and Goodman, 1983).

Reading comprehension instruction should go beyond 
simply telling students "what to do" and whether or not they 
are "right or wrong". It should communicate to students how
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to read with understanding, and it should exemplify 
specifically which strategies are successful and which are 
not successful- However, it is evident from past 
observations of classroom reading instruction (Durkin, 1981; 
Greenlaw and Kurth, 1981; Mason et al., 1977) and from 
reviewing several teacher preparation texts (Duffy and 
Roehler, 1986; Spache and Spache, 1986; Temple and Gillette, 
1984; Heilman et al., 1986; Stoodt,1988) that reading 
comprehension is not given adequate consideration in the 
planning and implementation of reading instruction. For 
instance, Duffy and Roehler (1986) make the following 
statement concerning current instructional practices in 
reading:

If the proper goal of reading instruction is to 
put students in control of the reading process - 
to help them get meaning from the written text - 
one would expect to find comprehension instruction 
dominating most elementary classrooms. In fact, 
however, such a sense making approach to reading 
instruction is relatively rare (Duffy and Roehler,
1986; p.7).

It is becoming ever increasingly apparent that reading 
instructional practices must be evaluated as to how 
successful they are or have been in providing opportunities 
for children to practice making meaning while they read. In 
order for children to understand what they are reading they 
must see reading as a meaning making process, and they must 
practice strategies which profit them in such a way (Irwin, 
1986).
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Therefore, if children are to develop their reading 
comprehension abilities it is not enough that they just be 
able to decode the print or read only to answer certain 
questions. Readers need to develop strategic abilities for 
processing information from the text and thus make meaning. 
Readers must use reading strategies which require their 
active participation. This will eventually lead them to 
observe for themselves how and what they are understanding 
(Goodman and Goodman, 1983; Dyson, 1982; Danger, 1982).

The difficulty in responding to this problem is due to 
the minimal documentation in the literature of strategic 
activities which are used successfully by children. Story 
retelling is one such phenomenon which can be used as an 
instructional tool by teachers and as a strategic technique 
by readers to further an understanding of narrative text. 
Besides an instructional tool, story retelling has also been 
recomended as a means for assessing general reading 
comprehension of both narrative and expository text (Irwin 
and Mitchell, 1983; Gambrell,1985; Morrow, 1985; Kalmbach, 
1986; Mitchell and Irwin, 1989 in preparation). However, 
its use by the reader and its instructional effects on 
children's reading comprehension have not been well 
documented.

Therefore, the types of things children tend to do when 
they retell stories are yet to be described. The hypothesis
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offered by this study is that story retelling is a technique 
where the reader actively reviews the reading event. One 
further consideration relevant to understanding the dynamic 
or active nature of reading is whether story retelling 
offers the reader the opportunity to reprocess what was just 
comprehended during the reading event.

Statement of the Problem
The main purpose of this study is to describe the use 

of story retelling in an elementary school classroom 
setting. In general, this study will describe the 
characteristics of written retellings of third and fourth 
grade students as well as the development of retelling 
abilities among third and fourth grade students. This study 
will also compare the similarities and differences among 
higher-achieving and lower-achieving readers.

Specifically, the following research questions will be 
investigated:

1. What do children do when they retell stories?
2. What are some identifiable characteristics of the 

written retellings of third and fourth grade 
students who develop retelling abilities?
What are the similarities and differences between 
higher-achieving and lower-achieving readers as 
they retell stories?

3.
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Significance of the Study
Story retelling is a strategy which allows a reader to 

free recall and thereby relate, to himself or to any 
audience, what was apparently understood (Kalmbach, 1986).
In essence, through story retelling the reader may develop 
the ability to comprehend more effectively. Retelling a 
story affords the reader an opportunity to reprocess what 
was comprehended during the reading event. This act of 
reprocessing through retelling is similar to a mental 
rehearsal of what was remembered. In retelling, readers are 
able to cognitively engage in recreating the text they 
composed while reading, thereby increasing their ability to 
remember and understand the story.

This study of story retelling is important from the 
standpoint that focusing on what children do when they 
retell stories may lead to greater insights about reading 
comprehension in general. Further, comparing similarities 
and differences of retellings of higher-achieving and lower- 
achieving readers may also help to identify elements of the 
retelling process which have instructional implications. 
Finally, this retelling study may lead to the identification 
of effective ways to help children better comprehend while 
they are reading.
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Assumptions Underlying the Study
This study was based on the following assumptions:
1. All passages used in this study were narrative 

texts written at levels of difficulty appropriate 
for the participants.

2. All the participants were able to sufficiently 
decode the passages.

3 = Retelling is a valid method for developing and 
assessing children's general reading 
comprehension.

4. The measures used in this study to score the 
retellings are appropriate instruments for 
measuring general reading comprehension.

Definition of Terms
A list of terms to be used in this paper is provided in 
order to clarify the use of these terms.

1. Story Retelling: A strategy used by the reader in
free recall of all that is remembered from the reading 
event. Retellings can be oral or written.

2. General Reading Comprehension: The understanding
of a written passage through the process of activating prior 
knowledge during a reading event to construct meaning.

3. Story Grammar: The structural representation of a
particular narrative text? that is the elements which 
help organize the narrative into a story.
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4. Metacoqnition: The conscious awareness and control
of one's own mental processing abilities through 
knowledge of self, knowledge of the task, and self
monitoring.

5. Storv Schema: The mental representation of the
organization of story; that is the reader's own sense of 
story.

6. Higher-achieving reader: For the purpose of this
study, a higher-achieving fourth grade reader is one who 
receives a NCE rating that is above 50 on the ITBS reading 
comprehension subtest, and who also receives scholastic 
grades for language arts performance averaging at or above a 
B (above average). A third grade higher-achieving reader is 
one who receives a NCE rating that is above 50 on the ITBS 
reading comprehension subtest, and who also receives 
scholastic grades for language arts performance averaging at 
or above an S (satisfactory).

7. Lower-achieving reader: For the purposes of this
study a lower-achieving fourth grade reader is one who 
receives a NCE rating that is below 50 on the ITBS reading 
comprehension subtest, and who also receives scholastic 
grades for language arts performance averaging below a B 
(below average). A third grade lower-achieving reader is 
one who receives a NCE rating below 50 on the ITBS reading 
comprehension subtest, and who also receives scholastic
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grades for language arts performance averaging below an S 
(satisfactory).

Limitations of the Study
The following limitations must be recognized within 

this study:
1. Participants in this study include only third and 

fourth grade students.
2. The students selected to participate were limited 

to one elementary school and one classroom.
3. The selected passages were limited to a particular 

basal series and a particular trade book.
4. Sample size was limited to 15 participants.
5. The participants' story retellings involved only 

written retellings.
Summary

In this chapter the need to modify and enrich reading 
comprehension instruction was described as both necessary 
and crucial to the development of readers who are both 
successful and independent. Since reading is viewed as an 
active, strategic, and dynamic process it follows that 
reading comprehension instruction should provoke readers to 
actively participate in constructing meaning and 
reprocessing what they were comprehending during the reading 
event. In this way readers will become aware of their 
metacognitve abilities, and also be able to more effectively

\
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use their prior knowledge to construct an understanding for 
what they are reading.

The purpose of this study is to specifically examine 
and describe the written retellings of a group of fifteen 
third and fourth grade children from three different 
perspectives. The value of describing the common and unique 
characteristics evident in the written retellings of these 
children, of identifying patterns of development evident 
from the process of completing several reading/retelling 
events, and of discussing the similarities and differences 
of the retellings between higher- and lower-achieving 
ability groups was argued heretofore. This posture became 
the focus for the study.

Finally, the context for this study is further 
described in order to prepare the reader to better 
understand the significant descriptions and findings 
forthcoming.
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CHAPTER 2
REVIEW OF THE LITERATURE

The purpose of this chapter is to review literature 
appropriate to the context of this study. The literature to 
be discussed concerns the following three areas of research 
in reading: (1) story retelling, (2) developmental trends in 
reading, and (3) higher- and lower-achieving readers.

The purpose of this study was to describe what children 
do when they retell stories. Therefore, a review of studies 
investigating the use of story retelling established a 
context for the study. The principal issues addressed 
herein are the specific uses of story retelling and specific 
techniques used to evaluate students' written retellings.

Furthermore, research studies investigating observable 
trends in the development of reading abilities are also 
described. These studies were reviewed in order to provide 
a perspective of the sample group for this study.

Finally, research was also reviewed concerning the 
identifiable characteristics of higher- and lower-achieving 
readers. This was also important to the understanding of 
this study since one focus is to describe the similarities 
and differences between students of varying reading 
abilities as they retell stories. A review of the 
comparisons between higher- and lower-achieving readers was
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necessary in order to identify any characteristics of these 
two groups which might be appropriate to the context of this 
study.

Storv Retelling
Research in story retelling has focused primarily on 

its use as a more process oriented technique appropriate for 
assessing general reading comprehension (Handler and 
Johnson, 1977; Irwin and Mitchell, 1983; Mitchell and Irwin, 
1989 in preparation). However, within this focus there 
exists a variety of descriptions which attempt to 
characterize the essential features of a reader's retelling. 
Thus, the phenomenon of story retelling seems to be first 
described by educators who have employed this technique for 
the purpose of general comprehension assessment. It has 
since become evident that there is neither substantial 
documentation of childrens' use of this technique as they 
develop as readers, nor specific documentation which 
describes in a holistic fashion the characteristics and 
conventions evident in either oral or written retellings.

The literature also identifies the use of story 
retelling as a means to describe the processes involved in 
language acquisition and development. It further discusses 
the use of story retelling in reading instructional 
practices.
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In the forthcoming discussion, the following three uses 
of story retelling use will be addressed; (1) to assess 
general reading comprehension, (2) to identify the process 
by which children acquire and develop language abilities,
(3) and to enrich reading instructional practices.
Studies Involving General Reading Comprehension Assessment

The majority of recent research indicates that story 
retelling can be considered as a measure of general reading 
comprehension (Clark, 1980; Marshall, 1983; Irwin and 
Mitchell, 1983; Kalmbach, 1986; Mitchell and Irwin, 1989 in 
preparation). All of the above studies agreed conclusively 
that story retelling is a reliable measure of what a reader 
is able to recall. Yet, concern has arisen over the most 
appropriate means for scoring a reader's retelling and 
identifying characteristics of high, average, and low reader 
comprehension.

The distinguishing feature among these types of systems 
appears to be the degree to which they account for the 
reader's added individualistic impressions of or inferences 
from the text. This concern was first addressed by 
researchers who developed evaluation protocols which 
assigned points to retellings.

The Clark study dealt in particular with using free 
recall as a means to appropriately assess a reader's 
strengths and weaknesses, and with eliciting skill-related
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reading behavior from the reader which conventional 
diagnostic measures appear to be unable to accomplish.
Clark (1980) asserts that free recall or retelling,
"involves the ability to construct or remember, to 
interpret, and to evaluate the information contained in a 
selection" (Clark, 1980; p.435). Through this 
interpretation and evaluation a reader is communicating to a 
fuller extent what was comprehended as opposed to 
communicating what was remembered by the cue from a prompt 
question. This study does not provide a detailed 
description of the research findings. However, Clark 
discusses at length a point system devised according to the 
pausal units observed within a text which can be used to 
evaluate the free recall of a reader. This analysis system 
attempts to evaluate amount of recall, sequence of recall, 
and the level of recalled information.

A study by Marshall (1983) investigated the use of 
story grammar to evaluate students' retellings of narrative 
text and to assess reading comprehension. In this study a 
checklist was devised by the author which incorporated major 
components of story grammar as agreed upon by current 
researchers of this phenomenon. The checklist was designed 
so that the instructor or diagnostician could mark (+,/,-), 
indicating a high, average or low degree of comprehension. 
Marshall concluded that this checklist based on story
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grammar could be used to evaluate student comprehension of 
stories. Teachers in three different school districts 
provided concurring support that evaluating retellings in 
this manner effectively assesses student reading 
comprehension.

From the present review of studies investigating its 
use as a measure of general reading comprehension, story 
retelling seems to provide a reliable indication of a 
reader's ability to recall. The common underlying premise 
to these two studies cited above was the assumption that 
effective evaluation involves matching a reader's recall 
against a standard set of criteria.

In contrast, other scoring methods have been introduced 
in order to account for particular characteristics of a 
retelling not identifiable through quantitative scoring 
systems which match the retelling to a story grammar and 
then allot a quantity of points for specific agreement.
Irwin and Mitchell (1983) describe a procedure for scoring 
both oral and written retellings in such a holistic fashion. 
In their study they employ a rating system which they 
designed to evaluate retellings for either narrative or 
expository text. The rating system includes the following 
criteria: comprehensibility, completeness, supplementation 
to and generalization beyond the text, identification of 
supporting details and major points, and indication of a
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summary statement. From these criteria the evaluator is 
able to score the retelling in a manner similar to the ways 
written compositions are scored according to holistic 
scoring systems. The results reported were significant 
because of the high degree of interrater reliability 
evidenced for scoring with the rating system. Further, 
their system seemed to more appropriately account for the 
existing richness found within a reader's retelling.

The study by Kalmbach (1986) described previous uses of 
retellings for research purposes and argued for the reading 
practitioner to employ story retelling. In conclusion, 
Kalmbach asserted that retellings; 1) include what is 
recalled from the text and 2) are a restructuring of what is 
recalled into "a unique narrative that communicates a point" 
(Kalmbach, 1986 p. 333). The author did not provide any 
results that could be analyzed statistically; however he did 
argue in favor of analyzing retellings as complete in their 
own right. Kalmbach discussed the need to analyze 
retellings in a holistic or global fashion. The posture 
presented by the author is one which encourages the 
interpretion of the point or message of the reteller. The 
system Kalmbach used is based on the theoretical work of 
Labov (1972). Analyzing retellings in this fashion allows 
the evaluator to identify the structure of the reader's 
recall and the possible function of stories as seen by the
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reader. In the conclusions for the study Kalmbach explains 
that retellings can give an indication of the types of 
transactions that readers have with authors through reading.

Mitchell and Irwin (1989 in preparation) redesigned the 
holistic rating system they previously used to evaluate 
retellings and constructed a new rating system, the Reader 
Retelling Profile. The criteria used in this profile 
evaluates both oral and written retellings according to 
three categories. First, the retelling is evaluated as to 
the indication of the reader's text based knowledge.
Second, the retelling is then evaluated as to the indication 
of the reader's response or reaction to the text. Third, 
the retelling is evaluated according to the indication of 
the reader's language use. The Reader Retelling Profile was 
constructed to better account for those characteristics that 
are identifiable in a retelling which are particular to the 
reader.

It is evident that the investigative studies of 
retelling as an assessment tool do not relate how a child 
retells a story, nor do they characterize particular 
features likely to be found in a reader's retelling. 
Documentation of this phenomenon is needed in order to 
better understand the story retelling process.
Studies Involving Language Acquisition and Development
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Research in language acquisition and development has 
incorporated story retelling as a means for observing 
integrated communicative performances. These studies were 
appropriate for the present investigation because they 
attempt to characterize the retellings of the children as 
well as the way they acquire and develop language abilities.

This area of research has incorporated the use of story 
retelling to observe the type of language used by children 
and the skill with which they manipulate their language when 
they retell stories (Froese, 1983; Morrow, 1985). 
Furthermore, this research has attempted to identify levels 
of oral syntactic and semantic complexity as evidenced in 
these young children’s retelling protocols. Generally the 
focus is on young children’s acquisition of language 
abilities and the enhancement provided by these abilities 
toward emergent literacy. Other research has attempted to 
study children’s language abilities as they acquire a second 
language and the process by which they develop these 
abilities (Hadaway and Cukor-Avila, 1986; Day and Shapson, 
1987). Working within the context of the integrated 
language paradigm, Froese (1983) investigated children’s 
diverse language abilities. However, in this study the 
focus was directed toward a comparison of three modes of 
expressions story dictation, independent writing and story 
retelling. The retellings of the participants were done



28

orally and the researcher transcribed these retellings for 
the analysis. The retelling protocols were assessed using 
the Reading Miscue Inventory Retelling Guide (Goodman, 1973) 
to identify how well the participant retold character, 
event, and plot information. Froese was particularly 
interested in investigating how the three modes of 
expression compared in terms of common quantitative 
language, and how elements in student retellings from aural 
story comprehension may be described and compared with each 
other as well as with the quantitative language analysis. 
Results indicated that for the story retelling mode students 
produced more words per maze and more words per story.
Froese further stated that "events" was the best predictor 
of total comprehension. It was also evident that students 
produced more dependent clauses when retelling stories as 
compared with the other modes of expression, and they 
produced a greater number of communication units. The 
analysis of all the data revealed that for aural story 
comprehension retelling was the best predictor of 
composition quality.

