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ABSTRACT 

The purpose of this study was to investigate differences in oral 

and silent reading comprehension performance with passages of varying 

length through the use of both a questioning and a retelling format. 

In analyzing reading comprehension performance scores, answers 

were sought for the following questions: (1) What differences between 

oral and silent reading comprehension performance can be identified with 

passages of varying length when question responses are the measure of 

comprehension? (2) What differences between oral and silent reading 

comprehension performance can be identified with passages of varying 

length when retelling scores are the measure of comprehension? (3) 

In either oral or silent reading, to what extent is the information 

sought by means of traditional questions supplied by the reader during 

a retelling activity? 

To answer these questions, 80 sixth grade students from one 

public school located in a southwestern metropolitan area were randomly 

assigned to eight treatment groups. Subjects were of average ability 

as measured by a standardized test of silent reading achievement. 

A story with a sixth grade readability level was considered the 

long passage. The first portion of this same story was considered the 

short passage. 

ix 
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All subjects completed an experimenter constructed instrument 

designed to reveal preferences for oral or silent reading in various 

situations. 

« 

The 40 subjects randomly assigned to the question treatment 

groups read the assigned passage, either long or short, in the assigned 

mode of presentation, either oral or silent, and responded to questions 

asked orally by the experimenter. The 40 subjects randomly assigned to 

the retelling treatment groups also read the assigned passage in the 

assigned mode of presentation and retold the story to the experimenter. 

Open-ended questions were asked by the experimenter in order to elicit 

/ 

additional information. Following the retelling, the questions used 

with the question treatment groups were asked of the subjects in the 

retelling treatment groups. Access to the story was not allowed during 

retelling or questioning. Finally, subjects in the retelling groups 

were asked to react to various vocabulary items when again shown the 

story. 

Findings based on the statistical analysis of the data 

gathered in this study were as follows: 

1. No significant differences were found between oral and silent 

reading comprehension of long and short passages when either 

questioning or retelling was the measure of reading comprehen

sion performance. 

2. Significant differences were found in performance between the 

questioning and retelling groups on questioning tasks when 

scores for the retelling groups were based only on information 

supplied during spontaneous retelling and open-ended probing. 



3. Significant differences were found favoring a preference for 

silent over oral reading in various reading situations. 

4. In the questioning condition, silent reading of passages was 

significantly faster than oral reading of passages. 

5. No significant differences were found in the words per second 

reading rate for passages in the retelling condition. 

The findings of this study supported these conclusions: 

1. Regardless of mode of comprehension assessment, students are 

able to perform equally well after reading orally or silently. 

2. Varying the length of passages does not affect performance in 

reading comprehension tasks. 

3. Different modes of comprehension assessment do not necessarily 

yield the same kinds of information about reading ability. 

4. Students prefer silent reading as an activity but that prefer

ence is not reflected in superior silent reading performance. 

5. Students, when aware of the mode of comprehension assessment to 

be used, may make differential adjustments in their rate of 

reading. 



CHAPTER 1 

STATEMENT OF THE PROBLEM 

The purpose of this chapter is to present the (1) background of 

the study, (2) statement of the problem, (3) justification of the study, 

(.4) definition of terms, and C5) limitations. 

Background 

Comprehension involves readers' ability to actively select cues 

in order to understand the writer's message and is considered to be the 

ultimate objective in reading (Goodman, 1976; Huey, 1908; Smith, 1971). 

Various techniques and instruments have been developed and implemented 

in an attempt to assess a reader's ability to comprehend. 

The process of assessing a reader's ability to comprehend 

textual material is complex. Appraisal of silent reading efficiency is 

the focus of various comprehension assessment instruments while other 

instruments focus on appraisal of the reader's ability to comprehend 

material read orally. In some cases, generalizations have been made in 

which one mode is used to predict behavior in another mode. That is, a 

reader's ability in oral reading comprehension has been equated with 

his/her ability in silent reading comprehension. In such instances, 

examiners using oral reading comprehension scores appear to be extrapo

lating that the processes involved in oral reading comprehension are the 

1 
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same as those involved in silent reading comprehension (Fairbanks, 1937; 

Gilmore, 1947). 

Statement of the Problem 

It was the purpose of this study to assess and compare oral 

reading comprehension performance with silent reading comprehension 

performance. More specifically, it was the purpose of this study to 

investigate the following questions: 

1. What differences can be identified between oral reading compre

hension performance and silent reading comprehension performance 

with passages of varying lengths when responses to questions are 

used as the measure of comprehension? 

2. What differences can be identified between oral reading compre

hension performance and silent reading comprehension performance 

with passages of varying lengths when retelling is used as the 

measure of comprehension? 

3. In either oral or silent reading, to what extent is the informa

tion sought by means of traditional questions supplied by the 

reader during a retelling format? 

Justification 

A controversy regarding oral and silent reading has been exhib

ited in the reading field for several years, the concern being about 

not which mode is superior but rather about which mode is more appropri

ate for instruction and/or assessment. In her monumental study, 

American Reading Instruction, Nila Banton Smith (1965) has pointed out 

that oral reading was the prevalent mode used prior to this century. 
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As early as 1908, however, Huey in his classic text, The Psy

chology and Pedagogy of Reading, decried the emphasis on oral reading 

in the schools and urged a shift to instruction in silent reading. Not 

only was silent comprehension viewed as more efficient and more realis

tic, given the types of reading students would be doing in later life, 

but silent reading comprehension was also considered a different and 

superior process. Thorndike (1917, p. 332) added further support to 

the shift to silent reading instruction. He states "It appears likely 

that exercises in silent reading to find the answers . . . should in 

large measure replace oral reading." 

In the early 1900's, studies began to emerge concerning the oral 

reading comprehension versus silent reading comprehension controversy. 

Studies by Mead (1917), Pinter (1913), and Pinter and Gilliand (1916) 

found silent reading comprehension to be superior to oral reading com

prehension thus providing empirical evidence to support the proposed 

shift in instruction from the oral to the silent mode. 

Research studies undertaken in the 1930's, however, did not re

sult in similar findings. Jones (1932) and Swanson (1936-1937) reported 

some sTobjects under some conditions comprehended more after oral reading 

while others favored the silent mode. No conclusions about instruction 

favoring either mode could be drawn from these studies. 

A few studies were reported after 1950, again with mixed re

sults. Collins (1961) reported significant differences favoring the 

oral mode. Studies reported by Ames and Rosen (1970), Garabedian (1978), 

Kirkham (1977), Poulton and-Brown (1967), Rowell (1976), and Swalm (1971) 

resulted in mixed findings while Rousch (1972) reported no differences. 
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Thus, neither mode of presentation appears to be unequivocally superior 

for instruction based on the findings of these more recent studies. 

In general, methods books and texts for several years have pro

moted an emphasis on silent reading. In Foundations of Reading Instruc

tion, Betts (1946) encouraged directed reading lessons incorporating the 

use of silent reading. Oral reading, from a comprehension point of 

view, was seen by Betts as being used for interpretive purposes follow

ing silent reading. 

In general, current texts support silent reading and express 

concern about the use of oral reading for comprehension instruction and 

assessment. This concern centers around the fact that the production 

tasks inherent in oral reading may serve as a distraction in the child's 

search for meaning (Spache and Spache, 1977; Lee and Rubin, 1979). The 

aims stressed in oral reading such as correct pronunciation, communica

tion with the listener, proper use of pitch, volume, enunciation, in

flection, and rhythm do not function in silent reading. Rather, in 

silent reading, the emphasis is on adequate comprehension, integration 

of the reader's background knowledge with the content of the text, in

creased rate and use of context as a primary word recognition approach. 

Thus, silent reading is perceived as a thinking act in which the reader 

deals with ideas rather than word pronunciation. 

Although methods texts have for many years promoted an emphasis 

on silent reading for instructional purposes, this appears to bear little 

relationship to actual classroom practices. Austin and Morrison (1963) 

reported the prevalence of oral reading instruction in the elementary 

classrooms at all grade levels. Their findings reveal that even as 
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late as sixth grade approximately half the school systems reported allo

cating a moderate amount of time to oral reading at the sixth grade 

level. 

In summary, research has shown mixed results in the measurement 

of comprehension with neither the oral nor the silent mode of presenta

tion being consistently superior. Theory, as espoused in methods texts, 

favors silent reading. Practices in classrooms, however, appear to in

clude an emphasis on the use of oral reading. This discrepancy between 

theory and practice may be a reason for the mixed results shown by the 

research studies. 

Variables that have not been examined but which may affect per

formance on oral versus silent reading comprehension assessment tasks 

are: (1) the length of passage used to assess comprehension, and (2) 

the mode of comprehension assessment. It appears a good many studies 

have used short passages but there is some concern in the professional 

literature about the length of passage necessary to assess comprehension. 

Spache and Spache (1977), for example, recommend a passage that will re

quire three to four minutes to read. Goodman and Goodman (1978) suggest 

a minimum of approximately 500 words. Passages in informal reading in

ventories vary in length but generally contain less than 500 words. 