Morrow (1985) discussed results from a series of three 
studies which investigated the influence of story retelling 
on the reading comprehension development of kindergarten 
children and on the development of syntactic complexity of 
the children's oral language. In the first study the
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research focus was to observe if retelling stories that had 
been read to kindergarten participants would improve their 
comprehension of those stories. The presenter briefly 
introduced each story, showed pictures to the group, read 
the story aloud, and asked a few questions about favorite 
parts. Participants were then asked to retell the story.
The results indicated that the experimental group of 
children who retold the story demonstrated a significant 
improvement over those who did not. Morrow's second study 
was designed to investigate the effect of frequent practice 
on comprehension, using guided retellings focusing on the 
stories' structural frameworks. Participants who retold the 
stories were able to use more structural elements in a 
proper sequence, and incorporated more syntactically complex 
narratives than those children who did not retell stories. 
The third study conducted by Morrow did not specifically 
investigate the use of story retelling; this study 
investigated the influence of a DRA preparation strategy and 
the knowledge of story structural elements upon traditional 
reading comprehension. Finally, Morrow asserted that story 
retelling and guided story retelling will help the emergent 
reader to better develop general reading comprehension, a 
sense of story structure, and oral syntactic complexity in 
their ability to use language.
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In addition to the literature discussing trends in the 
LI (first language) development process of emergent readers, 
research exists which discusses the use of retelling as a 
medium to observe trends in the process of L2 (second 
language) acquisition and development. These studies 
generally involved the use of retelling stories after they 
have been read aloud by the classroom teacher. These 
studies focus primarily on the differences in the kind of 
language used by the students and the code-switching 
differences in oral and written expression.

Hadaway and Cukor-Avila (1986) identified the type of 
language used by bilingual third grade children when 
permitted to free recall, either in oral or written 
expression. In this study it was observed that bilingual 
children are able to produce semantically and syntactically 
rich language when orally retelling a story. The findings 
from this investigation are significant in that they verify 
the ability of children to manipulate language in complex 
ways when they retell stories.

The results of a study conducted by Day and Shapson 
(1987) presented findings on an assessment of a second 
language teaching program. Day and Shapson intended to 
evaluate the intercommunicative skills of speaking and 
understanding of third grade children participating in a 
French language immersion program. The researchers asserted
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that it was necessary to place a new emphasis on oral 
proficiency and communication so that intercommunicative 
abilities could be measured to a greater degree. Since 
traditional assessment procedures have failed to 
appropriately evaluate a second language learner's 
communicative abilities this new emphasis has created a need 
for instruments which will formally evaluate higher levels 
of communicative competency. The researchers employed a 
story retelling task and a group discussion task in order to 
describe peer-to-peer and adult-to-child communicative 
interactions. The findings suggested that through the 
natural interactive tasks the level of anxiety for 
communicating in a second language was minimized. Further, 
both simple and elaborate communicative conventions were 
used in the story retelling and discussion tasks. However, 
the level of fluency for the story retelling task was not 
comparable to that of a native speaker because the retelling 
task is by comparison a more context-reduced task than 
discussion. Yet it was evident that during retelling 
children were able to organize and present their ideas 
clearly and comprehensibly.

The studies investigating the process of acquiring and 
developing language abilities have used story retelling to 
measure and evaluate the communicative aspects of children's 
language abilities. This research has discussed the
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appropriateness of retelling for creating an integrated 
communicative performance whereby children's diverse 
language abilities may be described.
Studies Involving Reading Instructional Practices

The research studies which investigate story retelling 
as an instructional technique have essentially presented 
some general implications for classroom use both by teacher 
as well as by student (Morrow, 1985 ? Gambrel1 et al, 1985; 
Koskinen et al, 1988). These investigations have intended 
to study the effects of story retelling upon the general 
reading comprehension performance of students as compared to 
question techniques, cloze procedures, general group 
discussion, and other common instructional practices. Since 
the purpose of this study is to present documentation of how 
third and fourth grade children retell stories when provided 
opportunities to do so, the forthcoming discussion of 
studies investigating instructional practices with retelling 
stories is important.

Gambrel1 et al. (1985) investigated the effect of story 
retelling upon the reading comprehension of fourth grade 
students. Working from the premise that the most important 
strength children bring to a reading event is their oral 
language ability (Stauffer, 1970; Wilson, 1981), Gambrel1 
asserts that there is little evidence, with respect to 
classroom interaction and instruction, that children are
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provided ample opportunity to use oral language. Therefore, 
because retelling involves verbal rehearsal it was important 
to observe the effects of this strategy upon reading 
comprehension. The results indicated that children involved 
in the retelling task recalled significantly more literal 
and inferential information than those students who used 
illustrating as a strategy. On the two-day delayed recall 
tesk, children who participated in the retelling task also 
recalled significantly more than those who illustrated. 
Finally, the results of this study suggested that practice 
in verbal rehearsal of what has been read will produce 
significant comprehension and recall of text, and practice 
in retelling may transfer the reading of subsequent texts. 
Story retelling seemed to be a potent generative reading 
comprehension strategy and should be promoted as appropriate 
for the classroom.

According to Morrow (1985, p. 647) retelling is 
described as an "active participation in a literary 
experience". Through this active participation a reader is 
able to further develop comprehension ability, oral language 
ability, and sense of story structure. Morrow conducted a 
series of two studies which investigated whether story 
retelling would enhance comprehension and recall of a story 
that was read aloud to the student, and whether guided 
practice in retelling stories would improve a reader's
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awareness of the structural elements of a story. The 
results presented in study #1 indicated that a single 
experience in retelling a story evidenced minimal 
improvement in comprehension. However, the results of study 
#2 indicate that guided practice in retelling a story 
produced significant improvement in comprehension as 
compared to simple review or rehearsal of a story to tested. 
Finally, it is strongly suggested by Morrow that active 
participation, retelling, and story role playing should be 
encouraged and incorporated into classroom reading 
experiences.

Evidence provided by the results of the above studies 
upholds the assertion that retelling is a valuable technique 
to be used not only in the domain of research but now in the 
domain of the classroom. One investigation which has 
attempted to exemplify the use of oral story retelling in

I
reading instruction describes a sequence of methodologies 
which involve readers in various retelling tasks. Koskinen 
et al (1988) explained that retelling is a means for the 
reader to link verbal rehearsal with their reading 
experience which is a superior facilitator in enhancing 
comprehension. From this rationale they further described 
retelling as both a time effective and a time efficient 
activity. Story retelling encouraged children to talk about 
what they have read, and individuals from different reading
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ability levels produced successful results by retelling 
stories. This study suggested that reading instruction 
introduce retelling through a series of four stages or 
steps. Initially, the teacher should present to the 
students a rationale for retelling stories. Immediately 
following this preparation stage the teacher is responsible 
for modeling the retelling process; usually with a 
relatively short passage. After this modeling, 
opportunities must be provided for students to practice 
retelling in a small group with teacher guidance. The final 
application occurs when students participate in a partner 
retelling activity. From this developmental process, 
Koskinen et al. emphasized that the teacher must continue to 
assert the rationale that retelling will help a reader to 
better remember and understand what is read.

The aforementioned research studies have strongly 
suggested that, due to the significant improvement from 
practice in retelling stories and the active participation 
of the reader when retelling stories, retelling should be 
incorporated into classroom reading experiences. However, 
it is also apparent from this review that further research 
is needed to describe the way a reader constructs a 
retelling and the retelling itself.



36

Deve1opmenta1 Trends In Reading 
Although the process for reading development is of 

tremendous value to researchers and educators in the field 
of reading, it has unfortunately eluded accurate description 
(Chall, 1983). It appears that this lack of description has 
been due in part to the recent knowledge explosion 
concerning the interactive and transactional views of 
reading and also to the very nature of the reading process 
itself. These two facets have transformed the manner in 
which researchers and educators in the field of reading view 
the act of reading. The examination of observable trends in 
the development of reading related abilities has typically 
focused on factors which may influence a reader's progress 
as opposed to the description of developmental stages 
through which readers may develop. However, the existing 
research which presents the developmental process of reading 
can be differentiated and discussed according to 1) stages 
of reading development and 2) expected outcomes of reading 
instruction. A discussion of this research is imperative in 
order to provide a perspective for observing what children 
at different stages of reading development may do during 
their interactions with print and when they retell stories.



37

Stages of Reading Development
Traditional research describing the stages of reading 

development has primarily focused on factors that influence 
reading development. These inital descriptions failed to 
succinctly describe the actual growth and development 
itself. Other research which describes stages of reading 
development (Elkind, 1979; Ferreiro and Teberosky, 1982; 
Chall, 1983) has emerged as a result of the constructivist 
perspective of the process of reading. This perspective 
evolved from the convergence of psycholinguistic theory with 
Piaget's theory of intelligence which views the child as an 
active creator of spoken language. Since no comparable 
theory of reading and written language development existed, 
several studies were conducted in order to provide a 
rationale for and a description of the stages of development 
for written language processes.

The investigative work by Elkind (1979) criticized the 
information processing and behavior modification models of 
learning because these models view children as receivers as 
opposed to active creators. Elkind observed children of 
varying ages and attempted to characterize the stages of 
development through which these readers mature. It was 
further assserted that these stages of reading development 
corresponded to the developmental stages of intelligence
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described by Piaget. According to Elkind, readers 
experience the following developmental sequence;

1. Global Undifferentiation = Children read the story without differentiating between picture and print.
2. Identity Decoding = Children focus primarily on 

decoding printed symbols.
3. Equivalence Decoding = Children balance the 

reading process by integrating cues from the 
pictures with cues from the text.

4. Automization and Externilization = The process of 
reading becomes automatic and children transfer 
their abilities to various reading situations.

5. Lexical Egocentrism and Receptive Discipline = 
Holding more than one idea in mind at a time.

As children begin to encounter print, it was asserted that
they spend the majority of their time and effort decoding
the printed symbols (stages 1-3). As readers continue to
mature, they move away from a dependence on decoding the
words into the process of interpreting the text and finally
being able to hold more than one idea in mind at time. This
description of the final stage is argued by Elkind as
paralleling Piaget's formal operational stage of
intelligence. Although Elkind makes this comparison, it
appears that the arguement is challenged by the fact that
young children, prior to learning at the formal operations
stage of development, are observed to be sophisticated
readers (Ferreiro and Teberosky, 1982). It is not
conclusive that this presentation of stages in reading
development truly accounts for the diverse sophistication of
young readers. Children who are active creators will make
meaning and interpret in their early reading experiences.
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In contrast, a series of studies which investigate 
reading behaviors, with narrative text of emergent readers, 
Ferreiro and Teberosky (1982) offer conceptualizations which 
characterize their observations of the developmental stages 
in reading. The forthcoming descriptions are based upon the 
constructivist perspective because they describe the active 
and creative role of the emerging reader. A broad 
description of four stages identifiable in the reading 
process characterizes children as understanding that reading 
involves the use of picture and print to make meaning. 
Progression begins with the emerging reader (ages 3-4) using 
picture simultaneously to tell the story. The progression 
then moves from an awareness of story through picture and 
print to differentiation of picture and print. The process 
further involves the consideration of graphic properties to 
a search for a correspondence between spoken language and 
print, and then to an important conflict with deciphering. 
Finally, the reader (ages 5-6) is coordinating picture and 
print to make meaning by establishing the text as the 
support system for reading. Although this description 
concerns the development of early readers, it is important 
to consider because it relates how an intermediate grade 
reader has previously developed. Some of these observations 
may have influenced the processing strategies of the more 
sophisticated reader.
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A description of macrostages of reading development 
that are attributed also to the work of Piaget are offered 
by Chall (1983). An attempt is made by Chall to link the 
cognitive development described by Piaget to reading so that 
the focus is on what is generally learned, how, and why. 
Chall presents six ’’hypothetical" (p. 13) and "metaphorical’’ 
(p. 168) stages which may serve as a beneficial guide for 
deciding "what to teach when, as well as what and when to 
test” (p. 168). The stages are described as follows:

1. The prereading stage is observed from birth to the 
age of six; during which time children accrue a 
fund of knowledge about the nature and function of 
print. It appears that children recognize and 
name letters, distinguish writing from non
writing, demonstrate fundamental book handling 
skill, and refer to print while reading a story.

2. The initial reading stage emerges as children 
begin to associate letters with parts of spoken 
words. Near the conclusion of this stage of 
growth, a qualitative change is evident as 
children demonstrate their insight about the 
nature of the spelling system.

3. As children advance further as readers they become 
more fluent, better decoders, and more 
sophisticated in their use of context.

4. Progress beyond the previous stages is not 
characterized as to how children read; development 
is described in terms of what they read and for 
what purposes they are reading.

5. High school age children appear to begin to deal 
with more than one point of view. These readers 
are also described as more consistent in their use 
of critical reading skill.

6. The reader enters the final stage when truth is no 
longer viewed as absolute. These readers employ 
analysis, synthesis, and judgement to construct 
their own truth.

Although Chall provides a generally comprehensive 
overview of what she asserted to be stages in reading
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development, it appears to be somewhat restrictive. Young 
readers have been observed to employ synthesis, analysis, 
and judgement during their reading events (Ferreiro and 
Teberosky, 1982).
Outcomes of Reading Instruction

From a review of recent teacher preparation texts it is 
apparent that developmental stages in reading are not 
readily discussed. However, where such discussion is 
offered, the stages are characterized broadly as both 
outcomes of appropriate reading instruction and and as 
stages of expected growth (Heilman et al., 1985; Duffy and 
Roehler, 1986). According to Heilman et al. (1985) there 
are five stages of growth which are explained in terms of 
outcomes and relative emphases. The outcomes assigned by 
Heilman et al. are attitude, process, and content. These 
outcomes include the acquisition and development of the 
following curricular emphases: concepts, affective 
responses, knowledge of how reading works, fix-it 
strategies, recreational and functional uses for reading. 
Children in grades 3-4 are situated in the expanded 
fundamentals stage. At this stage children spend equivalent 
amounts of time developing each of the outcomes as they are 
exposed to the various curricular emphases.

Since the present study intended to describe trends in 
the ways readers retell stories, the previously discussed
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descriptions were reviewed to provide a context for this 
particular analysis. Because the present study focused on 
how a reader constructs the retelling for a particular 
story, the research offered by Feirrero and Teberosky (1982) 
seemed most appropriate for use in the analysis of the data.

Higher- and Lower-Achieving Readers
Considerable research has attempted to compare the 

similarities and differences between the reading behaviors 
of higher-achieving and lower-achieving readers. This 
research has further attempted to describe how these aspects 
contribute to the reading process employed by each of the 
particular groups. From these descriptions strategies were 
identified and developed to enhance the comprehension and 
reading achievement of lower-achieving readers. The first 
investigations into this particular area of reading research 
examined primarily word recognition and comprehension 
question achievement. Research investigating the 
similarities and differences between higher- and lower- 
achieving readers has evolved to include 1) story retelling 
performance, 2) metacognitive beliefs, and 3) knowledge of 
story structure.

Kapinus" (1986) research focused on the similarities 
and differences of story retelling performance between 
proficient and less proficient readers. Kapinus asserted, 
according to the generative learning model (Wittrock, 1974;
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1981), that in order for reading comprehension to occur, the 
reader must build relationships with text information. This 
occurs when the reader connects background knowledge with 
text information, and also builds relationships between 
different parts of the text. This study investigated the 
following two questions:

1) How does the retelling performance of a novice
compare to that of an expert?

2) Does practice in retelling enhance comprehension 
performance for both proficient and less 
proficient readers?

From the results of the study it was evident that proficient 
readers recalled significantly more story elements (theme, 
plot, and resolution) than less proficient readers. It was 
further apparent that practice in retelling enhanced the 
comprehension performance of both proficient and less 
proficient readers.