There is no agreement concerning passage length but this question has 

not been researched in relation to oral and silent reading comprehension 

performance. It could be argued that the length of the passage is a 

variable that would affect relative performance of oral versus silent 

reading. It might be argued that oral reading comprehension scores are 

superior when relatively short passages are used whereas with longer 
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passages, silent reading comprehension scores would prove to be superi

or. Such an argument would be based on the supposition that tasks in

herent in oral reading production would interfere with comprehension if 

the passage to be read was of any great length. Constrained by the 

word-by-word nature of oral reading, the reader might be less likely to 

concentrate on the meaning of the passage. 

The type of comprehension assessment is another variable that 

has not been investigated in relation to oral and silent reading compre

hension, Most studies have looked at questioning procedures and some 

researchers argue that questioning is the only viable means of assessing 

reading comprehension (Spache and Spache, 1977). Of late, various stud

ies and much attention have been focused on passage retelling as a means 

of assessing reading comprehension. Goodman and Goodman (1978) stress • 

that more and different information will be forthcoming through this 

means than through more traditional means of assessment. It could be 

argued that the relative superiority of either oral or silent reading 

comprehension performance as measured by comprehension scores is depen

dent on the type of comprehension assessment being used. 

A further area of investigation that has not been pursued con

cerns the emergence of information that answers more traditional ques

tions through the use of retellings. That is, when a student retells a 

passage, does the information in the retelling parallel the information 

a teacher may hope to discover through the use of comprehension ques

tions? It has been shown (Goodman and Goodman, 1978) that retellings 

do supply more and different information than traditional questions; 
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however, no comparison of traditional questions and retelling informa

tion has been researched. 

It was the purpose of this study to further explore the oral 

versus silent reading comprehension assessment issue with additional 

attention being focused on the relationship between passage length and 

oral and silent reading. Furthermore, the relationship between the type 

of assessment instrument implemented and mode of presentation and/or 

length of passage was investigated. Finally, the type of information 

sought through questioning was compared to the amount of that same in

formation which was supplied through retelling. 

Definition of Terms 

The following terms were used in this study in the manner 

described below: 

1. Comprehension—Reconstruction by the reader of a massage that 

has been encoded by a writer as a graphic display.* 

2. Comprehension measure—Any score or set of scores believed to 

represent the readers' understanding of specific textual 

material. 

3. Literal questions—Questions dealing with recognition and re

call of "ideas and information which are explicitly stated in 

the selection" (Barrett, 1968, p. 19). 

*This definition is a paraphrase of the definition of reading 
found in Goodman's article, "Psycholinguistic. universals and the 
reading process," Smith, 1973, p. 22. 



4. Inferential questions—Questions using one or more explicitly 

stated facts to arrive at an idea implied by the author but 

which is not specifically stated. 

5. Retelling—Evidence of comprehension provided by the child in 

the recall of all she/he can remember about the material just 

read. 

5- Non-surface information—Any information not explicitly stated 

in the passage. 

7. Misconceptions—Any inferences or concept statements made by the 

readers in their retellings which cannot be justified by the 

story material. 

8. Short passage—A passage consisting of less than 200 words. 

9. Long passage—A passage consisting of more than 500 words. 

Limitations 

This study includes the following limitations: 

1. Subjects in the study were sixth grade students whose scores fell 

between the fourth and sixth stanines on a standardized reading 

achievement test. 

2. Administration of the instruments was restricted to subjects in 

the accessible public school classrooms in one school district 

in Tucson, Arizona. 

3. Only one experimental passage, representative of a folk tale, 

was used. 

4. Students may have had previous exposure to the story "A clever 

Judge." 



The degree to which subjects in the retelling treatment groups 

are willing to express all they have remembered or understood 

will affect both the scoring and the descriptive analysis of 

the retelling information. 



CHAPTER 2 

REVIEW OF THE LITERATURE 

Since the turn of the century, a controversy has existed as to 

whether oral reading or silent reading should be promoted for instruc

tional purposes. School practices, theories, and research have shown 

differing emphasis. Both oral and silent reading are included in the 

majority of school curriculi and tests of reading comprehension may rely 

on one or both modes of presentation. It is the purpose of this chapter 

to review: CI) the historical background of oral and silent reading 

instruction in American schools, (2) theories regarding the processes 

of oral and silent reading, and (3) studies dealing with oral and silent 

reading comprehension performance. 

Historical Background of Oral and 
Silent Reading Instruction in American Schools 

The relative emphasis on the teaching of oral and silent reading 

has varied widely. Prior to the turn of the century, virtually all in

struction focused on oral reading both as a mode of instruction and as 

an end in itself (Gray, 1936; Robinson, 1955; Smith, 1965) . As Huey 

(1908, p. 359) explained, "Reading as school exercise has almost always 

been thought of as reading aloud." 

According to Smith (1965), various reasons accounted for this 

emphasis on oral reading in the public schools. During the colonial 

10 



period there was a dearth of reading material available. In addition, 

few people possessed the ability to read and the prevalence of illiter

acy among the general popialation necessitated the sharing of reading 

materials; thus, those who could read shared their skill with others by 

reading aloud. In the schools, oral reading showed the teacher the 

child's ability to pronounce the words. Finally, oral reading predomi

nated in this period partly because methods in training oral reading 

were available whereas methods of training in silent reading were un

common and have only developed in recent times (O'Brien, 1926). 

Prior to 1900 there was little emphasis on comprehending; rather, 

oral reading ability as determined by gestures, inflections, and expres

sions provided a measure of reading competence. Reading instruction by 

the early 1900's included the word method, alphabetic method, phonetic 

method, sentence method, and various combinations thereof (Huey, 1908). 

Oral reading by individuals in small groups, commonly called round robin 

reading, was popxalar with attention being placed on such areas as pronun

ciation, inflection, emphasis, and force (Gray, 1924). 

A move toward viewing reading as a search for meaning began 

early in the twentieth century. Thorndike (1917, p. 332) stated: "The 

vice of the poor reader is to say the words to himself without actively 

making judgements concerning what they read. Reading aloud or listening 

to one read aloud may leave the vice unaltered or even encouraged." 

A dramatic change occurred between 1918 and 1925 with a strong 

and sometimes exclusive emphasis being placed on silent reading proce

dures (Smith, 1965). This shift to silent reading with an accompanying 

meaning emphasis owed much to the attention that was being placed on 
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meaningful education in general by such leaders as Rousseau, Pestalozzi, 

and Herbart (Smith, 1965) . 

The prominence of the scientific movement early in the twentieth 

century resulted in a number of studies dealing with the oral versus 

silent reading issue. These research findings purported to demonstrate 

the superiority of silent reading over oral reading not only in rate but 

also in comprehension (Smith, 1965) . Gray (1925) cited experimental 

studies by Huey, Pinter and Gilliand, Schmidt, Judd, Oberhaltzer, and 

Mead which presented evidence favoring silent reading over oral reading 

in terms of rate and comprehension. In addition, reports of findings 

from Judd and Buswell (1922) revealed some basic differences between 

oral reading and silent reading. 

Oral reading practices had previously occupied much instruction

al time. A shift to silent reading instruction, beginning as early as 

first grade, was now suggested. Thus from 1925 through 1935, silent 

reading was stressed in the classrooms. In fact, schools often neglect

ed the development of oral reading skills as attention was focused on 

the effective development of silent reading habits (Smith, 1965) . Of 

this Smith (1965, p. 163) says: "The entire public school seemed, for a 

time, to be obsessed with the idea of teaching silent reading of the type 

which would lend itself to an objective checking of comprehension and 

speed." 

In 1936, a more moderate view regarding oral and silent reading 

was adopted. Oral reading instruction was seen as a necessary part of 

the curriculum in that it was recognized that oral reading was a useful 

skill. Gray (1936) suggested students should receive instruction in 



13 

both oral and silent reading. Oral and silent reading instruction have 

had a place in the curriculum of elementary schools from 1930 to the 

present. Austin and Morrison (1963) pointed out that both modes were 

present in school with oral reading instruction predominating in the 

early grades. The emphasis placed on either the oral or the silent mode 

has varied according to the prevailing philosophy of reading instruction 

in a particular classroom, school, or district. 

Theoretical Issues Relating to 
Oral and Silent Reading 

Much of the knowledge of the relationship between oral and 

silent reading has been derived from logical analysis and experience 

rather than from empirical investigation. Various writers have claimed 

that oral reading and silent reading are two different processes while 

others have maintained that they are two manifestations of the same 

basic mental process. 