Existing research in the area of higher-achieving vs. 
lower-achieving readers has attempted to compare the reading 
behaviors of "good" and "poor" readers and how their 
behaviors contribute to the reading process. The purpose of 
this research was to identify any observable differences in 
order to identify any appropriate reading strategies which 
might enhance the level of comprehension of "poor" readers. 
Recently research investigating metacognition has further 
investigated readers' behaviors and their use of strategies 
to identify and alleviate comprehension failure. Raykovicz
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et al (1986) conducted a study investigating the 
metacognitive beliefs of good and poor readers about reading 
tasks. This research study attempteds to further 
investigate any measurable differences in their beliefs. 
Observable patterns in the responses of good and poor 
readers were also identified. Raykovicz et al identified 
the following categories as representing apects of 
metacognition:

1. Reading in school
2. Strategies for unknown material
3. Silent reading vs. oral reading
4. Main ideas vs. details
5. Self-knowledge of comprehension
6. Aids to comprehension
7. General view

According to the research findings it appears that both good 
and poor readers responded with similar views or conceptions 
of reading in school. It was evident that good readers 
generated more strategies for reading unknown material. The 
poor readers reported few strategies applicable to this 
aspect of reading. Concerning silent and oral reading, poor 
readers reported that they preferred oral reading and that 
they were afraid of silent reading. However, the good 
readers stated that they preferred silent reading and were 
able to concentrate better when reading silently. Regarding 
the fourth aspect, both good and poor readers stated that 
the general or overall idea was easier to remember as 
opposed to details. Finally, poor readers’ self knowledge
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of comprehension was related to classroom performance.
Good readers' self knowledge of comprehension was related to 
memory and intuition as an indicators of reading 
comprehension. The participants commonly identified past 
experiences as an aid to comprehending reading material. 
However, only the good readers reported the use of creating 
mental images to aid reading comprehension. According to 
their general view of reading, good readers stated that 
reading was interesting and fun as well as a way to find out 
information. Poor readers reported that they view reading, 
in general, as "just reading" sentences, words, 
paragraphs, and books. They did refer to reading as a 
thinking process when asked specifically what readers do in 
their heads.

Krein and Zaharias (1986) attempted to investigate the 
comparisons in knowledge of story structure between able and 
disabled readers. Specifically, the intention was to 
examine more thoroughly able and disabled readers' knowledge 
of story structure, identify any variations in ability to 
predict outcomes, describe any differences in knowlege of 
story structure evidenced by story retelling, and describe 
what differences exist in their abilities to tell stories. 
The results from their investigation indicated that disabled 
readers' sense of story structure was not as well developed 
as able readers, disabled readers gave more incongruent
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responses than able readers as predictions for story 
structure, more disabled readers failed to tell stories and 
all of the able readers were willing to tell stories, and 
able readers provided more elaboration in the retelling 
performances.

Summary
Literature from three separate areas has been 

investigated and discussed. Literature pertaining to story 
retelling revealed three principal categories of 
investigation: 1) general comprehension assessment, 2) 
language development, and 3) instructional practices. The 
review of research related to general comprehension 
assessment revealed the development of holistic measures and 
point allocation systems which attempt to measure general 
reading comprehension. These approaches differ in the 
criteria against which they assess retellings. The review 
of research related to language development revealed that 
retelling is a valuable means for assessing level of primary 
and secondary oral language development. The review of 
research related to instructional practices indicated that 
practice in oral retelling improves reading comprehension 
ability and may transfer to the reading of subsequent texts, 
oral retelling improves a reader’s awareness of the 
structural elements of a story, and retelling stories 
encourages students to talk more about what they have read.
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However, it is evident from the review of this body of 
research that further investigation is necessary in order to 
describe the way in which retellings might be constructed 
and the specific characterisitics of retellings, 
particularly those of written retellings used in school 
settings.

A review of research related to developmental trends in 
reading indicated that the investigation of observable 
trends in reading development has typically focused on 
factors which may impede a reader's progress. The existing 
research which examines the developmental stages and process 
through which students may develop reading abilities differs 
according to the presentation of 1) developmental stages and 
2) expected outcomes of reading instruction.

A review of research related to higher-achieving and 
lower-achieving readers revealed that the majority of the 
investigations attempted to compare higher- and lower- 
achieving readers by describing the similarities and 
differences between their respective reading behaviors. The 
initial investigations examined the comparisons of word 
recognition and comprehension question achievement? however, 
more recent investigations have evolved to examine the 
similarities and differences in reading abilites through 
story retelling performance, metacognitive beliefs, and 
knowledge of story structure.
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The three areas of literature reviewed for this study 
provided a background in the following ways: Research 
investigating written story retelling performances should 
describe the common and unique characteristics evident in 
the written retellings of readers that have heretofore been 
overlooked and unverified. Research investigating written 
story retelling preformances should describe the common and 
unique trends in which readers develop written retelling 
abilities. Research investigating written story retelling 
performances should describe any similarities and 
differences between higher- and lower-achieving readers who 
write retellings. Finally, research investigating written 
story retelling performances should recognize the common and 
unique conventions used by readers to pervade their written 
retellings with affluence. In other words, affluence is 
considered to be an indication of the mastery demonstrated 
by the reader in retelling a story. It is important to 
consider, investigate, and identify the richness and 
sophistication with which young readers adorn their written 
retelling performances.
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CHAPTER 3

DESIGN OF THE STUDY
The purpose of this chapter is to describe the 

participating subjects, the materials used, the procedures 
of the study, the scoring of the data, and the analysis of 
the data.

Participants
The fifteen students participating in this study were 

students in a bilingual third and fourth grade classroom 
from a large urban school district in Tucson, Arizona. All 
of the third and fourth grade students from this classroom 
participated in this study with the exception of two who 
moved away from the elementary school, five who entered the 
classroom after the program had begun, three Spanish 
dominant readers, and five who did not fully participate.

The majority of this student population was 
representative of a community that functions within the 
lower socioeconomic status (SES). It is also important to 
mention that these students were involved in a bilingual 
classroom and that they represented various diverse ethnic 
groups.

Due to the multi-ethnic representation evident in this 
student population, these students possessed rich, diverse 
linguistic abilities as well. Within the population there
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were sixteen English dominant students and five equilingual 
bilingual students„ Spanish dominant students did not 
participate in the study.

The subjects of the study can be further described 
according to age differentiation. There were four third 
graders; of whom two were female students and two were male 
students. There were eleven fourth graders with three 
female students and eight male students.

In the classroom, literacy instruction was given in the 
student's first language (LI), unless the student was a 
proficient second language (L2) speaker. In such cases the 
students were observed in order to assess the level of 
affluence with reading in a particular language. They were 
offered literacy instruction in the language most 
appropriate for meeting their particular needs as determined 
by teacher judgement. Furthermore, it is important to note 
here that students invariably had the liberty of writing in 
the language of their choice.

Additionally, of the fifteen participants in the study, 
there were two Anglo students; both of whom were males.
Three black students also participated in this study; two of 
whom were males and one female. The remaining ten 
participants were Hispanic American students; nine 
represented the Mexican American community and one 
represented the Puerto Rican American community. From this
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population, one male Puerto Rican American student 
participated, four female Mexican American, and five male 
Mexican American students. All participants in this study 
read and wrote their retellings, in English, with affluence.

Materials
Passages

Narratives comprised an integral part of the third and 
fourth grade reading curriculum, with students being asked 
to read and write retellings of stories as part of the 
comprehension instruction. The daily instructional routine 
for this classroom actually included various opportunities 
for students to write from the ideas they had generated 
while reading and thinking. Students kept record of their 
written retellings in a learning log in order to refer back 
to a particular retelling or to share one with a fellow 
student.

Since the study was conducted during daily reading 
instructional time, the story selections the students read 
and retold were based upon the regular daily instructional 
decisions of the classroom teacher. Only those stories and 
their retellings in which all students participated were 
selected for study. Stories and retellings were selected 
for analysis according to two criteria. First, the 
reading/retelling experience had to be one in which all 
students participated, and second, the reading/retelling
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experiences had to occur at particular intervals during the 
school year. According to these criteria, six retellings 
were selected for study at approximately the 10th, 18th, 
28th, and 36th weeks of the school year. These guidelines 
were established so that students' retellings would be as 
authentically representative as possible of their third and 
fourth grade work.

Four of the passages were basal stories that appear in 
the Scott Foresmann Reading program (1984). The remaining 
two passages were chapters taken from the children's novel 
STONE FOX, by John Reynolds Gardiner. The passages were 
assigned to the various participants according to their 
placement in the reading program. For instance, the third 
grade readers were assigned to read and retell two stories 
taken from the level 3-1 basal, HIDDEN WONDERS, and the 
fourth grade readers were assigned to read and retell two 
stories from the level 4 basal, SEA TREASURES. The two 
passages taken from the novel, STONE FOX, were assigned to 
all the readers participating in the study. Each of the 
participants read and retold the same two trade book 
passages because the trade book was used during whole group 
reading instruction.

From the level 3-1 basal reader, HIDDEN WONDERS, the 
students read and retold the following two passages:
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"BIRTHDAY” (part one) adapted from "DELILAH" by Carole Hart
This story is about a young girl named Delilah who 
wanted a record player for her birthday in the 
worst way. The story begins with Delilah telling 
her parents that she could not let them know what 
she truly wanted for her birthday. According to 
Delilah, if she were to do so she would spoil the 
surprise, and she wanted to be surprised.
However, Delilah did give both of her parents 
hints. One evening while Delilah was shopping 
with her parents she tried to hint about her 
birthday wish by asking her parents' for their 
musical preferences. On another afternoon she 
brought home the record, "Peter and the Wolf", 
intending to catch her mother's attention. She 
told her mom that she liked the record so much 
that she and a friend were planning to listen to 
it that afternoon. Her mother responded that it 
was too bad that Delilah did not have a record 
player. After that Delilah seemed sure that her 
mother was aware of her birthday wish. On the day 
of Delilah's birthday, however, Delilah recieved 
quite a surprise. Instead of a record, player 
Delilah received a puppy.

"JACK AND THE BEANSTALK" —  adaptation, (anonymous author)
This story is about a young boy named Jack, who 
has been given the responsibility by his mother to 
sell their cow and return home with money. Jack 
unfortunately trades the cow for brightly colored 
magic beans, much to his mother's discontent. She 
scolds Jack for his foolish behavior, throws the 
colored beans out the window, and sends him to bed 
without supper. The next morning Jack finds a 
giant beanstalk growing in the garden just outside 
of his bedroom window. He ventures up the 
beanstalk three times and encounters three trials 
with a giant. The first and second ventures are 
quite successful due to the help of the giant's 
wife. Jack returns down from the beanstalk with a 
bag of gold coins the first time and with a hen 
that lays golden eggs the second time. In his 
final venture Jack narrowly escapes the giant's 
wrath. The golden harp taken by Jack cries out to 
the giant and he awakens. Jack scurries down the 
beanstalk, chops it down, and that was the end of 
the giant. Jack and his mother then had 
everything they needed to live happily.
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From the level 4 basal reader, SEA TREASURES. the 
students were asked to read and retell the following two 
passages:
An adaptation from "THE BOY WHO WOULDN'T TALK" by, Lois 
Bouchard

This story recounts the experiences of a young 
Puerto Rican boy who moves to the continental 
United States with his family. Young Carlos is 
portrayed as a tremendously pensive young man who 
is very aware of the struggle due to the cultural 
differences that he is experiencing in the U.S.A. 
The language Carlos speaks is criticized because 
it is different from English. Therefore, Carlos 
decides that he will no longer talk to anyone 
since his language is not accepted. He and Angel, 
his older brother, meet Ricky after school one 
day. Ricky, who is blind, is attempting to find 
some help so that he can walk home. Angel 
suddenly remembers he has forgotten a 
responsibility back at school, and Carlos chooses 
to walk Ricky home alone. Through this experience 
Carlos decides that he can trust Ricky; they begin 
to share as friends and he begins to talk again.

An adaptation from "MAYBE, A MOLE" by, Julia Cunningham
This story describes the evolution of a 
relationship between a fox and Maybe, a mole.
Maybe was excommunicated from the underground 
world of the moles due to his special gift of 
sight. As Maybe ventures into the upper world he 
encounters the fox who initially is scheming to 
trick Maybe into working for him without 
recompense. However the two animals soon learn to 
trust each other as they spend their time together 
searching for a treasure of gold. Although they 
do not find what they had originally conceived to 
be the treasure of gold, they do realize that the 
field of golden sunflowers is a truly a treasure. 
Their endeared relationship has made the sight of 
the flowers more beautiful than gold itself.
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From the children's novel, STONE FOX, the students read
and retold the following two chapters;
CHAPTER ONE, "GRANDFATHER"

Willy and his grandfather lived on a potato farm 
in Wyoming. Although it was often quite hard 
work, it was also fun for both of them.
Grandfather loved to tease Willy, play practical 
jokes, and make merry music with his harmonica. 
Unfortunately, one morning Willy awoke rather 
late. As usual he thought that grandfather was 
playing a joke by staying in bed. When Willy 
approached grandfather and called out to him he 
failed to respond to Willy. This concerned Willy 
so much that he immediately ran to get Doc Smith.
After he explained that grandfather was not his 
usual self Doc Smith obliged to Willy's beckon and 
returned with him to the farm house. After she 
had examined grandfather Doc Smith related to 
Willy that he was not ill? he was seriously 
depressed and had given up on life. Willy was 
perplexed by the explanation, but he resolved to 
determine what had depressed his grandfather so.
He vowed to give grandfather reason to continue 
living.

CHAPTER TEN, "THE FINISH LINE"
Little Willy's sled was rapidly approaching the 
finish line. Not far behind him was Stone Fox, 
and he was gaining on Willy. The suspense mounted 
as the townspeople grew wild with cheering. Willy ■ 
and Stone Fox were drawing closer to the finish 
line. All of the sudden, Willy's sled tumbled on 
top of Searchlight as she dropped breathless to 
the ground. Willy picked her up in his arms and 
held her tight. Unexpectedly Stone Fox stopped 
his sled and knelt down at Willy's side. Stone 
Fox reached out to feel for the dog's heartbeat? 
yet by his glance Willy knew that Searchlight was 
dead. Immediately the giant man stood up, 
signaled with his rifle, and fervently declared 
that any man crossing the finish line would be 
shot. Willy carried Searchlight across the finish 
line and won the race.

These brief summaries have been provided so that the
reading/retelling experiences described in this study can be
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more clearly represented and understood. The stories can be 
further described according to the number of textbook pages, 
the number of illustrations, the number of words, and a 
readability score (Fry, 1977),(see Figure 1).

Considering the above information, (* = reading grade 
level) it is evident that the assigned stories were of 
varied lengths and that these stories contained the 
equivalent number of illustrations as the number of pages. 
Further, it is interesting to note that all of the passages 
ranged essentially within reading grade level three.
Learning Logs

The students were responsible for writing and keeping 
account of their retellings in a learning log. Each log was 
constructed from an eight and one-half by eleven inch manila 
folder containing primary style handwriting paper. The log 
remained in the students' possession along with their other 
school related materials. Students were encouraged to write 
their retellings in their learning logs by employing their 
best efforts and to write all that they could. The specific 
directions given for each reading/retelling experience are 
discussed in a subsequent section. Regarding each 
experience, the students were held accountable for entering 
their retellings in their learning logs. These written 
retellings were done autonomously by the students? they were



Passaae # of Paces # of Ulus; # of Words
Readability

"Delilah” 5 5 505
*r.g.1. 4
"Jack” 9 9 877
r.g.l. 2
"Talk" 9 9 1,012
r.g.l. 3
"Hole” 9 9 1,472
r.g.l. 3
"One" 9 2 915
r. g. 1. 3
"Ten" 5 1 700
r.g.l. 3

Figure is Text Characteristics„
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handwriting, and no written prompt for retelling was 
provided by the teacher. Not only did the students write 
retellings of the various stories they had read in their 
learning logs, but they also compiled other pieces of 
writing in the logs during school times other than reading.

Procedures of the Study
Introduction

The reading/retelling experience was introduced to the 
students by the classroom teacher, beginning with practice 
in oral retelling and extending into the practice of writing 
retellings. The introduction was designed according to this 
paradigm due to several factors: the age of the students, 
their limited experience with writing, and a belief in the 
indispensable provision of oral language experiences to 
effect positive writing events. Since story retelling 
experiences were implemented into regular daily reading 
instruction, the fifteen participants in the study were 
experienced retellers in that they had received direct 
instruction prior to this investigation and evaluation of 
their retelling experiences.

Story retelling was first introduced in a small group 
setting; each group was comprised of no more than eight 
students and no fewer than six. Following silent reading, 
the teacher prefaced a retelling event by indicating that 
retelling stories would help readers remember what they had
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read and that it would also help readers understand stories 
they may read in the future. In other words the teacher 
shared a rationale for retelling stories which provided a 
purpose for using the technique. Then the teacher modeled 
how to retell a story by directing the students’ attention 
in the following way: ’’I’m going to retell the story we
just read. Please listen to my retelling and notice the 
kinds of things that I share with you." This conscientious 
teacher modeling was offered twice before the students began 
to practice orally retelling stories.

The second phase in this introduction process was 
practice in guided oral group retelling. The teacher began 
the guided retelling session and directed the participants 
to listen prudently to the person sharing immediately before 
their turn. The students were further directed to retell 
"what they could remember about the story," and to 
cooperatively contribute that to the small group retelling 
experience. It should be noted that students were not 
interrupted if they proceeded to retell the entire story.
If a student proceeded in such a manner the remaining 
students eagerly awaited their turn to participate and 
offered what they remembered by either repeating or adding 
information.

As the guided practice sessions continued the students 
were more accurate in that they offered increasingly more
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articulate contributions to the small group retelling 
experience. Further, the students were better able to be 
more courteous listeners as they participated in offering 
their portion of the group retelling. Finally, students 
engaged in interactive discussion during group retellings 
by both questioning each other and commenting upon each 
other's retellings.

The next step in this process incorporated writing 
retellings in the learning logs. As previously mentioned, 
the students were directed to write their retelling of the 
assigned story after they had finished reading the story. 
They were seated at their individual desks for this segment 
of the process. Frequently, small group time was spent 
sharing these written retellings, and during this time 
students once again responded to the content of the 
retelling as well as the process of retelling.
General Procedures

Essentially, students participated in retelling stories 
during formal reading instruction which occured at the 
beginning of the school day, approximately around 9:15 in 
the morning. Reading instruction was a specific component 
of the language arts block which incorporated reading, 
writing, listening and speaking development. This period 
for instruction encompassed a two hour time block during a 
regular school day. More specifically, students had
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approximately one hour to utilize for the reading/retelling 
experience.

The physical arrangement of the classroom selectively 
accommodated a comfortable work area for small group 
activity, a carpeted reading area, and the students' 
individual work space at their desks. Students read all of 
the stories and wrote all of their retellings at their 
desks.

,The general procedures for reading instruction included 
a pre-reading focus which was intended to prepare the 
students to read at that particular time. Within this 
focus, reading lessons attended to various other reading 
comprehension strategies as well as retelling. Following 
the pre-reading focus students were directed to read the 
assigned story silently. Story retelling was then 
implemented as a post-reading activity. In order for the 
students to be able to write the retelling, the classroom 
teacher specifically directed each of them, "to retell the 
story in the best way you can, and remember to write 
everything that you can tell me." The retellings described 
in this study comprise roughly 40% of the reading/retelling 
experiences that the students encountered during this school 
year.

The procedures used for the collection of the data in 
this study were three fold. First, the students were asked
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to enter all of their retellings into their learning logs 
as a regular part of their reading instruction; second, the 
classroom teacher collected the learning logs at regular 
intervals during the school year; and third, representative 
samples of these retellings were selected for analysis 
purposes. Due to the nature of these procedures and the 
context within which this study occured, consideration and 
attention were given periodically to the writing sessions in 
order to affirm that the retellings were not revised.

Scoring of the Data
For the purposes of this study, the written retellings 

of the 15 participants in the study were evaluated using 
three different measures: a holistic scoring measure (Myers, 
1981), a qualitative rating system (Mitchell and Irwin, 1989 
in preparation), and a descriptive analysis of the patterns 
of characteristics which occurred both frequently accross 
retellings and those which were unique to a limited number 
of retellings. Further, a subset of eight retellings was 
also evaluated according to a frequency tabulation of four 
features (e.g. number of words).

The written retellings were first scored according to a 
holistic evaluation system for writing. This measure 
utilized three raters who determined criteria, anchored 
randomly selected protocols according to the criteria,
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scored all of the retellings, and organized the protocols to 
identify the results.

The first holistic scoring session was conducted after 
the 9th week and the criteria established in this particular 
session were again implemented for the holistic scoring 
session following the 36th week. During the first scoring 
session, retellings from the first nine weeks were scored. 
During the 36th week scoring session, retellings selected 
for the study were scored. Although three raters were 
present at each scoring session, it was not possible for the 
same raters to attend both sessions. In all, there were 
five raters? four others participated voluntarily in 
addition to the researcher. The first scoring session 
opened with the three raters spending time reading the 
particular passages used for the preliminary 
reading/retelling experiences and "brainstorming" plausible 
criteria against which the retellings could be evaluated. 
Collectively, the three raters agreed upon a final list of 
writing criteria. In developing such criteria, the raters 
took into consideration the age of the students, the amount 
of writing experience, and the premises by which writing was 
incorporated into the particular classroom (see Figure 2).



PointsCriteria Level Points
beginning, middle, end articulate vocabulary 
supporting details 
cohesive writing 
fluency of thought 
reader response 
manageable sequence 
closure

High 3

beginning, middle, end 
few supporting details 
general vocabulary 
manageable sequence 
closure

Middle 2

underdeveloped story 
general vocabulary 
random sequence 
details

Low 1

Figure 2; Holistic Scoromg Criteria.
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Once the criteria had been determined the raters evaluated 
six protocols selected prior to this scoring session; two 
protocols representing the High, Middle, and Low categories 
respectively. These six protocols served as anchors by 
which the raters were able to compare their judgement of the 
criteria, rating accuracy, and interrater reliability; 
further, they were able to discuss how the subsequent 
evaluation was to proceed.

During this holistic evaluation the protocols were 
randomly distributed among the raters and the objective was 
to score the remaining protocols promptly and accurately.
The raters read each criteria and respective point system, 
and then redistributed the protocol for a second evaluation 
by a second rater. After a first reading the rater wrote 
the score assigned to the protocol on the paper and folded 
the corner back so that the score would not influence the 
forthcoming evaluation in the second reading. Following the 
second reading, the evaluation was considered complete for a 
particular protocol if there existed either equivalent 
scores or adjacent scores. In such cases these scores were 
summed for a final evaluative rating.

A discrepancy was declared, however, if there existed 
non-equivalent but also non-adjacent scores. The particular 
protocol was read a third time by the third rater; or the 
rater who had not previously evaluated that protocol. After
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the third reading, either the two equivalent scores were . 
summed or the middle score was doubled for a final 
evaluative rating. Additionally, a score of 0 was rated for 
a retelling if either the retelling was a copy of the 
actual passage used for the task or if the student's 
retelling did not provide a reasonable amount of information 
to merit an appropriate rating.

From the first holistic evaluation session, the raters 
reported 95% interrater reliability, with only two out of 
the seventy-six protocols receiving a third reading. 
Twenty-seven protocols received equivalent ratings after the 
second reading, seventeen protocols received adjacent 
ratings after the second reading, two protocols received 
equivalent ratings and two received a middle rating 
following the imperative third reading.

The second holistic evaluation session adopted the 
criteria established at the first scoring session. From 
this session the raters reported 100% interrater 
reliability, with none of the seventy-six protocols 
receiving a third reading. Fifty-one protocols received 
equivalent ratings after the second reading, thirty received 
adjacent ratings after the second reading; two received a 
zero rating.

Subsequent to the holistic evaluation all of the 
written retellings were scored according to the qualitative
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rating system (Mitchell and Irwin, 1989 in preparation).
For this session also three raters participated in the 
rating procedures, one of whom was the researcher. The 
session began with a brief discussion concerning the 
definition of the criteria and the categories within the 
profile to which they belonged. Once the raters reached 
consensus they then participated in a demonstration scoring 
session. In this demonstration segment one retelling 
protocol was randomly selected and rated to help assess any 
further discrepancies in identifying evidence of the 
criteria; interrater reliability was reported to be 83%. 
Following the demonstration segment, the three raters 
participated in an anchoring session in which four randomly 
selected retelling protocols were rated by each rater; an 
82% interrater reliability was established by averaging the 
reliability percentages across the four trials. Finally, 
the raters scored a set of eight retelling protocols; the 
researcher rated all eight of the protocols, four retelling 
protocols were unique to the final trial rating of the 
second rater, and the remaining four protocols were unique 
to the final trial rating for the third rater. Interrater 
reliability between the researcher and the second rater was 
85%, and interrater reliability between the researcher and 
the third rater was 71%.
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The third measure utilized in this evaluation process 
was a descriptive analysis of the patterns of 
characteristics occuring both frequently across retellings 
and those occuring in a unique number of retellings. This 
analysis was constructed in order to describe more 
distinctively the particular retelling protocols included in 
this study. These characteristics were identified by 
reading a random sample of 22 of the 79 retelling protocols. 
Generally speaking, the selected descriptors may be arranged 
into two categories which characterize the retellings; 
readership qualities and narrative elements (see Figure 3).

CatgoryReadership Qualities
Characteristic
Message

affective reader response
discourse
influence

unique artistic 
sociocultural

Narrative Elements

description

transformation

abstract
setting
time reference 
character mqtive 
character

character response 
character
story events 
story conflict 
story resolution 
story closure

Figure 3: Descriptive Analysis Criteria.
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The 79 written retellings were rated according to their 
presentation of the particular descriptors identified for 
this analysis. Evidence of a specific characteristic was 
indicated with a tally mark only as that characteristic 
appeared in a retelling protocol. This analysis was 
important to the identification of existing patterns and the 
frequency of their occurence.

The final measure applied toward evaluating the 
retelling data was a frequency tabulation consisting of the 
following four criteria: number of words, number of 
sentences, number of transitions (e.g,. so), and number of 
modifiers (e.g., huge, swiftly). The frequency tabulation 
measure was constructed to address the comparisons occurring 
across retellings of a subset sample of four third grade and 
four fourth grade readers, and occuring between readers of 
higher- and lower-achieving status.

The data collected in this study are analyzed in a 
qualitative manner in order to suitably describe the common 
and unique characteristics and conventions of these 
particular written retellings (Question 1). The general 
patterns of development emerging out of the data from.the 
subset of eight written retellings of the third and fourth 
grade readers (Question 2) and any identifiable similarities 
and differences between the subset of eight written



70

retellings of the higher- and lower-achieving readers 
(Question 3) are presented in the following manner:

Data Presentation 
Story

Question 1
I II III IV

Total
Readers

Question 2

3

4

Question 3

High

Low

Figure 4: Analysis of the Data.
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The general characteristics of the written retellings, 
the general patterns of development for writing retellings 
which emerged from the longitudinal reading/retelling 
experiences, and the similar and different features of the 
written retellings in this study are further presented 
through discussion.

Summary
This chapter offered a discussion of the participating 

subjects, the materials used, the procedures of the study, 
the scoring of the data, and the anlysis of the data. The 
fifteen participants were students in a bilingual classroom, 
and they represented rich, diverse sociolinguistic and 
ethnic communities. These students participated in various 
reading/retelling experiences throughout the academic school 
year and from these four such experiences were selected by 
the researcher for study. The researcher then collected the 
data at specific intervals so that the written retellings 
would be as authentically representative as possible of the 
participants' grade level work.

For the purposes of the study qualitative measures, the 
holistic rating and a qualitative evaluation, were selected 
in order to assign ratings to the written retellings. It 
was important to utilize these measures in order to address 
the notion of "the kinds of things children do when they 
retell stories".
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The descriptive analysis and the frequency tabulation 
of the data were constructed in order to present any 
identifiable characteristics of the retellings of third and 
fourth graders who develop retelling abilities, and also to 
report the similarities and differences of the written 
retellings of higher-achieving and lower-achieving readers.
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CHAPTER 4
RESULTS OF THE STUDY

The purpose of this chapter is to present the results 
of this study through (1) the analyses of the data from this 
study, and (2) discussions which respond to the research 
questions selected for this study.

There will be several circumstances where it is 
relevant to discuss the results of the study in terms of 
indicating a strong, moderate, or minimal degree of 
evidence. A strong degree of evidence provides convincing 
support, a moderate degree of evidence provides reasonable 
support, and a minimal degree of evidence provides very 
limited support for the issue being discussed. The term 
strong is used to describe the relationship of two or more 
sets of scores which differ by 30% or more. The term 
moderate is used to describe the relationship of two or more 
sets of scores which differ between 10% and 30%. The term 
minimal is used to describe the relationship of two or more 
sets of scores which differ by 10% or less. These 
qualitative descriptions were selected due to the nature and 
purposes of this study? more specifically, these qualifiers 
describe the written retellings of third and fourth grade 
readers which are representative of the diverse
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reading/retel1ing experiences they encountered during the 
regular school year.

Research Question #1
What do children do when they retell stories?

This question will be answered by presenting results 
from a qualitative analysis, the Reader Retelling Profile 
(Mitchell and Irwin, 1989 in prep.), and from the 
descriptive analysis of patterns of characteristics of the 
retellings. Generalizations deduced from the evidence will 
be offered which address several aspects of third and fourth 
grade readers' written retellings.

The Reader Retelling Profile attempts to describe three 
general areas of a reader's retelling: (1) reader's text- 
based comprehension, (2) reader's response and reactions to 
the text, and (3) reader's language use. Each of these 
areas is further categorized by specific items which call 
attention to particular aspects that may be evident in a 
retelling.

According to the results presented in Table 1, the 
retellings from this study exhibited the strongest degree of 
evidence for text based comprehension, followed by a 
moderate to high degree of evidence for reader language use, 
and finally a lower degree of evidence for reader 
reaction/response to the text. Specifically, one salient 
feature of the results was that 87% of these retellings
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provided relevant content, concepts, and context (Item 4). 
In other words, these retellings exhibited noticeably more 
accurate information as opposed to exhibiting irrelevant 
information or misinformation. It is further evident that 
less than one third of all the retellings were described as 
including a low degree of literal (Item 1), inferential 
(Item 2), or important information (Item 3) from the text. 

Additionally, the results illustrate that the 
retellings indicate a moderate to high degree of evidence 
regarding the area of the reader's language use. The 
results, however, do not exhibit a moderate to high degree 
of evidence regarding the area of the reader's language 
fluency (Item 9), This finding may be due to the fact that 
the participants were young readers who are not yet 
producing sophisticated language conventions in their 
initial writing samples. The students were not asked to 
revise nor edit their retellings into final products. Yet, 
it is alluring to observe that 80% of the retellings did 
indicate the reteller's sense of audience or purpose (Item 
11). This evidence lends convincing support to the notion 
that retellers act as narrators, and moreover, that a 
retelling event serves as a manifestation of a storytelling 
event. Generally speaking, though, it appears that 
retelling stories captures children's ability to be
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Table 1. Total Reader Retelling Profiles of four third 
grade and eleven fourth grade participants 
according to four degrees of text comprehension, 
reader response/reaction, and language use for 
four stories.

Degree
none low moderate hiah

Item
1 i 11 27 21

TEXT
2 2 16 23 19
3 2 13 23 22
4 1 7 29 23

Subtotal (6) (47) (102) (85)
5 9 25 20 6

READER
6 15 17 23 5
7 8 19 18 15
8 5 15 21 19

Subtotal (37) (76) (82) (45)
9 3 20 22 15

LANGUAGE
10 3 10 29 18
11 2 10 28 20
12 2 19 29 10

Subtotal (10) (59) (108) (63)
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expressive and this is reflected by the findings for reader 
language use in the Reader Retelling Profile.

Regarding the area of the reader’s response and 
reactions to the text, it is difficult to draw a conclusion 
which clearly describes the results. The retellings appear 
to indicate to a lesser degree the readers’ attempts to 
connect background knowledge (Item 5) and their attempts to 
make generalizations based on the text and applied to the 
real world (Item 6). In contrast the retellings are 
described as indicating a higher degree of individualistic 
impressions of (Item 7) and affective involvement with the 
text (Item 8).

In order to further suitably describe the written 
retellings in this study, a list of characteristics was 
generated from the written protocols and then applied as a 
descriptive analysis. This descriptive analysis is a 
powerful exhibition of the qualities and characteristics 
identified in the written retellings of the third and fourth 
grade participants in this study because it highlights the 
uniqueness of each individual retelling.

From this list it was observed that 100% of the 
retellings included a message (Item 1) which is defined, for 
the purposes of this study■, as the point, gist, or 
affirmation of the purpose of the story. The retelling 
includes an attempt to communicate what is most significant.
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in the mind of the reader, about the story. For example, in 
retelling the story "Delilah" one student wrote, "She had to 
make her parents know that she wanted a record player." 
Another student wrote, " . . .  some people get depressed and 
don't feel like living. But I'm sure he wants to live...." 
This testimony supplements the assertion that the act of 
retelling may serve as a form of storytelling.