Smith (1971, p. 73) states, "Oral reading is more complex and 

difficult than silent reading." Other authorities (Heilman, 1972; Lee 

and Rubin, 1979; Spache and Spache, 1977) expressed concern with this 

view of oral and silent reading as separate but related processes. Horn 

and Curtis (1949, p. 258) provide this description of the oral reading 

task: 

Oral reading is more difficult than silent reading since, 
to be effective, it not only presupposes the ability to 
landerstand and appreciate the selection to be read, but in 
addition, involves other attributes and abilities. In the 
process of good oral reading, the eyes lead by a consider
able distance the words being spoken. 
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Smith and Dechant (1951) postulated six differences that exist 

between oral reading and silent reading while Weber (1968) suggested 

that an overlap of skills was involved in oral and silent reading. 

Weber explained that differences appeared to be in peripheral rather 

than central processes. For the majority of readers, silent reading is 

faster and appears to be more efficient since the reader samples only 

what is necessary for his purposes. On the other hand, the reader must 

attend to almost every word when reading orally. 

In contrast to the above viewpoints, Anderson and Dearborn 

(1952) stated that oral reading and silent reading may have many ele

ments in common. They promoted the theory that oral reading and silent 

reading may be overt and implicit expressions, respectively, of the same 

process. 

Berg (1955) noted a close relationship between oral reading and 

silent reading. He claimed that reading, verbal expression and listen

ing were all components of the central thought process of language sym-

bolization. Berg went on to suggest that comprehension operates 

independently of the mode of presentation of the material. 

From these differing views it is evident that there is a siib-

stantial lack of agreement as to the specific relationship between oral 

and silent reading. While some writers see oral and silent reading as 

entirely different processes, others claim they are basically the same 

mode of processing language. 



Research in Oral Reading Comprehension Performance 
and Silent Reading Comprehension Performance 

Studies designed to investigate the efficiency of oral versus 

silent reading began to emerge early in this century. The overwhelming 

prominence of oral reading in classrooms up to that time caused some to 

question this situation. 

As early as 1913, Rudolf Pinter conducted an investigation to 

determine if the percentage of matter remembered is greater under oral 

or silent conditions. A total of 23 students of average intelligence 

enrolled in one fourth grade class comprised the sample. Each student 

received eight tests for silent reading and eight tests for oral read

ing. Each test consisted of reading as much as possible from experimen

ter selected material for a two minute period. Material used was taken 

from a fourth grade supplemental reader and it was assured that this 

material was well within the comprehension abilities of the students. 

After each test, students were required to write all they could remem

ber. Scores were determined by the number of points reproduced by each 

student for each selection. Results indicated that students read more 

lines silently and scored more points after having read silently. 

Although Pinter's findings pointed in favor of silent reading, 

it should be remembered that the sample was small and was drawn from a 

single class. The silent reading tests were administered to the entire 

sample at the same time and were administered first. Oral reading tests 

were conducted on an individual basis by the teacher and followed the 

completion of all silent reading tasks. This format and the use of 

written recall may have influenced the performance of the students. 



Although Pinter (1913, p. 337) admitted the "results do not show a very 

decided advantage on the side of silent reading," he stressed the supe

riority of silent reading in his discussion of the results of the study. 

In a study similar to that of Pinter, Mead (1915) attempted to 

determine if more points of a story are remembered if read silently or 

orally. Six oral reading tests and six silent reading tests of two min

utes each were administered to 112 students in five different sixth 

grade classes. Students were awarded points for information contained 

in the post-reading writing tasks. Silent tests were administered to 

small groups. After the completion of all six silent tests, six oral 

tests were administered on an individual basis. Mead reported four of 

the five classes performed better on silent tasks when looking at the 

number of lines read. All five classes scored more points after having 

read silently. This study served to substantiate Pinter's findings; 

however, generalization of results is difficult in that only a special

ized sample was used. Mead did not randomly choose subjects but used 

classes taught by members of a seminar group he was teaching at the 

University of Chicago. 

In 1916, Pinter and Gilliand conducted a study to compare oral 

and silent reading at different stages of development in order to deter

mine which was the most economical for time, reproduction, and general 

results. Participating in the study were 110 students from grade three 

through college level. Five sets of 12 cards with one 50 word paragraph 

per card were prepared for designated grade levels using material from 

magazine articles. Each set of 12 cards was described as being suitable 

for the grade level for which it was used. How this suitability was 



determined was not discussed. A split group administration of the 

passages was used with students responding in writing with all they 

could remember. A reading value score was compiled for each student by 

dividing the number of ideas produced by each student by the number of 

seconds it took to read the passage. Results showed (1) high school 

and college students read faster silently, (2) grades seven and eight 

.read faster orally, and (3) no difference for grades three to six. 

Each group reproduced approximately the same amount of information. 

Using the reading value scores, Pinter and Gilliand reported the scores 

as being higher for older students with a slight difference being found 

favoring silent reading for grades six through high school, whereas no 

differences were found for grades three through four. 

A subsequent study was conducted by Pinter and Gilliand (1916) 

with 50 college students using the same procedures but with passages of 

200 words. Results indicated no difference in number of points repro

duced; however, reading value scores favored silent reading. 

In another study undertaken in this same time period. Mead (1917) 

tested 340 students from grades three to ten excluding grade nine. Short 

tests of oral and silent reading were conducted using the same material 

as in the 1915 study. Identical procedures were followed except that 

each of the six timed readings was for one minute not two. Mead report

ed that 15 out of the 17 classes were found to achieve higher scores by 

the silent method. Individually, 70% of the students did better by the 

silent method. No indication is given that the readability levels of 

the passages were explored or controlled. Once again the added variable 

of ability to communicate by means of written language poses a threat to 
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the validity of the findings. Finally, lack of information as to the 

selection of the sample negates generalizability of the findings. 

Although results in these studies were mixed, the researchers in 

each of the studies suggest the promotion of silent reading in the 

schools. Thus, the researchers were reflecting the atmosphere of the 

times, as a shift to silent reading with an emphasis on meaning had be

gun. Studies such as these purported to offer empirical evidence as to 

the superiority of silent reading. 

During the 1930's a renewed interest in the topic of oral and 

silent reading was apparent. Jones (1932) conducted a study with 300 

subjects from grades three, five, and seven using the Stanford Reading 

tests. Although there were a greater number of students whose compre

hension was better while reading silently, the differences were not 

statistically significant as the majority made the same approximate 

score on oral as on silent. Jones concluded that some students read 

better orally while some read better silently. 

In a study designed to determine if there are common elements in 

poor silent and poor oral reading, Swanson (1936-37) used questions to 

assess the comprehension of 70 college freshmen scoring below the 30th 

percentile in a test of silent reading comprehension. Results indicated 

that poor comprehension tends to be common to both poor silent and poor 

oral readers. In addition, tachistoscopic analysis of these students 

revealed that inaccurate perception was common in oral and silent read

ing. 

Rogers (1937) conducted an investigation to determine if, in a 

given amount of time, one can comprehend more by reading orally or 



silently. Two groups of 24 readers each were selected from college 

freshman classes. One group was randomly selected from the highest 

decile of readers, the other from the lowest decile, as measured by the 

Iowa Silent Reading Test. Unlike earlier research which did not allow 

equal time for oral and silent reading, Rogers eliminated the question 

pf efficiency to determine if one reading mode was more effective in 

terms of reading comprehension. By holding reading time and amount of 

material constant, it was found that neither good nor poor readers 

differed significantly in comprehension after reading orally or silent

ly. This research substantiated the results of Swanson. 

A third group of studies undertaken after the 1950's produced 

mixed results. Logical reasoning suggested to Collins (1961) that oral 

reading should have certain advantages over silent reading. Collins 

hypothesized that oral reading returns the written word to its original, 

more complex, form. Gesture, stress, and intonation were seen as being 

aids in understanding the message. Collins suggested that the added 

motor and aural stimuli present in oral reading provided the reader with 

a more complete experience. Using material ranging from easy to diffi

cult in an investigation xvith 60 college freshmen, Collins found that 

oral reading resulted in significantly higher comprehension scores. 

Comprehension assessment was by means of a multiple choice test over 

each of seven stories. Only slightly better comprehension scores from 

oral reading occurred at the mid range of test difficulty. Collins 

attributed these results to the fact that oral reading focused closer 

attention on easy materials and the vocal aspect made for more interest

ing and meaningful reading. In the case of the difficult materials. 
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the added motor and aural stimuli were believed to focus attention that 

may otherwise wander. 

During this period, another study of oral and silent reading 

comprehension was conducted by Poulton and Brown (1967). Silent reading 

was seen to be a task of selecting and storing information while oral 

reading was considered a dual task whereby commimication with an audi

ence must be made in addition.to the selection and storage of informa

tion. Poulton and Brown hypothesized that unlike many dual tasks in 

which each task serves as a distractor for the other, the two tasks in 

oral reading are related. Twenty-four. British housewives read one 

simple passage silently and one aloud. Comprehension questions were 

asked after each passage. Findings showed that recall of the first 30% 

of the passage read orally was significantly less than that of the first 

30% of the passage read silently. For the remainder of the passage, 

comprehension was found to be as good after reading aloud as after read

ing silently. 

Ames and Rosen (1970) conducted a study using an informal read

ing inventoiry to assess the differences in comprehension of sixth grade 

readers under oral and silent reading conditions. An additional focus 

was on the degree of relationship between oral reading accuracy and oral 

reading comprehension. The sample consisted of 114 sixth grade students 

of average ability drawn from one elementary school. Students were 

assigned randomly to either the oral or the silent reading group. Two 

passages were read by each student, following which comprehension ques

tions were asked of the student. Sxibjects were tested on an individual 

basis. Findings were mixed. For one passage significant differences 
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were found in favor of the oral reading group; for the other passage no 

significant differences were found. Thus, in this study also, it would 

seem that oral and silent reading comprehension are not as different as 

some have postulated. 

A comparison of oral reading, silent reading, and listening com

prehension was conducted by Swalm (1971) using the CLOZE procedure as a 

measure of assessment. Students in grades two, three, and four were 

selected, 108 students in each grade. Stratified randomization to three 

groups at each grade was used. Separate stories were used for each 

grade with a readability level corresponding to each grade level. Find

ings revealed no significant differences between methods with students 

of average reading ability. Students of above average ability in grades 

three and four scored slightly better on silent reading tasks than on 

oral. 

Using 28 fourth grade students of average reading ability, 

Rousch (1972) conducted a psycholinguistic investigation which focused, 

among other things, on oral and silent post reading performance. Using 

both retelling and CLOZE tasks, Rousch observed no significant differ

ences between oral and silent reading performance using one selection, 

a complete story of over 500 words. 

Rowell (1976) attempted to obtain evidence concerning the rela

tionship between oral and silent reading comprehension as measured by an 

individual diagnostic instrument. Four factors were considered; sex, 

grade level, socioeconomic background, and population density of the 

school environs. Random selection of 240 students in grades three and 

five from six elementary schools was conducted. The Diagnostic Reading 



Scales (Spache, 1963) was the instrument used to measure comprehension. 

Individual assessment was conducted. Oral reading comprehension was 

found to be significantly higher than silent reading comprehension for 

urban and suburban subjects. Rural subjects did no better in oral than 

in silent reading comprehension. Oral reading comprehension scores of 

boys were significantly higher than their silent reading comprehension 

scores at each grade level; no such differences were found for girls. 

The oral reading comprehension of third and fifth graders was signifi

cantly higher than their silent reading scores. Socioeconomic status 

did not result in significant differences in oral versus silent reading 

comprehension performance. 

In a dissertation study conducted by Kirkham (1977), six good, 

six average, and six poor ability readers were selected at each grade 

level from grades three, six, nine, and twelve. Percentile ranks from 

standardized test scores were used to classify students as to ability 

level. Materials used in the study consisted of three experimenter 

written passages for each of the four grade levels. None of these pas

sages exceeded 200 words in length. Literal reading comprehension of 

the students was assessed by means of a retelling procedure. 

Each subject was tested with three modes of comprehension: 

oral, silent, listening. No significant differences were found in the 

literal comprehension scores from the oral, the silent, or the listening 

treatment. No significant difference due to the mode of presentation 

was found at any of the grade levels. Good readers did score signifi

cantly higher on silent and listening tasks, average readers scored 



significantly higher on oral tasks, no significant differences were 

found among poor readers. 

A descriptive analysis of students' preference for oral, silent, 

and listening modes was undertaken. Oral reading was the least pre

ferred mode at all grade levels and all ability levels but average and 

poor readers in grades six and nine attained their highest comprehen

sion scores in oral reading. 

In a recently conducted study, Garabedian (1978) sought to ob

tain some evidence concerning the relative influence of oral and silent 

reading performance at the seventh grade level by means of the Gilmore 

Oral Reading Test. The test was administered individually to 84 random

ly selected seventh grade students, an equal number of girls and boys 

being chosen. Alternate forms of the test were administered, one oral

ly, one silently, starting one level below grade placement. Readings 

were timed and a reading rate was reported for each subject. 

Results of the study showed the oral reading performance of the 

seventh grade students was significantly higher than silent reading per

formance; however, when reading performance was controlled for rate, 

differences were no longer significant. Sex and socioeconomic status 

did not result in significant differences; however, those students with 

high levels of intelligence scored higher in both oral and silent read

ing performance than students with low levels of intelligence. 

Summary 

Despite commonly held beliefs that greater comprehension is 

achieved with silent reading, some investigators have shown oral reading 



to produce greater or equal comprehension. Perhaps oral reading sup

plies more stimuli, requires closer attention, and makes reading more 

interesting. Perhaps also, greater or equal strength in oral reading 

comprehension is related to instructional emphasis on oral reading as 

found by Austin and Morrison (1963). 

Table 1 provides a display of research findings in the area of 

oral and silent reading comprehension performance. 



Table 1, Findings of investigations in oral and silent reading comprehension performance 

Favored Favored Mixed No Dif Grade Ability Size of 
Year Investigator Oral Silent Findings ferences Level Level Group 

1913 Pinter * 4 Average 23 
1915 Mead * 6 112 . 
1916 Pinter & Gilliand •k 3 through 

college 
110 

1916 Pinter & Gilliand * College 50 
1917 Mead •k 3 through 

10 exclu
ding 9 

340 

1932 Jones •k 3, 5, 7 300 
1937 Swanson * College 

freshmen 
Low 70 

1937 Rogers * College 
freshmen 

High/ 
Low 

48 

1961 Collins "k College 
freshmen 

60 

1967 Poulton & Brown is Adult 24 
1970 Ames Sl Rosen * 6 Average 114 
1971 Swalm * 2, 3, 4 108 
1972 Rousch * 4 Average 28 
1976 Rowell * 3, 5 240 
1977 Kirkham * 3, 6, 9, 

12 
Good/ 
Average/ 
Poor 

72 

1978 Garabedian * 7 84 



CHAPTER 3 

DESIGN OF THE STUDY 

The purpose of this chapter is to describe the (1) subjects, 

(2) passages used in the study, (3) procedures for assessing comprehen

sion and preference, (4) procedures for data collection, (5) scoring of 

data, and (6) procedures for analysis of the data. 

Subjects 

Subjects for this study were chosen from sixth grade classes in 

the Flowing Wells School District in Tucson, Arizona. The district has 

an estimated population of 25,000 and a school population of 3,825 with 

an elementary (K-6) enrollment of 2,026. The district is 13 square 

miles in area and is a residential community made up predominantly of 

Anglo-Americans of low-middle socioeconomic status. 

A decision was made to use sixth grade students in this study 

for various reasons. Several studies dealing with oral and silent read

ing .at this grade level have shown mixed results (Ames and Rosen, 1970; 

Belgum, 1968; Kirkham, 1977; Mead, 1917). Students in the upper elemen

tary level, particularly those in sixth grade, should be familiar with 

the task of silent reading. More evidence at this particular grade 

level was considered important as an increased emphasis on silent read

ing would be expected in subsequent grades. 

26 
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A total of 266 students was enrolled in sixth grade in this 

particular district. All students for this study were from one school 

building because all sixth grade classes in the district were located 

in one school. District personnel in the fall of 1979 administered the 

Gates-MacGinitie Reading Test—Level D, Form I (Gates and MacGinitie, 

1972) to. all sixth grade students. The scores of general silent reading 

achievement, as measured by the Gates-MacGinitie Reading Test, for all 

sixth grade students were analyzed by the experimenter and those students 

whose comprehension scores fell between stanines 4 and 6 were considered 

for inclusion in the study. On a stanine scale, scores falling between 

stanines 4 and 6 are generally considered to represent average ability. 

Only students who scored between stanines 4 and 6 were included 

in the study in order to secure subjects whose reading ability repre

sented that of an average student at the sixth grade level. Since the 

passages to be read by the students were at or near the sixth grade level 

of readability, the goal was to select students for whom the reading task 

would be neither too easy nor too overwhelming. 

Based on the experimenter analysis of the sixth grade student 

scores of general reading achievement, it was determined that 142 stu

dents received scores that did fall between stanines 4 and 6. Since the 

building principal had indicated a desire to disrupt classes as little 

as possible, it was decided to request volunteers to participate in the 

study from only 120 of the 142 students who did meet the criteria. A 

total of 80 subjects was needed. Since the 120 students who were asked 

to volunteer represented approximately 60% more students than were actu

ally necessary for the study, it was expected 80 volunteers would be 
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forthcoming from a pool of this size. The 120 students contacted were 

selected from the pool of 142 students by means of random deletion; that 

is, 22 names were randomly removed from a container in which all 142 

names had been placed. 

Following district procedures, parental consent forms were then 

distributed to each of the 120 students selected. Of the 120 consent 

forms distributed, 80 forms were signed and returned. Thus, the sample 

consisted of 80 students, 49 boys and 31 girls, drawn from the nine 

sixth grade classes in the designated school. 