Regarding the other three items described as readership 
qualities, the retellings generally demonstrated more 
evidence of affective reader response (Item 2) and unique 
artistic discourse (Item 3) than of sociocultural influence 
(Item 4). An example of a reader's affective response to 
the story "Stone Fox" is evident when the reader writes,
"... and told all the other riders not to cross the finish 
line or he'll shoot and he meant it." This reteller chose 
to retell this portion of the story with a powerful and 
emotional description which accentuates this reader's 
affective involvement with the story. An example of unique 
artistic discourse is evident as one student wrote, "And 
time past and spring came and lots of flowers were 
blooming." In this example, the student exercises 
tremendous descriptive power at the closure of the retelling 
by presenting a breathtaking, panoramic view of the end of 
the story. The uniqueness and artistry also lie in the 
manner in which the student fashioned a simple language
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pattern which rendered such emphatic description.
Regarding the aspect of sociocultural influence (Item 4), 
one student wrote, "At school the kids made fun of Carlos 
because of the way he talked...". It appears that the 
reader's sociocultural context is influencing the 
construction of this character description. The story does 
not specifically address how Carlos was treated at school. 
Therefore, it is possible that the reader is connecting a 
similar background experience with the event described in 
the story. Surprisingly, there is not significant evidence 
to support the potent influence of sociocultural factors 
upon the retellings of these readers. This is difficult to 
explain, although it may be true that the sociocultural 
factors which influence a reader's construction of meaning 
for a story are evidenced more strongly for some stories 
than for others. As a reader interacts with a particular 
text, images may be elicited which are influenced by a 
particular sociocultural context and personal background 
experiences. This phenomenon may be due to the story 
content, vocabulary, or the context in which the story is 
being read.

The findings presented here must be considered in light 
of the fact that there were text differences for story II 
which may have rendered incongruous results as compared to 
the general results for the remianing items of the



80

qualitative analysis for readership qualities. Story II was 
significantly longer than the other three stories read for 
the third grade readers, and for the fourth grade readers 
story II appeared to be more abstract in its point or gist 
than the other three stories. These differences may have 
contributed to the lack of evidence for affective reader 
response in the written retellings of the third and fourth 
grade readers for story II.

Table 3 presents the patterns in which narrative 
elements appeared in the written retellings. The items 
described include abstract (Item 1), setting (Item 2), time 
reference (Item 3), character motive (Item 4), character 
description (Item 5),

Table 2. Total Readership Qualities of four third grade and 
eleven fourth grade readers' written retellings 
for four stories.

Item
1

(Readership Qualities) 
2 3 4

Story
I 15 4 4 7

II 15 1 4 5
III 15 9 6 1
IV 15 8 6 0

Total (60) (22) (21) (13)
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Table 3. Total narrative elements of four third grade and
eleven fourth grade readers * written retellings for four stories.

Items (Narrative Elements)
1 2 3 4 5 6 7 8 9 10

11

Story 12 14 10 13 6 12 0 14 11 8 10
II 11 11 13 13 9 12 0 14 12 6 10

III 14 14 14 11 10 13 1 14 14 8 10
IV 7 14 13 15 15 11 0 15 15 12 12

Total (44) (53) (50) (42) (40) (48) (1) (57) (52) (34)(42)

character response (Item 6), character transformation (Item 
7), story events (Item 8), story conflict (Item 9), story 
resolution (Item 10), and story closure (Item 11).

It is evident that setting (Item 2), reference to time 
(Item 3), character responses (Item 6), events of the story 
(Item 8), and the story conflict (Item 9) were identified 
more frequently (in more than 80% of the retellings). The 
written protocols included several refined examples of 
setting (Item 2) which were both common physical 
descriptions of location as well as descriptions of place 
which set the mood for the story. For example, "Little 
Willy and grandfather lived on a potato farm,and "And he 
showed him an old weary house over a tall hill,". The
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references to time (Item 3) were distinctly sophisticated as 
well. These were evident through grammatical elements (e.g.

adverbs) such as, "...every time the sunset would 
rise...," or "Searchlight’s heart burst and she died 
instantly," through the duration of action such as "...and 
in the mornings grandfather..=" or through semantic means 
such as, "...when Carlos decided he didn’t want to talk 
anymore...". Placed within the context of the whole 
retelling these examples appeared to reveal the retellers' 
unique perspective.

The examples of charater response (Item 6), story 
events (Item 8) and story conflict (Item 9) also appeared to 
reflect the personal bias of the retellers. For example, 
"... and then she had died. Stone Fox stopped and he got out 
his gun...", illustrates the response given by Stone Fox to 
Searchlight's death. The reteller has attempted to 
emphasize a character's response by using the surrounding 
story event as the principal content of the retelling. An 
example of story events (Item 8), "So he ate when he was 
done right at the minute the giant was at the door," also 
contains a strong indication of this reader's unique 
perception. Finally, "...he's just dying in his mind.", 
further exemplifies the personal touch of the reader as the 
story conflict is retold.
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The elements of abstract (Item 1), character motive 
(Item 4), character description (Item 5), story resolution 
(Item 10), and story closure (Item 11) were less frequently 
identified (less than 80%) in the written retellings. The 
example of transformation was identified only once, and 
therefore, it appears that this was not a common thing to do 
in writing a retelling of any of the four stories used in 
this study.

From the data on what children do when they retell 
stories, it is obvious that the written retellings of the 
third and fourth grade students included both readership 
qualities and narrative elements; with the narrative 
elements appearing more frequently. The infrequent 
appearance of the majority of readership qualities may be 
due to limited writing experiences and/or to a lack of 
maturity as readers. Further, it should be recognized that 
this infrequency may have resulted because of these 
particular reading selections rather than because the 
readers were not able to give evidence of these readership 
qualities. From these patterns it is possible to generalize 
that the majority of narrative elements will be retold by 
readers. It is not possible, however, to predict which 
specific characteristics would be dominant in the written 
retellings of third or fourth grade readers.
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The majority of the retellings of both third and fourth 
grade participants indicated a moderate to a high degree of 
text based comprehension and reader language use. These 
results parallel the results of Morrow (1985) which 
indicated that children who retold stories were able to use 
more structural elements in a proper sequence and to 
incorporate more syntactically complex narratives. The 
retellings further demonstrated a lower degree of reader 
response/reaction to the text. Finally, it must be 
understood and altogether acknowledged that the retellings 
of young readers are the product of their personal, intimate 
reading experiences and therefore reflect such biases.

Research Question #2
What are some of the identifiable characteristics of the 
retellings of third and fourth grade students who develop 
retelling abilities?

This question will be answered first by presenting 
results from the holistic rating, second from the 
qualitative analysis (Mitchell and Irwin, 1989), third from 
the descriptive analysis, and fourth from the frequency 
tabulation = Generalizations deduced from this evidence will 
be discussed following the presentation of the results.

The holistic rating system was used to compare 
retellings over given periods of time. In this study, eight 
retelling protocols were randomly selected and rated
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according to the holistic rating system. The ratings for 
each protocol are presented by grade level and by story in 
Table 4. A subtotal for each grade level is provided in 
order to specifically compare the retellings accross the 
four stories.

According to the information presented, both for the 
third and fourth grade participants, the holistic ratings 
provide minimal evidence of growth over the selected time 
intervals. The results do demonstrate very similar rating 
and growth patterns for the third and fourth grade 
participants, with the exception of interval II. From these 
data, it seems plausible to state that third and fourth 
grade students develop retelling abilities in a similar 
fashion accross time, and that their written performances 
indicate equivalent development at each interval. As 
previously indicated in the discussion of Table 2, it is 
evident here that story II rendered incongruous results as 
compared to the remaining results of the holistic rating. 
Although the results do not indicate a strong degree of 
development across the four stories, the decreased length of 
story III and story IV may account for the indication of a 
minimal degree development as opposed to a stronger degree 
of development. However, it does not appear that there is 
substantial evidence to support the differentiation in
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quality of retelling abilities across these two grade 
levels.

Therefore, it is possible that the duration of the time 
intervals was not significant enough to demonstrate 
substantial growth between stories. Further, it appears 
that a comparison across these two grade levels would not 
show differences in the ratings due to the novelty of the 
task for both groups of participants. To observe true 
developmental trends in children who develop retelling 
abilites, it would be necessary to pursue a systematic 
observation of one group of participants as they progress 
through several levels of schooling. This pursuit would 
then manifest general trends in the development of retelling 
abilities and which charateristics would be the strongest.

In Tables 5a,b it is apparent that both the third and 
the fourth grade participants' written retellings indicated 
to a higher degree evidence of text based comprehension and 
reader language use. This finding parallels that for the 
total Reader Retelling Profiles (see Table 1). It is 
interesting to observe that the third grade readers' 
retellings indicated to a slightly higher degree each of the 
aforementioned characteristics(see Table 5b). The fourth 
grade readers appeared to demonstrate a low to moderate 
degree of reader response/reaction to the text, whereas the 
third grade readers' retellings indicated evidence of
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Table 4. Total holistic ratings of four third grade and
four fourth grade readers' retellings for four
stories.

Interval
I II III IV

Third grade
12
3
4

43
4 
4

65
4
2

6
64
4

46
4
3

Subtotal (15) (17) (18) (17)
Fourth grade

5 3 2 6 6
6 4 4 4 5
7 6 6 6 4
8 2 2 2 2

Subtotal (15) (14) (18) (17)
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Table 5a. Total Reader Retelling Profiles of four third
grade participants according to four degrees of 
text comprehension, reader response/reaction, and reader language use for four stories.

Degree
none low moderate hicrh
*F/L F/L F/L F/L

Item
1 0/0 0/1 5/3 3/4

TEXT
2 0/0 2/1 5/4 1/3
3 0/0 2/1 3/3 3/4
4 0/0 0/0 4/4 4/4

Subtotal (0/0) (4/3) (17/14) (11/15)
5 1/0 4/3 3/5 0/0

READER
6 2/3 4/1 2/3 0/1
7 1/0 0/4 5/2 2/2
8 0/0 2/2 4/3 2/3

Subtotal (4/3) (10/10) (14/13) (4/6)
9 0/0 2/6 1/1 5/1

LANGUAGE
10 0/0 0/1 6/4 2/3
11 0/0 1/1 2/5 5/2
12 0/0 3/4 4/2 1/2

Subtotal (0/0) (6/12) (13/12) (13/8)

* = F indicates the combined ratings for the first two
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Table 5b. Total Reader Retelling Profiles of four fourth 
grade participants according to four degrees of 
text comprehension, reader response/reaction, and 
reader language use for four stories.

Degree
none low moderate hicrh
*F/L F/L F/L F/L

Item
1 0/0 o/i 5/3 3/4TEXT
2 0/0 2/1 5/4 1/33 0/0 2/1 3/3 3/4
4 0/0 0/0 4/4 4/4

Subtotal (0/0) (4/3) (17/14) (11/15)
5 1/0 4/3 3/5 0/0

READER
6 2/3 4/1 2/3 0/1
7 1/0 0/4 5/2 2/2
8 0/0 2/2 4/3 2/3

Subtotal (4/3) (10/10) (14/13) (4/6)
9 0/0 2/6 1/1 5/1

LANGUAGE 10 0/0 0/1 . 6/4 2/3
11 0/0 1/1 2/5 5/2
12 0/0 3/4 4/2 1/2

Subtotal (0/0) (6/12) (13/12) (13/8)

* = F indicates the combined ratings for the first two
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moderate to high degree of reader response/reaction to the 
text. These findings might be explained by the fact that 
the group of third grade participants are more sophisticated 
or higher-reading/retelling events, and L indicates the 
combined ratings for the last two reading/retelling events.

The results presented in Table 6 indicate that the 
written retellings of the third and fourth grade 
participants are described very similarly in terms of 
evidence of reader's message (Item 1) and reader's affective 
response (Item 2). Further, the results indicate slightly 
greater evidence of unique artistic discourse (Item 3) in 
the written retellings of the third graders than in the 
written retellings of the fourth graders. Regarding the 
aspect of sociocultural influence (Item 4), the written 
retellings for the third graders demonstrated significantly 
more evidence than the written protocols for the fourth 
graders. Because of the small number of participants for 
this portion of the study, it is difficult to interpret 
these findings. Although differences between participants 
were observed in two of the four readership qualities, the 
participants may not have been truly representative of all 
levels of reading/retelling achievement for the class. 
Therefore, a larger sample of participants is needed before 
general trends for readership qualities can be established.



91

Table 6. Total Readership Qualities of four third grade and
four fourth grade readers' retellings for four
stories.

Items (Readership Qualities)
3/4
1

3/4
2

3/4
3

3/4
4

Story I 4/4 1/1 2/1 2/1
II 4/4 0/0 2/0 2/1

III 4/4 3/2 2/2 1/0
IV 4/4 2/3 1/2 0/0

Total (16/16) (6/6) (7/5) (5/2)

The information in Table 7 presents the results from 
the descriptive analysis of narrative elements of the 
written retellings of the four third and four fourth grade 
participants in this portion of the study. The narrative 
elements are the same items addressed in the Table 3 for the 
total study. The information presented indicates that the 
third grade students demonstrated slightly more evidence of 
the majority of narrative elements in their written 
retellings than the fourth grade participants.
Specifically, the results indicate that the third graders 
provided stronger evidence for time reference (Item 3) than 
the fourth graders. However, the fourth grade readers' 
retellings indicated slightly greater evidence of story 
resolution (Item 10). These findings may be due to the 
limited sample sizes of the third and fourth grade
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Table 7. Total Narrative Elements of four third grade and
four fourth grade readers' retellings retellings
for four stories.

Items (Narrative Elements) 
Third Grade

I 2 3 4 5 6 7 8 9 10 11

Story 
I 3 4 4 4 0 4 0 4 3 2

3
II 3 4 4 4 3 4 0 4 4 0

2
III 4 4 4 3 3 4 0 4 4 3

3
IV 3 4 4 4 4 3 0 4 4 4

4

Total
(12) (13) (16) (16) (15) (10) (15) (0) (16) (15) (9)

Fourth Grade
1 2 2 4 5 6 2 8 9 10 11

Story 
I 4 4 2 3 2 3 0 4 3 23

II 4 2 4 4 1 4 0 4 3 33
III 4 4 4 4 2 4 0 4 4 . 33
IV 1 4 3 4 4 2 0 4 4 44

Total (13) (14) (13) (15) (9) (13) (0) (16) (14) (12) (13)
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participants. Regarding the finding for Item 3, the 
possibility exists that the third grade students may have 
previously received more opportunities to read and write, 
and therefore, have demonstrated stronger elaboration or 
artistry in their written retellings. Furthermore, the 
failure on the part of the third grader readers to indicate 
stronger evidence of story resolution (Item 10) may be due 
to the familiarity of story II, "Jack and The Beanstalk”=
It seems plausible that the readers may have spent the 
majority of their task time elaborating on several specifics 
in the story (see Table 8) and then failed either to clearly 
indicate a story resolution or to include one at all.

The frequency tabulation is a cumulative record of the 
number of words (Item 1), sentences (Item 2), transitions 
(Item 3), and modifiers (Item 4). For each of the Items 1- 
4, there was a higher frequency for all measures for third 
grade readers than for fourth grade participants.

A popular expectation may be to observe a greater 
frequency in the number of words (Item 1) as well as the 
number of sentences (Item 2) for the fourth grade readers. 
Although this does not hold true for these readers, the 
frequencies indicate proportional growth for both grade 
level groups in relation to the length of text (see Figure 
1, Chapter 3) that was assigned for the particular 
reading/retelling event. Additionally, the results from
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Table 8» Total frequency tabulations of four third grade 
and four fourth grade readers' retellings 
according to number of words, sentences, 
transitions, and modifiers for four stories.

Frequency Tabulation 
Items

1
Third Grade 

2 3 4

Story
I 363 22 18 64

II 967 32 68 130
III 488 17 34 84
IV 309 14 20 45

Subtotal (2,127)

1

(85)
Fourth

2

(140)
Grade

3

(323)

4

Story
I 385 24 22 61
II 327 11 28 48
III 291 13 23 45
IV 279 . 9 21 38

Subtotal (1,279) (57) (94) (192)
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Table 8 indicate that the third grade participants exhibited 
the greatest frequencies for items 1-4 for story II. This 
finding appears to be due to the story selection. Story II 
was a familiar story to the third grade readers which might 
have influenced the extent of the elaboration in the 
retellings. Accordingly, it appears that the results do 
demonstrate moderate development for third grade readers in 
relation to the frequency of number of words and number of 
sentences. The results are not as conclusive for the fourth 
grade readers? however, there is evidence which indicates 
minimal development for the respective frequencies.

From the tabulations presented in Table 8, it is 
difficult to accurately interpret the degree of development 
demonstrated by either the third or the fourth grade 
participants. For this reason, the total ratios are 
reported for number of words in the written retellings 
compared to the number of words in the story and for number 
of sentences in the retellings compared to the number of 
words in the retellings for four third grade and four fourth 
grade readers across four stories. The ratios describing 
the comparison for number of words across the four stories 
for the four third grade participants are 1) 1:5.6 for story 
I, 2) 1:3.6 for story II, 3) 1:7.5 for story III, and 4) 
1:9.1 for story IV. The ratios describing the comparison 
for number of words across the four stories for the four
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fourth grade participants are 1) 1:10.5 for story I, 2)
1:18 for story II, 3) 1:12.6 for story III, and 4) 1:10.1 
for story IV. According to the information presented in 
this description, it is clear that there was a greater 
proportion of words in a retelling for the third grade 
participants than for the fourth grade participants.
Further, it is important to note that as the third and 
fourth grade readers developed reading/retelling abilities, 
the proportion of words in a retelling for both groups 
became more equivalent. By the fourth story the proportions 
were nearly equal. It is somewhat unexpected, however, that 
the third grade readers would outperform the fourth grade 
readers in terms of the number of words they wrote as 
compared to the number of words in the story they read.