Passages 

Two passages of varying lengths were necessary for use in the 

study. Rather than attempting to locate two different passages, the 

decision was made to find a story that met the definition of long, as 

determined by the experimenter, and from which a shorter version could 

be adapted. This decision was made in an attempt to help control for 

interest of material and general content differences. 

Because sixth grade students of average ability were to be used 

in the stxidy, a story with a readability level of sixth grade was re

quired. The story was to be representative of material foxind in sixth 

grade basal readers; however, it was necessary to secure a story from a 

basal reader not in use in the school district. Consequently, it would 

be unlikely that the students would have previously read the story. 

After perusal of the available basal readers, the selection, 

"A Clever Judge," was chosen. This folk take was found in Spanning the 

Seven Seas (Deutsch and Yarmolinsky, 1972), a level 17 basal text 
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suggested by the publisher for use with sixth grade level readers. This 

selection was chosen as representative of material likely to be found in 

a sixth grade level basal reader. An informal assessment of basals has 

shown that folk tales are commonly included in upper elementary level 

materials. The readability level of the passage as measxired by the SMOG 

(McLaughlin, 1969) and Fry (1968) formulae fell into the sixth grade 

range of difficulty. 

The entire story, consisting of 672 words, was considered the 

long, passage, as defined by the experimenter. This passage appeared to 

be typical in length to an average reading assignment when compared to 

other reading assignments included in basal readers. In addition, this 

passage met the minimum standards of length suggested by some; in parti

cular, by Goodman and Goodman (1978) who recommend a minimum of approxi

mately 500 words in order to provide a fully developed syntactic and 

semantic context. 

A portion of the story, consisting of the first 197 words, was 

considered the short passage, as defined by the experimenter. Story 

segments, such as this, are not at all unusual in the assessment of 

reading comprehension. Informal reading inventories have used such 

segments as the textual material the students are to read. Some seg

ments are often from the beginning of a story, comprise a semantically 

complete unit, and are suggested as being acceptable for use in assess

ing comprehension (Spache and Spache, 1977). 

This particular segment, in large part, constituted a passage 

from an actual published informal reading inventory (Smith and Smith, 

1974). Furthermore, this length was not atypical of the length of 
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passages found in many comprehension assessment instruments designed for 

use at the sixth grade level (Gilmore, 1968; Silvaroli, 1965; Sucher and 

Allred, 1968). Moreover, the readability level of this passage, as mea

sured by the McLaughlin (1969) SMOG and Fry (1968) formulae falls into 

the sixth grade range of difficulty. (Copies of both the long and the 

short passage can be found in Appendix A). 

Procedures for Assessing 
Comprehension and Preference 

Two types of procedures for assessing comprehension were used 

for each of the two passages: (1) questioning, and (2) retelling. The 

questioning resembled the questioning format used with many informal 

reading inventories. The retelling instrument resembled the format for 

retelling commonly included in miscue analysis studies. 

Questioning 

Questioning, as a means of obtaining a measure of comprehension, 

is a commonly used technique. Spache and Spache (1977) state that it is 

the only acceptable method of comprehension assessment. Other teacher 

training texts also deal with the issue of questioning (Harris and Smith, 

1976; Lapp and Flood, 1978; Zintz, 1978). Questions accompany stories in 

both the teachers' manuals and the students' readers in virtually all 

basal series. Furthermore, questions are used to assess comprehension 

on both standardized and informal reading tests (Gates and MacGinitie, 

1972; Gilmore, 1968; Nelson, Denny, and Brown, 1960; Silvaroli, 1965; 

Sucher and Allred, 1968). As was pointed out in the review of the 

literature in Chapter 2, previous research in the area of oral and 
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silent reading comprehension has usually relied on the post-reading 

questioning forinat. 

Furthermore, since traditional informal reading inventories have 

tended to include both literal and inferential questions, the instrument 

I 

for this study was designed to also include both. 

Question formulation was accomplished by means of a three step 

process. Initial question formulation for the passages was carried out 

by graduate students at The University of Arizona. Graduate students 

were chosen because they had completed or were soon to complete master's 

work in reading and had already been involved in work related to iden

tifying types of questions and question formation. Seventeen students 

enrolled in a graduate level class in reading diagnosis and three stu

dents enrolled in a doctoral level seminar volunteered to participate 

in the question formulation phase of the study. 

Of the 20 students, ten were randomly assigned to each passage. 

These students then worked independently to formulate both literal and 

inferential questions for their respective passage. The terms literal 

and inferential were not defined for the students. The students were 

directed to generate as many questions as they thought appropriate but 

not so many as "to exhaust the story." (The original pools of questions 

for both the long and the short passages may be found in Appendix B.) 

During the second phase of question development, the pools of 

questions were submitted to two indepently selected but similar panels 

of fifth and sixth grade teachers who had volunteered to participate in 

this phase of the study. Fifth and sixth grade teachers were thought 
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to be familiar with tasks that can be expected of sixth gr&de level stu

dents and this background was seen as a benefit in dealing with the pool 

of questions. Teachers were from two Tucson area elementary schools. 

Four teachers werfe arbitrarily assigned the long passage, and four were 

assigned the short passage. 

The teachers in each group were given a copy of either the long 

or the short passage with appropriate question pools and worked indepen

dently to select what they considered to be the best or story significant 

inferential questions. Teachers were instructed that the reference to 

"best" was not necessarily the best worded questions but referred to the 

questions covering what they considered to be the most important literal 

or inferential notions of the story. (See Appendix C for a copy of 

directions supplied the teachers.) 

Teachers in the long passage group were instructed to choose six 

literal and six inferential questions; those in the short passage group 

chose three literal and three inferential. After making their selec

tions, the teachers in each group worked independently to rank order the 

literal and inferential questions they chose. Those teachers using the 

long passage ranked on a scale of one to six; those using the short pas

sage ranked from one to three. 

Finally, the experimenter identified those questions most often 

selected for each passage by the individual teachers. Actual questions 

for use with the passage were selected by analyzing the rankings of 

those questions most frequently selected by the teachers from each 

group. Those questions chosen most frequently and receiving the highest 



ranking for each group were included in the study. With those questions 

for each group that received the same ranking, frequency of occurrence 

in the original graduate student pool was used as the criteria in deter

mining which question to use. 

After questions were chosen for each passage by this process, 

two of the questions were reworded by the experimenter in an effort to 

make the questions as comprehensible as possible. In each instance, a 

less complicated syntax and vocabulary was used to replace the original 

version. 

Point values for the questions for each passage were established 

by the experimenter. The questions selected for the long passage ques

tions were assigned one .point each while the short passage questions 

were valued at two points each, totalling 12 points for each passage. 

It should be noted that six of the 12 questions for the long passage 

were the six questions chosen for the short passage. (See Appendix D 

for copies of passage questions and the answers considered to be accept

able by the researcher.) 

Retelling 

The second procedure was that of retelling. Goodman and Good

man (1978) have stated that the retelling procedure provides more and 

different information about a reader's understanding than do tradi

tional questions. They feel that whereas traditional questions often 

promote convergent thinking, retelling provides information about the 

reader's ability to interrelate knowledge, to interpret, to draw conclu

sions, and to develop concepts or misconceptions. The retelling 
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technique is used as part of miscue analysis (Goodman and Burke, 1972), 

has occasionally been used with informal reading inventories (Harris and 

Smith, 1976), and is recommended in at least one reading methodology 

text (Lee and Rubin, 1979). 

The retelling outline procedure used in this study followed the 

guidelines for construction of an outline and scoring provided by Good

man and Goodman (1978). According to these procedures, outlines should 

be developed prior to administration of the instrument. Sections of the 

outline and the point values assigned each section are to be: (1) char

acter recall—20 points; (2) character development—15 points; (3) 

events—55 points; and (4) extra information—10 points. 

A two step process was followed in the construction of the out

lines needed for the two passages. First, students were asked to gener

ate outlines. Two intact classes of eighth grade students were selected 

to construct outlines, with one class assigned to each passage. A dis

cussion of outlining and a demonstration of the outline format to be 

used was presented to each class. The long passage was then read and 

outlined by each of the 26 students from one class, each student working 

independently. Similarly, the short passage was read and outlined in

dependently by 27 students from another class. As expected, based on 

findings by Goodman and Goodman (1978), high agreement was observed 

among student outlines of the respective passages. 

During the second step, a composite outline was constructed by 

the experimenter for each passage using these student-produced outlines 

as a guide. Any information that was found in over 50% of the outlines 

for each passage was included in the composite outline for that passage. 



35 

These composite outlines were used as guides in scoring the information 

produced in retelling conditions for both the long and the short pas

sages. (See Appendix E for copies of the composite outlines.) 

Three types of information were gathered during retellings of 

both the long and short passages. This information included free re

call, responses to open-ended probes, and responses to more directive 

probes developed for use in the question treatment. Free recall and 

open-ended probes for each passage were scored using the retelling out

lines for that passage. Responses to directive probes were recorded on 

answer sheets developed for use in the question treatment. 