The ratios describing the comparisons for number of 
sentences across the four stories for the four third grade 
participants are 1) 1:16.5 for story I, 2) 1:30.2 for story 
II, 3) 1:28.7 for story III, and 4) 1:22.1 for story IV.
The ratios describing the comparison for number of sentences 
across the four stories for the four fourth grade 
participants are 1) 1:16 for story I, 2) 1:29.7 for story 
II, 3) 1:22.4 for story IV, and 4) 1:30.7 for story IV. 
According to the information presented in the previous 
description which addresses the ratios of number of 
sentences, it is clear that both groups of readers composed
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similar lengths of sentences in the written retellings. No 
significant evidence surfaced which describes any pattern of 
development either for length of sentences in a retelling or 
for number of sentences in a retelling as indicating a 
strong degree of development. Therefore, it appears that 
both groups of participants in this study developed similar 
retelling abilities for composing number of sentences.

The results for number of transitions (Item 3) and 
number of modifiers (Item 4) indicate that the third grade 
readers demonstrated a stronger degree of evidence for 
composing both transitions and modifiers in written 
retellings than the fourth grade readers. The writing 
produced by these readers exhibited definite syntactic 
maturity (Hunt, 1970) in that these readers incorporated 
various types of transitions and modifiers into the 
retelling performances. For example, the protocols present 
the use of transitions (e.g. so, next, when, now, because, 
after) which denote order in and reason for which ensuing 
events were to occur. Further, it was evident that the use 
of modifiers was equally refined due to the incorporation 
of various adjectives, adverbs, possessives, and titles 
(e.g. his, one, scared, Willy's, and Doc). However, the 
results did not present a clear pattern of development for 
composing transitions or modifiers in written retellings for 
either the third or fourth grade readers.
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From the data presented on how third and fourth grade 
readers develop reading/retelling abilities, the results may 
be viewed in either of two distinct fashions. First, the 
results presented across the designated time intervals for 
the third grade readers can be compared against those for 
the fourth grade readers. According to these data, the 
third graders performed at least as well as the fourth 
graders on all measures. However, this may be due, once 
again, to the small number of students compared at each 
grade level, the students reading abilities, and the 
particular texts selected. Second, the results for each 
group can be described separately, across the four stories 
for each grade level. Thus, development can be confirmed 
for these two grade level groups in relation to the 
performance of the respective grade level participants. The 
latter perspective is more appropriate for the purposes of 
this study due to the nature and procedures of the study.
The intent herein is to describe the circumstantial and 
developmental characteristics of the written retellings of 
third and fourth grade readers respectively.

The results presented here for research question #2 
indicate evidence of minimal growth for both the third and 
fourth grade readers. The results further demonstrated that 
the third grade readers outperformed the fourth grade 
readers. These conclusions are drawn from the information
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indicated by each of the analyses of the evaluation measures 
in relation to the type of story and the length of the text. 
Finally, the latter conclusion must be considered in light 
of the fact that the third graders were slightly higher- 
achieving students than the fourth graders based upon the 
following supporting data: 1) teacher judgement, 2) NCE 
scores for ITBS reading comprehension subtest, and letter 
grade average received for school performance in Language 
Arts (see Appendix H). Although the means for the NCE 
ratings for the ITBS reading comprehension subtest are 
similar for both groups, the performances offered by the 
third grade students appear to be due to the range 
difference for each group as opposed to the level of 
sophistication of the readers. Essentially, these 
supporting data indicate that the range of NCE ratings was 
narrower for the third grade students than for the fourth 
grader students. Therefore, the third graders were a more 
homogeneous group which would account for the superior 
performances.

Research Question #3
What are the similarities and differences between higher- 
achieving and lower-achieving readers as they retell 
stories?

This question will be addressed first by presenting 
results from the holistic rating, second from the
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qualitative evaluation, third from the descriptive analysis, 
and fourth from the frequency tabulation. Generalizations 
which emerge from these results will be discussed following 
the respective presentations. The results from the 
holistic rating in Table 9 indicate that the ratings were 
similar for the first reading/retelling event for both 
higher- and lower-achieving participants. The differences 
emerge between the two sets of participants across the 
second, third and fourth stories. It appears that the 
higher achieving readers are performing the 
reading/retel1ing task with a significantly greater degree 
of accomplishment as compared to the holistic ratings 
received by the lower-achieving readers.

In general, the ratings for the reading/retelling 
performances of higher-and lower-achieving readers appear to 
be similar at the outset of developing such
reading/retelling abilities. This finding may be due to the 
novelty of the task at that point in time for both groups of 
readers. Furthermore, it is clear that as higher-and lower- 
achieving readers develop retelling abilities, higher- 
achieving readers exhibit a significantly greater degree of 
accomplishment. This finding is supported by the 
conclusions of Kapinus et al. (1987) which argued that good 
readers recall significantly more story elements and 
organized the recall in a holistic fashion better than poor
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Table 9. Total holistic ratings of four higher-achieving
and four lower-achieving readers' retellings for
four stories.

I
Interval
II III IV

Higher- Achieving
1 4 6 6 4
2 3 5 6 6
3 3 2 6 6
4 6 6 6 4

Subtotal (16) (19) (24) (20)
Lower-Achieving

1 4 4 4 4
2 4 2 4 3
3 4 4 4 5
4 2 2 2 2

Subtotal (14) (12) (14) (14)
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readers. The results presented in Table 10 indicate three 
noteworthy conclusions. First, the results for text based 
comprehension demonstrate that the higher-achieving readers 
received more high degree ratings for their written 
retellings, and the lower-achieving readers received more 
moderate degree ratings for their written retellings.
Second, the majority of the retellings of the higher- 
achieving readers received moderate to high degree ratings 
for the category of reader response or reaction to the text. 
The majority of the retellings of the lower-achieving 
readers received low to no degree ratings. Finally, 
the retellings of the higher-achieving readers received 
significantly higher ratings than those of the lower- 
achieving readers for the category of reader language use. 
This finding correlates strongly with the finding from the 
holistic rating which indicated that the higher-achieving 
reader's retellings received notably higher ratings than the 
lower-achieving readers' retellings, and therefore, appeared 
to indicate greater use of articulate language conventions 
(see Table 9).

From the information presented in Table 11 essentially 
two conclusions can be drawn. First, it is apparent that 
the written retellings of the higher- and lower-achieving 
readers generally indicated similar evidence of a message 
(Item 1), unique artistic discourse (Item 3), and
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Table 10. Total Reader Retelling Profiles of four higher- 
achieving and four lower-achieving readers1 
retellings according to four degrees of text 
comprehension, reader response/reaction, and 
language use for four stories.

none
H/L

Degree
low
H/L

moderate
H/L

hiah
H/L

Itemi
*1 0/0 1/2 5/13 10/1

TEXT
2 0/0 3/5 4/10 9/1
3 0/0 3/3 3/9 10/4
4 0/0 1/1 2/14 13/1

Subtotal (0/0) (8/11) (14/46) (42/7)
5 2/2 3/11 9/2 2/1

READER
6 2/7 4/4 7/4 3/1
7 1/2 3/7 6/5 6/2
8 1/1 4/5 1/9 10/1

Subtotal (6/12) (14/27) (23/20) (21/5)
9 o/i 5/8 4/5 7/2LANGUAGE
10 o/i 2/4 5/11 9/0
11 0/0 1/3 6/10 9/3
12 0/0 2/10 9/6 5/0

Subtotal (0/2) (10/25) (24/32) (30/5)

*Item 1 should be read as follows: No higher-achieving 
readers and no lower-achieving readers failed to ehibit 
evidence of text based comprehension in the written 
retelling (etc.); the written retellings of one higher- 
achieving and two lower-achieving readers indicated a low 
degree of text based comprehension (etc.).
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Table 11. Total Readership Qualities of four higher-
achieving and four lower-achieving readers'
retellings for four stories.

Items (Readership Qualities)
IH/L 2H/L 3H/L 4H/L

Story
I 4/4 2/0 1/2 2/1II 4/4 0/0 1/1 1/2III 4/4 4/1 3/1 1/0
IV 4/4 3/2 2/1 0/0

Total (16/16) (9/3) (7/5) (4/3)

sociocultural influence (Item 4). Second, the evidence of 
affective reader response indicated by the retellings of 
the higher-achieving readers was convincingly stronger than 
the evidence indicated by the retellings of the lower- 
achieving readers. This finding is consistent with the 
results presented in the qualitative evaluation for reader 
response and reaction to text (see Table 10).

The information in Table 12 is a record of the results 
from the descriptive analysis of narrative elements for both 
higher- and lower-achieving readers. According to these 
results, it is apparent that the written retellings of the 
higher-achieving readers indicated stronger evidence of 
narrative elements for several of the Items (3,6 9, and 10).
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Table 12. Total Narrative Elements of four higher-achieving
and four lower-achieving readers' retellings for
four stories.

Items (Narrative Elements) 
Higher-achieving Readers

1 2 3 4 5 6 7 8 9 1 0 11

Story
I 3 4 4 4 1 4 0 4 3 23

II 4 3 4 4 3 4 0 4 4 23
III 4 4 4 4 3 4 0 4 . 4 44
IV 3 4 4 4 4 4 0 4 4 44

Subtotal (14) (15) (16) (16) (11) (16) (0) (16) (15) (12) (14)
Lower-achieving Readers

I 2 3 4 5 6 1 8 9 10 11

Story
I 4 4 2 3 1 3 0 4 3 23
II 3 3 4 4 2 4 0 4 3 12

III 4 4 4 3 2 4 0 4 4 13
IV 1 4 3 4 4 1 0 4 4 44

Subtotal(12) (15) (13) (14) (9) (12) (0) (16) (11) (8) (12)
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Due to the general similarity of the indications for both 
groups’ retellings it is difficult to draw definite 
conlusions from these data. However, it seems that the 
holistic rating may be a more powerful means for assessing 
and describing these written retellings because it provides 
a means of rating quality of written expression as compared 
to simple enumeration of narrative elements. Higher- 
achieving readers differ from lower-achieving readers in the 
quality of their retellings but not necessarily in the 
presence or absence of narrative elements. Additionally, 
the results demonstrate equivalent ratings for setting (Item 
2) and story events (Item 8). The findings for Items 2 and 
8 are not surprising since the setting (Item 2) and general 
story events (Item 8) are obvious characteristics in most 
children’s stories. Contrary to the findings of Krein and 
Zaharias (1986) these results indicated that lower-achieving 
readers produced story structures in their written 
retellings equal in development to those of the higher- 
achieving readers (see Table 12).

The information in Table 13 is a record of the 
frequency tabulations for number of words (Item 1), number 
of sentences (Item 2), number of transitions (Item 3), and 
number of modifiers (Item 4) used in the written retellings 
for the higher-achieving and lower-achieving readers. It is 
evident that the written retellings of the higher-achieving
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Table 13. Total frequency tabulations of four higher- 
achieving and four lower-achieving readers' 
retellings according to number of words, 
sentences, transitions, and modifiers for four stories.

Frequency Tabulation 
Items

1 2 1 4
Story

I 392 21 24 54 HIGHER-II 791 25 51 113 ACHIEVING
III 466 16 35 82
IV 377 15 27 55

Subtotal (2126) (77) (137) (304)
I 356 25 16 71 LOWER-
II 503 18 45 65 ACHIEVING

III 313 14 22 47
IV 208 8 14 28

Subtotal (1380) (65) (97) (211)

\



108

readers indicated greater frequencies for all items across 
the four intervals, with the exception of Item 2 and Item 4 
for story I. In other words, the results indicate that the 
lower-achieving readers produced more sentences and 
modifiers than the higher-achieving readers for the first 
reading/retelling event. This finding may be significant 
due to the fact that in the early stages of acquiring 
retelling abilities, lower-achieving and higher-achieving 
readers may exhibit parallel performances by producing 
equivalent numbers of sentences and modifiers. Furthermore, 
a salient feature of these results suggests that in the 
development of reading/retelling abilities, the retellings 
of higher-achieving readers indicate significantly more 
elaboration in the use of transitions and modifiers. This 
concurs with the findings of Froese (1983) which indicated 
that students produce more elaborate texts when retelling 
stories than with other modes of expression. There also 
exists a strong correlation between longer retellings and 
higher holistic ratings (see Table 9). This finding is 
predictable because readers who produce longer retellings 
might be expected to accomplish more in the retelling.

Finally, the results presented here for Research 
Question #3 indicate strong evidence that higher-achieving 
readers produce superior performances on written retelling 
tasks than lower-achieving readers. It is evident that.
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during the initial development of retelling abilities, 
lower- and higher-achieving readers exhibit similar 
performances. Conclusions were drawn from the information 
presented by the holistic rating, the qualitative 
evaluation, the descriptive analysis, and the frequency 
tabulation.

Summary
It is evident that the written retellings of the total 

group of readers in this study appear to indicate high 
degrees of text based comprehension and reader language use, 
and strong evidence of some reader response characteristics 
such as unique individualistic impressions of the text and 
affective involvement with the story. The results indicated 
that all the retellings included a message which indicates 
that the retellers were consistently making attempts to 
communicate a point or to declare their impression of what 
was most important about the story. Further, the retellings 
included the majority of narrative elements discussed in 
Table 3.

The findings of this study also indicated that the 
group of third grade readers appeared to produce superior 
performances to those of the fourth grade participants 
according to the four measures used for this portion of the 
study. The third grade participants' retellings received 
higher holistic ratings, included a greater degree of
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readership qualities, stronger evidence of narrative 
elements, a higher frequency of number of transitions, and a 
higher frequency of number of modifiers than those of the 
fourth grade participants. The third and fourth grade 
readers appeared to produce similar retellings at the outset 
of the study and they appeared to develop similar retelling 
abilities for composing number of sentences at the 
conclusion of the study.

The findings of this study further indicate that the 
higher-achieving and lower-achieving groups of readers 
exhibited similar retelling abilities at the outset of the 
study. Through the development of reading/retelling 
abilities, though, it became evident that the higher- 
achieving readers produced superior performances to those of 
the lower-achieving readers. These performances differ more 
in quality of written expression as evidenced by the 
holistic rating, the qualitative evaluation, and the 
readership qualities from the descriptive analysis. In 
other words, the results do not provide convincing evidence 
that performances of higher-achieving and lower-achieving 
readers differ by the presence or absence of specific 
retelling characteristics.

Finally, the purpose of this study was to observe what 
a group of retellers tended to do over an extended period of 
time. Research questions investigated the retellings of the
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whole class of third and fourth grade readers as well as 
various subgroups (grade level, ability). These written 
retellings were selected due to their production at specific 
intervals during the academic year by the participants. 
Although the above tendencies were observed, any 
generalizations about third or fourth grade readers who 
write retellings of the stories they read, are generated 
with extreme caution. The retellings of any third or fourth 
grade reader will unquestionably reflect the personal 
uniqueness of that reader.
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CHAPTER 5
CONCLUSIONS, IMPLICATIONS, AND RECOMMENDATIONS

This purpose of this chapter is to present 1) a 
restatement of the problem, 2) related research, 3) the 
design and procedures employed in the study, and 4) the 
findings of the study. Conclusions, implications, and 
recommendations for further research and instruction drawn 
from the results of this study are also discussed.

Restatement of the Problem
The purpose of this study was to generate a description 

of the common and unique characteristics and conventions 
evidenced in the written retellings of third and fourth 
grade readers. Secondary purposes were to describe 1) the 
characteristics and patterns of development of written 
retellings and 2) the similarities and differences of 
written retellings of third and fourth grade readers.

Related Research
Literature relevant to the purposes of the study was 

reviewed and presented. Of particular relevance to this 
study were studies which investigated the diverse uses of 
story retelling. The majority of this research investigated 
the use of story retelling as a measure of general reading 
comprehension. Further investigations explained its uses as 
an assessment tool for primary and secondary oral language
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development and as an instructional technique.
Additionally, literature which described developmental 
trends in reading was examined, providing a background for 
the observation of characteristics and patterns of 
development in the written retellings of third and fourth 
grade readers. Finally, literature investigating 
similarities and differences between higher-achieving and 
lower-achieving readers was discussed, providing a 
background for the description of ability similarities and 
differences evident in written retellings.

Design and Procedures
The four third and eleven fourth grade participants 

were selected for participation in this study from a 
bilingual classroom in an elementary school in Tucson, 
Arizona. These students represented various diverse ethnic 
groups and exhibited diverse linguistic abilities. Although 
the students participated in several reading/retelling 
events throughout the course of the academic year, four such 
events were selected for examination for this study. The 
researcher collected the written retellings at the 10th, 
18th, 28th, and 36th weeks during the school year. These 
selection points were preferred because it was important 
that the written retellings be as authentically 
representative as possible of the participants' grade level 
work at regular intervals during the schol year.
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The participants each were assigned to read a 
particular story and immediately following the reading they 
were asked to write a retelling of that story. The process 
of retelling stories was introduced first through teacher 
modelling, and then practiced as oral retelling. Second, 
the students were asked to write their retellings 
independently. Prereading instruction was offered before 
students were assigned the particular stories. The 
reading/retelling events occured within a one hour time 
period, with thirty minutes allotted for reading the story 
and for writing the retelling.

The data were examined in two distinct fashions in 
order to appropriately answer the three research questions. 
Qualitative measures, the Reader Retelling Profile (Mitchell 
and Irwin, 1989 in preparation) and a descriptive analysis, 
were selected for the assessment of the data in order to 
describe the quality of written expression evident in the 
written retellings. The data were further examined 
according to a frequency tabulation and a a holistic rating 
measure, along with the qualitative measures. The latter 
process assisted in the description of any developmental 
trends among third and fourth grade readers who write 
retellings and comparisons between ability groups of two 
sample groups randomly selected for these purposes.
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Findings of the Study
The results from the qualitative evaluation and the 

descriptive analysis for the total group of participants 
indicated high degree of text based comprehension, a high 
degree of reader language use, and strong evidence of some 
reader response characteristics such as unique
individualistic impressions of the text and affective /
involvement with the story. Further, these results 
indicated that the retellings included the majority of the 
narrative elements.

The findings of the this study indicated that the group 
of third grade students produced superior performances to 
those of the fourth grade students. The findings also 
indicated that both the third and fourth grade participants 
demonstrated similar patterns for developing retelling 
abilities across the four stories. This conclusion is 
supported by the evidence from the comparisons of the 
holistic ratings, some characteristics of the qualitative 
evaluations, and the analyses of several narrative elements.

Finally, the findings of this study indicated that the 
higher-achieving and lower-achieving readers produced 
similar written retellings at the outset of the study.
Through the development of reading/retelling abilities over 
the four stories, however, it became apparent that the 
higher-achieving readers produced superior written
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retellings to those of the lower-achieving readers.
Conclusions

The following conclusions were drawn from the findings 
of this study:

1. Training readers to retell stories orally and in 
writing fosters notable evidence of general 
reading comprehension in written retellings.

2. Written story retellings vary among readers in the 
quality of written expression rather than in the 
presence or absence of specific retelling 
characteristics or features.

3. Definite patterns of development for writing 
retellings appear to depend upon previous writing 
experiences, reading ability, and particular text 
features.

Implications
The following implications are suggested by the 

conclusions of this study:
1. Written retellings offer opportunities for readers 

to express varying understandings of what they 
have read.
Written story retellings exhibit most readership 
qualities and narrative elements for most readers? 
however, they differ in the notability of written 
expression.

2.
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3. Previous writing experiences and reading ability 
of the reader can be expected to enhance the 
development of writing retellings.

4. The particular features and familiarity of a 
text can be expected to influence the quality of 
written expression, the length, and the degree of 
elaboration of a written retelling.
Recommendations for Further Research

Results from this study indicate that further 
investigation in the following areas is warranted:

1. Reinvestigation of this study using a 
predetermined selection of children's narrative 
literature.

2. Reinvestigation of this study using a 
predetermined selection of children's expository 
literature.

3. Reinyestigation of this study using only selected 
pieces of multi-ethnic children's literature.

4. Reinvestigation of this study using texts in 
Spanish and English with equilingual bilingual 
children.

5. Reinvestigation of this study with a random sample 
group of participants.
Reinvestigation of the study comparing differing 
grade level groups of relative reading abilities.

6.
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7. Reinvestigation of this study with more 
participants of both lower- and higher-achieving 
reading abilities.

8. Reinvestigation of this study increasing the 
number of reading/retelling events.

9. Reinvestigation of this study increasing the time 
frame for observing the development of 
reading/retelling abilities for one group of 
participants.

10. Reinvestigation of this study to include a post
retelling protocol which surveys the readers' 
evaluation of the strategies they employed for 
retelling.

11. Reinvestigation of this study to include a post
retelling protocol which surveys the readers' 
evaluation of what they retold.

12. Reinvestigation of this study to examine the 
development of oral story retelling abilities.

Recommendations for Instruction
Results from this study indicate that further 

investigation in the following areas is warranted %
1. Teachers should provide a model for story

retelling orally and in writing prior to using 
retelling.
Teachers could use writing retellings of stories2.
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to allow readers to demonstrate their control of 
text based comprehension, affective reader 
response, and language use.

3. Teachers could use written retellings to observe 
the differences in the ways readers express their 
understanding.

4. Teachers could use written retellings to observe 
the improvement of reading comprehension.
Teachers could use written retellings to observe 
the improvement of writing abilities.

5.
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BIRTHDAY
It was two weeks before her birthday. Delilah wanted a 

record player, but the trick was to let her mother and 
father know without really telling them. If she told them, 
it wouldn't really be a surprise. And she knew her mother 
and father loved to surprise her. At dinner that night she 
dropped a hint to them.

"We're studying how sounds works at school," she said. 
"I learned how you get sound out of a record player. It's 
very, very interesting."

Several nights later they all went shopping together. 
Delilah stopped at a record bin and began thumbing through 
it. Her mother said, "We'll meet you in Housewares." She 
left Delilah thumbing.

A salesclerk came over. "May I help you?" he asked 
Delilah.

"Just looking," Delilah said, and made her way to 
Housewares, where she found her mother and father buying 
garbage bags.

In the car on the way home, Delilah asked her father 
what his favorite kind of music was.

"I like all kinds," he said.
"I guess I like rock best," her mother said.
"Me too," said Delilah.
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"O.K. I get it,” her father said. Then he turned the 
car radio to a rock station. Delilah wasn’t so sure her 
father understood her hint.

The next week she borrowed the record of Peter and the 
Wolf from the library.

’’Why did you take out a record?” her mother asked.
’’Because I like it,” Delilah answered. ’’And I'm going 

over to Monica's house to listen to it.”
Too bad you don't have your own record player,” her 

mother said. "By the way, would you mind picking up a 
tiarton of milk on your way home?”

Delilah didn't mind at all. In fact, she was very 
happy. She was sure her mother had guessed what she wanted 
for her birthday. Now all she had to do was wait, which was 
very hard to do.

But finally her birthday arrived. She got seven out of 
ten wrong on a Spelling test because she couldn't pay 
attention. Then her teacher asked her a question she 
couldn't answer because she didn't hear it.

It would have been an awful day, except that it had 
been her birthday. When Delilah got home from school, her 
mother and father were waiting for her. They had both come 
home early from work.

"Happy birthday, Delilah!" they said at the same time.
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"Thank you," Delilah said biting her lip. She could 
hardly stand the suspense.

"We have a present for you," her father said. "It1s in 
your room."

Delilah dashed off to her room. When she got there, 
she stopped short. She was very surprised. Curled up on 
her bed was a puppy. It was sleeping peacefully.

"Oh!" Delilah siad.
The puppy opened it's eyes and looked at her without 

raising it's head. Delilah loved the little dog at once and 
forever. She called her puppy Hi-Fido.
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Once upon a time there lived a woman who had a son named 
Jack. The woman and her son were very poor. All they had 
was a small house and a cow.

Jack and his mother worked long hours in their garden 
to grow food. But they never had enough to eat.

Jack’s mother needed money to buy food and warm 
clothes. So one day she told Lack to take their cow to town 
and sell it. Jack went off to town with the cow.

On the way Jack met a man. The man said, ’’Good 
morning. Where are you going this fine day?"

’’I’m going to town to sell this cow," Jack answered.
The man said, "I'll trade you some magic beans for your 
cow.®’ The man held out his hand. He showed Jack some 
brightly colored beans.

The colors of the beans seemed to grow brighter as Jack 
looked at them. Jack really wanted the beans. So he gave 
away the cow and took the beans home.

When Jack's mother saw the beans she was very angry.
She threw the beans out the window and sent Jack to bed 
without his supper.

The next morning Jack saw something growing outside his 
window. The magic beans had grown overnight into a huge 
beanstalk! It was so tall that Jack could not see the top
of it.
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Jack went out and started to climb the beanstalk. He 
climbed and climbed until he got to the top. And there 
before him, Jack saw a strange new land.

Jack started walking. Soon he came to a castle and 
knocked on the door. "I'm hungry," said Jack. "May I have 
some bread?"

"Yes," said the woman. "But you must eat quickly. My 
husband is a mean giant. If he comes home and finds you, 
he’ll eat you for dinner."

While Jack was eating, he heard a loud noise. The 
giant was coming home! Jack ran and hid in a basket. And 
just in time, for the giant was at the door!

As the giant came in, he sniffed and roared, "Fee, fi, 
fo, fum! I smellt he blood of an Englishman!"

"That’s just your dinner you smell," said the woman. 
"Sit down and eat."

So the giant ate his dinner. Then he got out a bag of 
gold coins and began to count them. After a while the giant 
fell asleep.

Jack had been watching the giant through a hole in the 
basket. Now Jack crawled out of the basket. He took the 
gold and quickly climbed down the beanstalk.

Jack’s mother was very happy when she saw the gold.
Now they would have money for food and clothes.
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As before, Jack asked the woman for food. And, as 
before, she gave him something to eat. Jack ate the food 
qickly and hid in the basket.

Soon the giant came in and sniffed and roared, "Fee, 
fi, fo, fum! I smell the blood of an Englishman!"

"That's just your dinner you smell," said the woman. 
"Sit down and eat."

After the giant ate his dinner he brought out a hen.
He put the hen on the table, and it laid a golden egg.
After a while the giant fell asleep.

Jack crawled out of the basket, took the hen, and 
climbed down the beanstalk.

Jack's mother was happy when she saw the hen lay golden 
eggs. Now they had enough gold for the rest of their lives.

Oncfe again Jack worked in the garden for a week. Then 
he decided to climb the beanstalk again.

When he reached the top, the woman fed him again. Jack 
ate quickly and hid in the basket. As soon as Jack had 
hidden, the giant came in the door. The giant sniffed and 
roared, "Fee, fi, fo, fum! I smell the blood of an 
Englishman!"

"That's just your dinner you smell," said the woman. 
"Sit down and eat."

For the next week Jack helped his mother in the garden.
Then he decided to climb the beanstalk again.



After the giant had eaten his dinner, he took out a 
beautiful golden harp. He put it on the table. "Play," he 
said to the harp. The magic harp played a beautiful song, 
and soon the giant fell asleep.

Jack crawled out of the basket. He took the harp and 
started for the beanstalk. But suddenly the harp shouted, 
"Master! Master!"

The giant woke up and saw Jack. He ran after Jack.
But just as he reached out to grab Jack, the giant tripped. 
Jack climbed down the beanstalk as fast as he could, 
yelling, "Mother! Mother! Bring the ax!" Jack could hear 
the giant coming down the beanstalk after him.

When Jack reached the bottom, his mother gave him an 
ax. Quickly Jack chopped down the beanstalk. It crashed to 
the ground. And that was the end of the giant.

Now Jack and his mother had everything they would ever 
need. They had their house and their garden. They had gold 
to buy food and clothes, a hen to lay golden eggs, and a 
harp to play songs for them. And so they lived happily ever
after.
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Carlos Vega came to New York from Puerto Rico. Carlos 
didn't like New York very much. He kept wishing he was back 
in Puerto Rico.

In Puerto Rico everyone understood what he said.
That's because everyone else spoke Spanish too. There all 
the books were printed in Spanish. And he could read them. 
But in New York he had to learn a new language.

"Why does everything have to have two names?" Carlos 
thought. "First a Spanish name. Now an English name too!"

Sometimes Carlos didn't use words and he got along 
fine. When he wanted to show something to a friend, he took 
it out of his pocket and showed it. He didn't have to say, 
"Look at my marble." So one day Carlos decided that he 
wouldn't talk anymore. "I'll nod my head for yes and shake 
my head for no. And I'll draw pictures to explain what I 
mean."

The rest of the week went by and Carlos didn't say a 
word. He learned many English words eventhough he didn't 
want to. That's because he listened to his friends talking. 
He didn't want to stop listening to people. That would be 
too lonely. But he never said the new words out loud.

The whole Vega family was beginning to worry about 
Carlos. Every morning his mother asked him, "Do you feel 
like talking today?" Every morning Carlos smiled and shook 
his head no.
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One Friday Carlos and his brother Angel were walking 
home from school. As they waited patiently for the light to 
turn green, someone said hello. They turned around and saw 
a boy about the same age as Carlos.

"Hello," the boy said again. "I heard you coming and I 
hope you can do me a favor."

"What?" asked Angel.
"Could you walk me to my house?" the boy asked.
"Sure we can!" Angel replied.
Carlos nodded his head and smiled at the boy, but he 

was curious why the boy wanted someone to walk him home. 
Carlos had been going home by himself for a long time. "I 
go to a school six blocks from here," the boy said. "My 
mother meets me at my school and takes me home. If she’s 
late I’m supposed to wait for her. But today I didn’t want 
to wait. A boy walked me to this corner."

"What's your name?" Angel asked.
"Ricky Hernandez."
"I'm Angel Vega and this is my brother Carlos."
"Why doesn't he say anything?" Ricky asked.
"He doesn't like to talk," said Angel. Suddenly Angel 

shouted, "Oh no! I forgot the hamster! It's my turn to 
take it home for the weekend. And I left the cage on my 
desk! I've got to get it! Carlos will take you home."
Angel ran back into the school.
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"Say, Carlos, you don't know where I live yet, do you?"
Carlos shook his head.
"I wish you'd talk. Will you listen if I tell you how 

to get to my house?"
Carlos nodded his head.
"Listen, Carlos. If you're not going to talk to me at 

all, I'm going to wait for Angel to come out. But what if 
Angel comes out another door and doesn't come this way?" 
Ricky asked. "Maybe I'll go home with you and wait for 
Angel there. Where do you live?"

Carlos pointed around the corner.
"Do you live far from here?" Ricky asked.
Carlos didn't know what to do. All his other friends 

understood him when he pointed somewhere. Then Carlos 
thought of something. He took a peice of chalk from his 
pocket. He bent down and draw a map to show where his house 
was.

"I know you don't like to talk much," Ricky said. But 
I wish just this once you'd talk to me.

Carlos threw his chalk down. He was very angry.
"I can't see what you wrote on the sidewalk," Ricky 

said. "I know you wrote something because I heard the chalk 
rub against the sidewalk. But I can't see it. I can't see 
you or anything else. So will you please just take me to 
your house to wait for Angel?"
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Carlos stood very still. He thought for a minute.
This was the first person he had ever met who could not see. 
He didn't want to start talking to Ricky and then change his 
mind again later. But Ricky couldn't see his face or his 
pictures. "All right," Carlos said. "I'm going to talk to 
you. Not to everybody. Just to you. Where do you live?"

Ricky told Carlos where he lived. When they got there, 
Ricky's mother was walking out the door. "Ricky!" she said. 
"What are you doing here? You know you're supposed to wait 
for me at school even if I'm delayed, so please wait for me 
next time!"

"All right !" Ricky said. "Mother this is Carlos."
"Hello, Carlos, and thank you for walking Ricky home. 

Would you like tyo come up for a while?"
Carlos nodded his head.
In Ricky's room Carlos saw an unusual book open on the 

desk. The book had no letters on the page. It had lots of 
bumps instead. "What's this book?" Carlos asked Ricky.

"That's how I read," Ricky said. "It's called the 
Braille system. The bumps are letters, and I read by 
touching the bumps with my fingers."

Carlos touched the bumps on the page. "I wish I could 
touch the letters I read."

"You can," Ricky said. "I learned your kind of letters 
too, by touching them." He went over to a closet. He
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pulled out a bag of blocks and emptied the blocks onto the 
floor-

Carlos picked up a block with the letter B carved on 
it. The shape of the letter was higher than the rest of the 
block. "I can feel the B," Carlos said.

Then Ricky and Carlos played a game with the blocks. 
Carlos spelled words and Ricky tried to read them. And 
Ricky spelled words and Carlos tried to read them. Carlos 
liked spelling with the blocks.