The experimenter developed the open-ended probes for each pas

sage. These probes asked the students to expand on information they had 

already supplied during the free recall. Only subject matter previously 

mentioned by the student was referred to in the probes. 

Development of Preference Instrument 

In order to gain some insight into student preferences for oral 

or silent reading, an instrument for assessing individual preferences 

was developed. The instrument consisted of ten statements about reading 

situations. Five common instructional reading situations were inter

spersed with five common recreational reading situations. An example of 

procedures was included as were both written and verbal directions for 

completion of the instrument. For each statement students were allotted 

ten points which they were to divide as they chose using the categories 

silent and oral. Conceivably, a student could award ten points to one 

reading mode and zero points to the other. (See Appendix F for a copy 

of the Preference Instrument.) 
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Procedures for Data Collection 

Prior to the formal collection of data, a pilot study was con

ducted. The purposes and procedures used in both the pilot study and 

the major study are explained in the following sections. 

Pilot Study 

The pilot study was designed to explore the retelling condition. 

The purpose of this pilot study was to determine the ability of students 

to understand the tasks and terms found in the study. The pilot study 

was conducted at a Tucson area elementary school. Both the building 

principal and a sixth grade teacher volunteered to participate in the 

study. Eight subjects, chosen by the teacher and described by the 

teacher as being among the best readers in the class, were assigned to 

a retelling task. "Good" readers were chosen because it was felt the 

information they would supply during the retelling would aid the experi

menter in the construction of probes to be used in the major study. 

Thus, the retellings of these students would serve as a guide as to use 

and structure of probes. 

Two students were assigned to each treatment group within the 

retelling condition. Two students were assigned to treatment (long 

oral), two were assigned to treatment (long silent), two were 

assigned to treatment B^ (short oral), and two were assigned to treat

ment B^ (short silent). (See Table 2.) 

Based on this pilot study, it was determined that the passages 

did not appear to be too difficult in vocabulary, syntax, or concept 

load for good sixth grade readers. In addition, information supplied 
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Table 2. Treatment groups within the retelling condition 

Oral Silent 
Treatment Number Treatment Number 

Long 2 
^2 

2 

Short 
^1 

2 
^2 

2 

during retellings was compared with the criteria established for the 

passage outlines and they were found to be compatible. These readers 

mentioned information similar to that contained in the outlines. Stu

dents who produced complete spontaneous retellings were, generally, 

unable or at least reluctant to expand oh the retellings. They appeared 

to feel the retelling supplied all necessary information and additional 

information would be superfluous. Based on this reaction, it was de

cided not to pressure students in an effort to elicit extra information, 

providing the spontaneous retelling was complete. The opportunity for 

expansion would be provided each student through the use of open-ended 

probes; however, if students chose not to pursue the topic, no pressure 

would be brought upon them to do so. 

In simimary, the pilot study demonstrated the two chosen passages 

to be viable means of acquiring retelling information. Some modification 

of open-ended probing techniques were instituted as a result of the pilot 

study. 
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Major Study 

The major study was conducted during the months of November and 

December 1979. Data were collected during the mornings for a total of 

three weeks. The experimenter was provided a small room in the school 

library in which to work with the students on an individual basis. 

Identification of Subjects. In the major study, ten of the 80 

subjects were assigned randomly to each of the eight groups. Random 

assignment was based on the order of return of consent forms. As the 

forms were received by the experimenter, the subjects were placed in a 

different treatment group. V'Jhen all treatment groups contained one 

subject, the process was begun again until all treatment groups had ten 

subjects (see Table 3). 

Table 3. Treatment groups for major study 

Question Retelling 
Oral Silent Oral silent 

Treat- Treat- Treat- Treat
ment Number ment Number ment Number ment Number 

Long A, 10 A„ 10 B. 10 B_ 10 
^ 1  2  1  2  

Short A- 10 A. 10 B- 10 B. 10 
3 4 3 4 
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Subjects in question condition were asked to read the long 

passage orally, sx±)jects in question condition were asked to read 

the long passage silently, subjects in question condition were asked 

to read the short passage orally, while subjects in question condition 

A^ were asked to read the short passage silently. 

Subjects in retelling condition were asked to read the long 

passage orally, subjects in retelling condition were asked to read 

the long passage silently, subjects in retelling condition were asked 

to read the short passage orally, while subjects in retelling condition 

B^ were asked to read the short passage silently. 

General Procedures of the Major Study. A pre-assessment check 

was administered individually to each student by the experimenter 

following an explanation of the general background and purpose of the 

study, also conducted by the experimenter. Students were told their 

participation was voluntary and their confidentiality would be insured. 

The experimenter administered the instruments on an individual 

basis to 80 sixth grade students. Working with one class at a time, 

students were sent to the experimenter on a rotating basis. That is, 

as one student returned to the classroom, another would be sent to the 

experimenter. 

Students were asked to read either the long or the short passage 

to understand and remember as much as they could. They were told they 

would be asked questions about the story or asked to retell the story, 

according to the experimental condition to which they had been assigned. 
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Students were instructed to take as much time as they needed to 

read the story through once. Each student was timed and the amount of 

time taken to read the passage was recorded.. In addition, all oral 

readings were tape recorded as were all postreading activities. Upon 

completion of the reading, each student was asked to return the copy of 

the passage to the experimenter who then asked the student questions 

about the story or asked the student to retell the story. 

Procedures for Questioning Tasks. Those students in the ques

tion treatment group were asked the questions chosen to accompany the 

passage they read. Responses were tape recorded and answers were 

marked on the e:^erimenter's copy of the response sheet. Students were 

encouraged to reply to each question. If a student refused to answer 

or stated that she/he did not know the answer, the experimenter sug

gested she/he take a guess at the answer. No indication was given any 

student as to whether questions were answered correctly or incorrectly. 

Procedures for Retelling Tasks. Students assigned to the re

telling treatment groups were asked by the experimenter, after they had 

read the passage and returned the copy of the passage to the experimen

ter, to "Tell me everything you can remember about the story." All 

responses were tape recorded for transcription at a later time. Stu

dents were given ample tine for retelling. During the unaided, or 

spontaneous, retelling the experimenter did not interrupt, or interject 

any questions. As the subject was retelling the story, the experimenter 

used the story outline to make notes and check off items related by the 

reader. 
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Aided retelling was used after the unaided retelling was con

cluded; that is, when no more spontaneous information was provided by 

the student. Each student was then asked open-ended probes which drew 

only on information the student had furnished and which were designed to 

stimulate thinking and gather additional information. 

Following the aided retelling, direct questions were asked in 

order to determine the students' ability to answer the questions devel

oped for use with the particular passage in the questioning condition. 

In cases where the student had already provided the information re

quested in any of the questions, those questions were omitted. Finally, 

subjects were again given a copy of the story and asked to react to 

various vocabulary items. 

Scoring of Data 

All data were scored by the examiner at the conclusion of each 

session. Criteria for scoring were established by the experimenter and 

were followed in the scoring of each protocol. 

Scoring of Question Data 

A total score of 12 points was possible for both the long and 

short passages. Each of the 12 questions over the long passage was 

worth one point while each of the six questions over the short passage 

was worth two points. Partial credit was not granted. For certain 

questions multiple answers were acceptable, and if the student provided 

any one answer, full credit was given. 

Interjudge reliability of scoring was undertaken. Criteria for 

acceptable responses were supplied to the volunteer interjudge, a 
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doctoral student in English with a master's degree in reading. Four 

protocols of the question treatment response sheets, two for the long 

and two for the short passage, were randomly chosen by the interjudge 

volunteer from the total of all question treatment response sheets. Ex

perimenter scoring marks had been covered on all response.sheets. The 

volunteer, on separate response sheets, indicated the identification 

number of each of the samples chosen and proceeded to score each sample 

using the criteria supplied by the experimenter as a guide. One point 

was awarded for each correct response on the long passage; two points 

were awarded for each correct response on the short passage. The total 

point score for each student was found by summing all points awarded the 

student. Agreement of scoring between experimenter and interjudge was 

100 percent. (See Appendix G for a sample protocol for the question 

group.) 

Scoring Retelling Data 

A total of 100 points was possible for both the long retelling 

outline and the short retelling outline. For each outline point distri

bution was: character identification—20 points; character develop

ment—15 points; events—55 points; extra information—10 points. With

in each section, points were assigned for specific information (see 

Appendix E). Partial credit for responses was not granted. Information 

used in scoring had to be supplied during spontaneous retelling or open-

ended probing. The order in which the information was presented did not 

affect the scoring. (See Appendix H for sample protocols for the re

telling treatment groups.) 



43 

Interjudge reliability of scoring was undertaken by the same 

volunteer who participated in the judging of the question treatment. 

The volunteer was supplied with all transcripts of the retellings, 

non-scored response sheets, and criteria to be used in the scoring of 

retellings. From the pool of transcriptions, the volunteer randomly 

chose two long and two short retellings for analysis. Using the tran

scriptions, the volunteer completed a response sheet for each protocol, 

awarding points for information supplied by the subject during the re

telling. A comparison of these scores with the scores awarded by the 

experimenter for the same samples showed no difference in-scoring. 

Analysis of the Data 

Reliability 

Internal consistency of both the questioning and the preference 

instruments was one aspect of instrument reliability examined. Kuder-

Richardson Formula 20 was used to measure internal consistency of the 

short and long question instruments. 

Data Analysis 

This study attempted to examine differences between oral and 

silent reading comprehension performance with passages of varying 

lengths using both questioning and retelling formats. Mean scores of 

subjects in each area of each treatment group were svibjected to a series 

of two-way analyses of variance (Glass and Stanley, 1970) to test for 

significant differences between groups. A test of variances (Downie 

and Heath, 1965) was conducted on the retelling data only. For these 
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analyses and all subsequent analyses, the .05 level of significance was 

used. 

Additional two-way analyses of variance were used to examine the 

extent to which information sought by means of traditional questions was 

supplied by the reader during the three stages of the retelling format. 

Preference data was analyzed by means of two two-way analyses of 

variance. Finally, a subjective analysis of the subjects' retelling 

protocols was undertaken. This descriptive analysis was considered 

important because of the nature of the information foiind in the proto

cols. It was felt that such an analysis will provide insights into 

areas of comprehension not revealed through parametric statistical 

tests. (See Appendix I for basic raw data on which analyses were per

formed. ) 



CHAPTER 4 

RESULTS AND DISCUSSION 

The findings of the study are presented under the following six 

headings: (1) reliability of the instruments, (2) findings regarding 

question one, (3) findings regarding question two, (4) findings regard

ing question three, (5) non-quantitative findings, and (6) summary of 

findings. 

Findings Regarding Reliability of the Instruments 

In order to answer the first question of the study, two question 

instr\iments containing six and twelve items respectively, were developed 

and administered to the 40 subjects randomly assigned to the two ques

tion treatment groups. The scoring of the instruments seemed to be 

reliable as described in Chapter 3, but an additional procedure was 

necessary to determine the internal consistency of the instruments. 

Reliability of the six and twelve-item question instruments was 

computed using Kuder-Richardson Formula #20 (Downie and Heath, 1965). 

A reliability coefficient of .85 was computed for the six-item test; a 

reliability coefficient of .82 was computed for the twelve-item test. 

Thus, although the sample size was a relatively small and homogeneous 

group and the nmnber of items not extensive, the instruments were found 

to be reliable. 

45 
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In order to answer th6 second question of the study, retelling 

instruments were developed for the long and short versions of the pas

sage. These instruments were used to determine a retelling score for 

the 40 subjects randomly assigned to the retelling treatment group. 

Since the retelling format does not lend itself to measures of internal 

consistency of subjects' performance because of the variation in content 

and sequence among subjects inherent in retellings, there is no way to 

measure the reliability of the retelling instruments. As e:^lained in 

Chapter 3, the scoring itself appeared to be reliable. 

Findings Regarding Question One 

The first question this study addressed was: What differences 

can be identified between oral reading comprehension performance and 

silent reading comprehension performance with passages of varying 

lengths when responses to questions are used as the measure of compre

hension? In Table 4 are reported the mean comprehension scores of the 

40 subjects in the question treatment groups. 

Table 4. Mean comprehension scores for the post-reading question 
treatment groups (N in each group = 10) 

Mode of Passage Length 
Reading Long Short 

Oral (12 points possible) 8.0 8.2 

Silent (12 points possible) 7.3 9.0 



47 

The highest score possible in this condition for any subject was 12 

points. Each of the twelve questions accompanying the long passage was 

valued at one point; each of the six questions accompanying the short 

passage was valued at two points. 

Table 5 summarizes the results of the statistical analyses. 

The two-way ANOVA indicates that no statistically significant differ

ences existed among question treatment groups. There were no signifi

cant differences between oral reading comprehension performance and 

silent reading comprehension performance, no significant differences 

between comprehension of long and short passages, and the interaction of 

mode of presentation and length of passage was also not significant. 

Table 5. Two-way analyses of variance of question treatment groups 

Significance 
Source SS df MS F of F* 

Mode of 
Presentation .025 1 .025 .00 NS 

Length of 
Passage 9.025 1 9.025 .70 NS 

Mode of 
Presentation 
X Length of 
Passage 5.625 1 5.625 .43 NS 

Residual 465.700 36 12.936 

Total 480.400 39 

*p <.05 
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These findings are consistent with results reported by Jones 

(1932), Swanson (1936-37), Rogers (1937), and Rousch (1972). Although 

this study differed from the above studies in that passages of varied 

length were used, the differences in length did not appear to affect 

comprehension performance. 

One possible explanation for the lack of differences could be 

the test-like format of the treatments. Thus, subjects may have ap

proached the task with a rather uniform purpose or focus because of the 

text content. Since post-reading questions are a common comprehension 

assessment procedure in most classrooms, familiarity v^ith the task may 

have enabled the students to read with a specific, understood purpose 

no matter what the treatment group. 

Two other types of descriptive data were available for all the 

subjects in the question treatment group. The first set of data con

cerned the subjects' preference for oral and silent reading tasks. Sub

jects were to indicate a preference for oral or silent reading in each 

of ten reading situations described on the response sheet. For each 

situation a total of ten points was available for the stdDjects to 

divide between the two modes of presentation. If a siibject equally 

preferred oral and silent reading in all ten situations, the subject's 

score would be 50 points. On the other hand, if a subject preferred 

silent reading exclusively in all situations, that subject's score 

would be 100 points. Table 6 presents the data for the preference 

ratings for the question treatment groups. 
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Table 6. Mean ratings for silent reading preference for question 
treatment groups (N in each group = 10) 

Mode of Passage Length 
Reading Long Short 

Oral (100 points possible) 77.4 68.7 

Silent (100 points possible 77.4 74.9 

A total of 100 points was possible on this instrument. These . 

data were subjected to a two-way ANOVA and no significant differences 

were found among treatment groups. That is, students \iniformly indi

cated a preference for silent reading when rating experimenter 

selected reading tasks. 

The other set of descriptive data was concerned with time taken 

in the reading tasks assigned. Table 7 presents the data for reading 

time measured in words per second, recorded for each of the 40 siobjects 

in the question treatment group. 

Table 7. Mean words per second times for question treatment groups 

Mode of Passage Length 
Reading Long Short 

Oral 2.16 1.764 

Silent 3.396 2.549 



50 

These data were siabjected to a two-way analysis of variance and 

significant differences were foiond at the .05 level. Subsequent post 

hoc tests indicated that there were significant differences among all 

four treatment groups. Subjects in the oral reading groups read fewer 

words per second than did subjects in the silent reading groups. The 

short passage was read at a slower relative rate than the long passage 

by both the oral and silent treatment groups. Mean words per second 

times for the silent reading treatment groups revealed a trend similar 

to that shown by the oral reading treatment groups; that is, subjects 

read the long passage at a relatively faster rate than they read the 

short passage. 

Although findings from the preference instrument indicated a 

strong preference for sil'ent reading, this preference did not appear to 

affect the actual reading comprehension performance of the question 

treatment groups. Also, reading comprehension performance was not 

affected by the amount of time taken to read the passages. There were 

significant differences in both main effects and interaction effect when 

looking at mean times of words read per second. Subjects in the silent 

treatment groups did read the passages at a faster rate, particularly 

the long passage, but this difference in rate did not have an effect on 

reading comprehension performance. These results would supply addition

al evidence to support the contention that silent reading is a more 

efficient mode than is oral reading (Pinter, 1913; Mead, 1915; Pinter 

and Gilliand, 1916; Mead, 1917). 
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Findings Regarding Question Two 

The second question this study addressed was: What differences 

can be identified between oral reading comprehension performance and 

silent reading comprehension performance with passages of varying 

lengths when retelling is used as the measure of comprehension? In 

Table 8 are reported the mean reading comprehension scores of the re

telling treatment groups. The highest score possible for any subject 

in this condition was 100 points. 

Table 8. Mean comprehension scores for the retelling treatment 
groups (N in each group = 10) 

Mode of Passage Length 
Reading Long Short 

Oral (100 points possible) 87 66 

Silent (100 points possible) 66 73 

Table 9 suiranarizes the results of the statistical analyses per

formed. Findings reported in Table 9 indicate that no significant 

differences were found among retelling treatment groups. There were no 

significant differences between oral reading comprehension performance 

and silent reading comprehension performance, no significant differences 

between long and short passages, and the interaction of mode of presen

tation and length of passage was also not significant. 
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Table 9. Two-way analyses of variance of retelling treatment groups 

Significance 
Source SS df MS F of F* 

Mode of 
Presentation 445.63 1 455.63 .67 NS 

Length of 
Passage 525.63 1 525.63 .77 NS 

Mode of 
Presentation 
X Length of 
Passage 1890.62 1 1890.62 2.78 NS 

Residual 24462,50 36 679.51 

Total 27334.38 39 

*p <.05 

These findings support research conducted by the Kirkham (1977) 

study where a retelling format was used. Kirkham found no significant 

differences in the literal comprehension scores from oral and silent 

treatment groups. 