After a while Ricky's mother came into the room. "Why 
don't you lend your blocks to Carlos for a while?" she asked 
Ricky.

"All right," Ricky siad.
"Bueno!" said Carlos. He grinned at Ricky's mother. 

"And I can show them to my brother." Then he stopped 
grinning. He was thinking that he had just talked to 
Ricky's mother. "I guess I'll talk to your mother too," he 
said.

Ricky gave the bag of blocks to Carlos. "Can you come 
with us to the park on Saturday?" Ricky asked.

"I'll have to ask my parents first," Carlos replied.
"You mean you're going to talk to them?" asked Ricky.
Carlos shrugged his shoulders. "I don't know yet."
When Carlos got to his house, everyone was a t the 

table eating supper. They all said hello. Carlos was
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afraid to start talking again. He was afraid his family 
might laugh at him.

Slowly Carlos took two blocks out of the bag and put 
them on the table. Everyone was quiet. "I've got some 
blocks with letters on them," Carlos said. He looked at his 
family. No one laughed.

Carlos felt funny talking to everyone again. But he 
felt good too. He smiled at his family. "I have a lot of 
things to tell you. First there are the blocks. And then 
Ricky's book. And me walking Ricky home. And the park.
Can I go with Ricky to the park?"

His father smiled happily. "One thing at a time!"
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"What foolishness," said the fox, looking directly at 
the very small mole who was stretched as flat as a leaf on 
top of a large rock. "You belong under the ground. You 
will fry yourself on that rock."

"That's what I'm hoping will happen," said the mole in 
an almost vanished voice. "They don't want me down there."

"Indeed," said the fox. "And why not? Are you stupid- 
-or perhaps unwilling to be moleish?"

"Not unwilling. Unable. I am different from the rest. 
I can see."

For the first time the fox's interest picked up and he 
looked at the despairing animal with some respect.

"And the others are naturally blind. Is that not so?" 
the fox asked. He smoothed his whiskers thoughtfully. "Why 
don't you hide your ability to see?"

The mole raised his pointed head from the stone. "I 
couldn't. I love to look." As he talked, he slowly sat up. 
"I would come out of a tunnel at sunset and let the sky 
dazzle me. Then I would go back and tell them about the 
colors. I would pop up into a feild of ripe corn and look 
at the stalks that reached to the sky like spires. I would 
go back and tell them about it. I would— "

"Yes, yes," said the fox. "let's not cloud the problem 
by describing a world I know very well. What finally 
happened?"
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"They held a meeting of all the moles, even called it 
an Assembly. They decided to banish me. They threw me out 
is how I feel about it.Might as well have shoved me from the 
burrow like a sack of bad roots. Even my brothers and 
sisters and sisters were too ashamed to say goodbye at the 
last."

The fox gazed impatiently at the mole who was now 
crying softly. "Why don't you cry for a few minutes and get 
it over with? Then we talk about how you can best serve 
me."

The mole lost his tears in astonishment. "Serve you? 
But why?"

"Because you need work to do in an upper world where 
you are a stranger. Otherwise you will become a victim.
Some other animal might make a slave of you forever, knowing 
your gentleness and desire to please."

"You seem to know very well already," said the mole 
shyly, rather comforted by fox's understanding.

"I do, old friend, I do. I am not known to be 
brilliant for nothing." The fox took a moment to study the 
mole then went on. "First I must know your name."

"It's Maybe."
The fox laughed. "May be, might be. Flay me, knight

me!"
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"No need to make fun," said the mole with some dignity. 
He had left the rock and was seated in the grass.

"I'm not really. Rhymes come to me quite easily. 
However, to business, dear Maybe. Climb on my shoulder. I 
wish to show you something."

The mole obeyed and found a cozy hollow in the soft
fur.

"See that rather weary house over the hill?" asked the
fox.

"I do," said the mole, looking at the roof, the peeling 
paint, and the ragged ragged geraniums at each side of the 
cracked front door.

"It belongs to a most ungenerous man named Sting. He 
feeds his chickens so little, they're not worth steeling.
And he's never been known to give so much as a walnut to a 
hungry squirrel. Oh, he's happy enough— no need to crinckle 
up with pity. But the piont is, he is rumored to have 
buried a great treasure somewhere about his house."

And that's where you come in. You're to dig for it," 
said the fox.

"And if I find it?"
"We'll divide the gold. One share to you, nine shares 

to me."
"How do you know it is gold?" asked the mole, not aware 

of the unbalanced bargain.
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"I don't. But what else would be worht burying? How 
about it? Are you willing?"

"Maybe," said the mole.
"I already know your name," said the fox. When he was 

determined, he never accepted a weak reaction.
The mole smiled. "I'll do it," he said. "You're my 

friend and I'll do it."
So it was that very evening, after the sunset had left 

the windows of Mr. Sting's house, that Maybe began his 
methodical tunneling. First he circled the house under the 
earth, then foot by foot, widened his search.

A little before midnight Maybe emerged, very dirty and 
very tired. The fox was waiting for him.

"No luck," said Maybe, "except some grubs I ate for 
supper."

"No luck, no pluck," rhymed the fox.He saw his mistake 
in the hurt look of Maybe's eyes. "Oh, don't mind me," he 
added hastily. He knew Mr. Sting would see the lines of 
humped earth around his house in the morning and be on watch 
ever after for the mole. This night was their only chance.

"I know what you're thinking," said Maybe.
"Do you?" The fox was beginning to find the mole his 

equal, if not in handsomeness at least in intelligence and 
that, after all, was of more valiae.
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"Yes. And we've only a few more hours until sunrise so 
back I'll go."

All the rest of that night the mole kept bravely at his 
search. No matter that his paws were now so worn with 
digging that each advance brought further pain. No matter 
that his breathing was harsh and his back all one fiery 
ache.

Round and round the mole went until a circle as wide as 
a small lake had been thoroughly burrowed. But he was no 
longer a mole alone. He had found a friend and he would do 
his best, as a friend should.

And halfway through, when he emerged for fresh air, 
Maybe had found something. It was a small sack of seeds—  
flat, gray seeds. He had eaten a few for strength. Then, 
to keep himself going, he had tied the sack to his tail. He 
could occasionally halt to munch.

But it was not until Maybe was ready to go above ground 
at the end that the noticed the sack had emptied as he 
worked. He disengaged his tail, deciding not to tell his 
disappointed friend, and poked his head into the first shaft 
of the rising sun.

Just in front of Maybe, almost scarlet in the new light 
of day, was the fox.

Maybe simply collapsed with only enough energy to shake 
his head sadly before he fell into a deep sleep.
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Looking at this small animal who had so faithfully 
carried out his part of the bargain, who had worked all 
night to please a partner who planned to cheat him, the fox 
suddenly discovered who and what the mole was— someone to be 
trusted, to be company, to be loved.

Gently the fox lifted Maybe to his back, never 
disturbing the rhythm of his sleeping, and set off for his 
den in the far woods.

From that day onward the fox and the mole shared their 
lives. Each gave to each through the hard cold winter that 
arrived too soon and stayed too long. Nor did they ever go 
back to Mr. Sting's house. The adventure had become a 
memory.

But one fine morning when the world had turned green 
again and the birds returned to the trees, Maybe awoke with 
a smile and suggested a holiday. "And I'll show the way," 
he said.

We'll never loose if you choose," said the fox.
Maybe, quite used by now to his friend's way with 

words, led off, the fox patiently keeping behind the mole's 
slowness.

At last, at noon, they came to the edge of Mr. Sting's 
land and suddenly they halted in their tracks.

No longer was the horizon bare of anything but grass. 
The whole hill was nlazing with giant, yellow sunflowers.
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It was as though the sun itself had descended from the sky 
and chosen this field to visit.

Maybe gasped. The fox sat down hard.
When he had recovered from the first shock of this 

glory Maybe told the fox about finding the seeds and what 
had happened. ,

"But Maybe," said the fox, his eyes as bright as the 
flowers, "you did find it!"

The mole's mouth began to curve upward. "You mean the 
gold?" he said.

And suddenly, above the hum of the bees and the 
rustling of the air through the leafy stalks of the 
sunflowers, rose their laughter. On and on it spiraled 
until they were both flat on their backs, holding their 
sides. And even that evening after they had eaten their 
supper and the darkness had come close to the entrance of 
their home, they had only to look at one another for the 
heaves of laughter to begin again.
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One day Grandfather wouldn't get out of bed. He just 
lay there and stared at the ceiling and looked sad.

At first little Willy thought he was playing.
Little Willy lived with his grandfather on a small 

potato farm in Wyoming. It was hard work living on a potato 
farm, but it was also a lot of fun. Especially when 
Grandfather felt like playing.

Like the time when Grandfather dressed up as a 
scarecrow out in the garden. It took little Willy an hour 
to catch on. Boy, did they laugh. Grandfather laughed so 
hard he cried. And when he cried his beard filled up with 
tears.

Grandfather always got up real early in the morning.
So early that it was still dark outside. He would make a 
fire. Then he would make breakfast and call little Willy. 
"Hurry up or you'll be eating with the chickens," he would 
say. Then he would throw his head back and laugh.

Once little Willy went back to sleep. When he woke up, 
he found his plate out in the chicken coop. It was picked 
clean. He never slept late again after that.

That is...until this morning. For some reason 
Grandfather had forgotten to call him. That's when little 
Willy discovered that Grandfather was still in bed.

There could be only one explanation. Grandfather was 
playing. It was another trick.
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Or was it?
"Get up, Grandfather," little Willy said. "I don't 

want to play anymore."
But Grandfather didn't answer.
Little Willy ran out of the house.
A dog was sleeping on the front porch. "Come on, 

Searchlight!" little Willy cried out. The dog jumped to its 
feet and together they ran off down the road.

Searchlight was a big black dog. She had a white spot 
on her forehead the size of a silver dollar. She was an old 
dog— actually born on the same day as little Willy, which 
was over ten years ago.

A mile down the road they came to a small log cabin 
surrounded by tall trees. Doc Smith was sitting in a 
rocking chair under one of the trees, reading a book.

"Doc Smith," little Willy called out. He was out of 
breath. "Come quick."

"What seems to be the matter, Willy?" the doctor asked, 
continuing to read.

Doc Smith had snow white hair and wore a long black 
dress. Her skin was tan and her face was covered with 
wrinkles.

"Grandfather won't answer me," little Willy said.
"Probably just another trick," Doc Smith replied. 

"Nothing to worry about."
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"But he's still in bed ="
Doc Smith turned a page and continued to read. "How 

late did you two stay up last night?"
, "We went to bed early, real early. No singing or music 

or anything."
Doc Smith stopped reading.
"Your grandfather went to bed without playing his 

harmonica?" she asked.
Little Willy nodded.
Doc Smith shut her book and stood up. "Hitch up Rex 

for me, Willy," she said. "I'll get my bag."
Rex was Doc Smith's horse. He was a handsome palomino. 

Little Willy hitched Rex to the wagon, and they rode back to 
Grandfather's farm. Searchlight ran on ahead, leading the 
way and barking. Searchlight enjoyed a good run.

Grandfather was just the same. He hadn't moved.
Searchlight put her big front paws on the bed and 

rested her head on Grandfather's chest. She licked his 
beard which was full of tears.

Doc Smith proceeded to examine Grandfather. She used 
just about everything in her black little bag.

"What's that for?" little Willy asked. "What are you 
doing now?"

"Must you ask so many questions?" Doc Smith said.
"Grandfather says it's good to ask questions."
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Doc Smith pulled a long silver object from her doctor's
bag.

"What's that for?" little Willy asked.
"Hush!"
"Yes ma'am. I'm sorry>"
When Doc Smith had finished her examination, she put 

everything back into her black little bag. Then she walked 
over to the window and looked out at the field of potatoes.

After a moment she asked, "How's the crop this year, 
Willy?"

"Grandfather says it's the best ever."
Doc Smith rubbed her wrinkled face.
"Do you owe anybody money?" she asked.
"No!" little Willy answered. "What's wrong? Why won't 

you tell me what's wrong?"
"That's just it," she said. There is nothing wrong 

with him."
"You mean he's not sick?"
"Medically, he's as healthy as an ox. Could live to be 

hundred if he wanted to."
"I don't understand," little Willy said.
Doc Smith took a deep breath. And then she began, "It 

happens whe a person gives up. Gives up on life. For 
whatever reason. Starts up here in the mind first; then it 
spreads to the body. It's a real sickness, all right. And
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there's no cure except in the person's own mind. I'm sorry, 
child, but it appears that your grandfather just doesn't ; 
want to live anymore."

Little Willy was silent for a long time before he 
spoke. "But what about...fishing...and the Rodeo...and 
turkey dinners? Doesn't he want to do those things 
anymore?"

Grandfather shut his eyes and tears rolled down his 
cheeks and disappeared into his beard.

"I'm sure he does," Doc Smith said, putting her arm 
around little Willy. "It must be something else."

Little Willy stared at the floor. "I'll find out.
I'll find out what's wrong and I'll make it better. You'll 
see. I'll make Grandfather want to live again."

And Searchlight barked loudly.
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The crowd cheered madly when they saw little Willy come 
into view at the far end of Main Street, and even more when 
they saw Stone Fox was right on his tail.

"Go, Searchlight! Go!"
Searchlight forged ahead. But Stone Fox was gaining!
Searchlight gave it everything she had.
She was a hundred feet from the finish line When her 

heart burst. She died instantly. There was no suffering.
The sled and little Willy tumbled over her, slid along 

the snow for a while, then came to a stop about ten feet 
from the finish line. It had started to snow— white 
snowflakes landed on Searchlight's dark fur as she lay 
motionless on the ground.

The crowd became deathly silent.
Lester's eyes looked to the ground. Miss Williams had 

her hands over her mouth. Mr. Foster's cigar lay in the 
snow. Doc Smith started to run out to little Willy, but 
stopped. Mayor Smiley looked shocked and helpless. And so 
did Hank and Dusty, and so did the city slickers, and so did 
Clifford Snyder, the tax man.

Stone Fox brought his sled to a stop alongside little 
Willy.

He stood tall in the icy wind and looked down at the 
young challenger, and at the dog that lay limp in his arms.

"Is she dead, Mr. Stone Fox? Is she dead?" little
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Willy asked, looking up at Stone Fox with his one good eye.
Stone Fox knelt down and put one massive hand on 

Searchlight's chest. He felt no heartbeat. He looked at 
little Willy and the boy understood.

Little Willy squeezed Searchlight with all his might. 
You did real good, girl. Real good. I'm real proud of you. 
You rest now. Just rest." Little Willy began to brush the 
snow off Searchlight's back.

Stone Fox stood up slowly.
No one spoke. No one moved. All eyes were on the 

Indian, the one called Stone Fox, the one who had never lost 
a race, and who now had another victory within his grasp.

But Stone Fox did nothing.
He just stood there. Like a mountain.
His eyes shifted to his own dogs, then to the finish 

line, then back to little Willy, holding Searchlight.
With the heel of his moccasin Stone Fox drew a long 

line in the snow. Then he walked back over to his sled and 
pulled out his rifle.

Down at the end of Main Street, the other racers began 
to appear. As they approached, Stone Fox fired his rifle 
into the air. They came to a stop.

Stone Fox spoke.
"Anyone crosses this line— I shoot."
And there wasn't anybody who didn't believe him.
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Stone Fox nodded to the boy.
The town looked on in silence as little Willy, carrying 

Searchlight, walked the last ten feet and across the finish 
line.
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Participant
Grade

third grade reader 1 

third grade reader 2 

third grade reader 3 

third grade reader 4

NCE Ranking Cumulative

59

75

45

36

S

E

S

S

fourth grade

fourth grade

fourth grade

fourth grade

reader 1

reader 2

reader 3

reader 4

73 B

27 B

88 B

16 D

Key;
Grading scales for third grade: E = excellent, S = 
satisfactory,
I = improvement shown, and N = needs improvement
Grading scales for fourth grade: A = superior, B = above 
average, C = average, D = below average, and F = failure
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SAMPLE RETELLING (Typed transcript of child’s exact 
retelling, including original spelling, punctuation, 
capitalization, and other physical features.)
The boy who wouldn't Talk

Carlos lived in New York from Puerto Rico. He liked 
Puerto Rico better than New York because Puerto Rico had 
Spanish books and spoke the same langueg. He wouldn't talk 
he only new a few words in english. his mom would ask him 
if he wanted to talk, he shruged his sholders and nodded 
no. One friday Carlos and his brother Angel were walking 
and a little boy named Ricky was blind he said if they will 
walk him home Angel said shure then Angel forgot something 
the hamster so he ran back to school, carlos and Ricky 
went, carlos side He would only talk to Him then they 
walked to Rickyies House and played games.
The End
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