Although no actual significant differences were found, mean 

scores indicated that the long oral treatment group does have a higher 

average score. An inspection of the individual scores of the long oral 

treatment group in comparison to the other groups indicated a possible 

difference in variance; that is to say, the scores of this group were 

more closely clustered than were the scores of the other groups. 

A test of differences in variances (Downie and Heath, 1965) was 

applied to these data. Results of the test showed that the long oral 
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group did have a significantly smaller variance than did the long 

silent, short oral, and short silent treatment groups. These differ

ences in variance can best be explained by sampling error; nevertheless, 

the overall statistical analysis still leads to the conclusion that 

there were no significant differences among the retelling scores. 

As was true for the question treatment groups, two other types 

of descriptive data were available for all the subjects in the retelling 

treatment groups. The first set of data was concerned with the sub

jects' preference for oral and silent reading tasks. Subjects were to 

indicate a preference for oral or silent reading in each of ten reading 

situations described on the response sheet. For each situation a total 

of ten points was available for the subjects to divide between the two 

modes of presentation. If a subject equally preferred oral and silent 

reading in all ten situations, the subject's score would be SO points. 

On the other hand, if a subject preferred silent reading exclusively in 

all situations, that sv±)ject's score would be 100 points. Table 10 

presents the data for the preference ratings for the retelling treatment 

groups. 

Table 10. Mean ratings for silent reading preference for retelling 
treatment groups (N in each group =10) 

Mode of Passage Length 
Reading Long Shorl: 

Oral (100 points possible) 

Silent (100 points possible) 

72.2 

64.6 

62.9 

59.6 
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A total of 100 points was possible on this instrument. These 

data were siibjected to statistical analyses and no significant differ

ences were fovind among treatment groups. As was found with the question 

treatment groups, students in the retelling treatments uniformly indi

cated a preference for silent reading when rating experimenter selected 

oral and silent reading tasks. 

Table 11 presents the data for reading time, measured in words • 

per second, recorded for each of the 40 subjects in the retelling 

treatment groups. 

Table 11. Mean words per second times for retelling treatment groups 
(N in each group =10) 

Mode of Passage Length 
Reading Long Short 

Oral 2.03 2.05 

Silent 2.08 2.23 

These data were subjected to a two-way ANOVA and no signif

icant differences were found among treatment groups. Sxibjects in the 

retelling condition read orally and silently the long and short passages 

at virtually the same rate in terms of words per second. 

Unlike the subjects in the questioning treatment groups, these 

subjects did not read more rapidly in the silent condition. Since all 

aspects of the treatment were identical except for the pre-reading 
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instructions, it would appear the nature of these instructions resulted 

in the lack of differentiation in reading rate. Subjects in the retell

ing condition were instructed to read in order to tell the experimenter 

everything they could remember about the passage. Perhaps these in

structions caused the subjects in the silent reading conditions to read 

at a rate resembling that of the oral reading group in order to both 

process and remember story information in anticipation of the retelling 

task. 

Findings Regarding Question Three 

The third question this study addressed was: In either oral or 

silent reading, to what extent is the information sought by means of 

traditional questions supplied by the reader during a retelling format? 

Three sets of data were analyzed in order to answer this question. The 

first set of data contains comprehension scores of subjects in the re

telling groups computed according to whether the information was 

supplied by the reader during spontaneous recall, open-ended probing, 

or direct questioning. In Table 12 are reported the mean question com

prehension scores of the retelling treatment groups. The highest possi

ble score is 12 points. Each of the 12 questions accompanying the long 

passage was valued at one point; each of the six questions accompanying 

the short passage was valued at two points. 

Table 12 suiranarizes the results of the statistical analyses 

performed on the data in Table 13. Findings reported in Table 13 indi

cate that no significant differences were found among retelling treat

ment groups when the question scores of these groups were compared. 



56 

Table 12. Mean question comprehension scores for the retelling 
treatment groups (N in each group = 10) 

Mode of Passage Length 
Reading Long Short 

Oral (12 points possible) 9.3 8.0 

Silent (12 points possible) 6.1 8.6 

Table 13. Two-way analyses of 
retelling treatment 

variance of question 
groups 

scores of 

Source df SS MS F 
Significance 

of F* 

Mode of 
Presentation 1 16.9 16.9 1.49 NS 

Length of 
Passage 1 3.6 3.6 .32 NS 

Mode of 
Presentation 
X Length of 
Passage 1 36.1 36.1 3.19 NS 

Residual 36 405.4 11.3 

*p <.05 
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There were no significant differences in the group mean question scores 

between the oral and silent reading, no significant differences between 

the group mean scores according to long and short passages, and the 

interaction group mean scores of mode of presentation and length of 

passage was also not significant. Therefore, findings were similar to 

those of the question treatment groups in that for group mean scores no 

significant differences were found. 

The second set of data contains a comparison of comprehension 

question scores of the questioning and retelling treatment groups 

according to length of passage and mode of presentation. It should be 

noted that the data for the retelling group included all information 

supplied by subjects during spontaneous recall, open-ended questioning, 

and direct questioning. Table 14 summarizes the results of the statis

tical analyses performed on the question data for the questioning and 

retelling groups. 

Table 14. One-way analysis of variance of question scores of 
questioning and retelling treatment groups 

Significance 
Source df SS MS F of F* 

Type of 
Assessment 1 .31 .31 .03 NS 

Error 78 942.69 12.09 

Total 79 

*p <.05 
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Findings in Table 14 indicate that no significant differences 

ere found in performance on group mean scores on question tasks among 

the questioning and retelling treatment groups. 

Based on these findings, it would appear that students do 

equally well when questioned or asked to respond to a three-stage re

telling format. Although the approaches differ, the end result is 

similar. 

The third set of data provides a comparison of comprehension 

question scores for both questioning and retelling treatment groups 

with the mean scores of the retelling groups being based on information 

supplied during spontaneous recall and open-ended probing only. 

Table 15 summarizes the results of the group mean statistical analysis 

performed on the question data described above. 

Table 15. One-way analysis of variance of question scores of 
questioning and retelling treatment groups (spontaneous 
recall and open-ended probes only) 

Source df SS MS 
Significance 

F of F 

Type of 
Assessment 1 174.05 174.05 17.44 p .001 

Error 78 778.15 9.98 

Total 79 
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Findings in Table 15 indicate that significant differences were 

found in group mean performance scores on question tasks among the ques

tioning and retelling groups when the scores for the retelling groups 

were based on information supplied by the svibjects during spontaneous 

recall combined with open-ended probes. These findings suggest that 

information is supplied during spontaneous recall and open-ended probes 

that is significantly different than the type of information sought by 

means of traditional questioning. 

This is not to say that the siabjects are unable to supply the 

traditional question information. As can be seen in Table 14, no sig

nificant differences were found among questioning and retelling treat

ment groups when direct questions were asked in addition to spontaneous 

recall and open-ended probes. It should be noted, however, that direct 

questions may be necessary in instances where information sought by the 

examiner is not supplied during spontaneous recall and open-ended ques

tions. Such information would most probably be of an inferential nature 

and would not be expected to occur spontaneously. 

Subjective Findings 

The surface information provided by siabjects in the retelling 

treatment groups was quantitatively scored; in addition, other types of 

information from the retellings were collected for comparative analysis 

and discussion. This information provides insights about the reader's 

abilities that might not be observed in a traditional questioning type 

of comprehension assessment. Of particular interest was concept 

development, specifically regarding characterization. The story used 
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in this study was somewhat unique in that no proper names were used; 

rather, the characters were referred to by the use of terms which de

scribe their role or function. The terms judge, plaintiff, and 

defendant were used throughout the story in reference to the characters. 

An analysis of the retelling information revealed that readers 

may have a conceptual understanding of the characters in the story al

though these same readers may be unable to pronounce the terms or to 

remember the terms during the retelling. Subjects in the retelling 

condition were generally able to demonstrate a conceptual awareness of 

the nature of the role of each character in the story. Table 16 pre

sents the number of subjects able to convey an understanding of the 

characters based on experimenter analysis of the retellings. 

Table 16. Number of subjects conceptually aware of character roles 
(N in each group = 10) 

Long Passage Short Passage 
Mode of Plain- Defen- Plain- Defen-
Presentation Judge tiff dant Judge tiff dant 

Oral 10 10 10 7 9 9 

Silent 9 9 9 7 8 7 

From this table it can be observed that subjects assigned the 

long passage evidenced a high degree of character conceptualization 

while sxibjects assigned the short passage appear to be less able to 

demonstrate a similar'degree of understanding. Differences in character 



conceptualization may be accounted for by differences in passage length. 

That is the greater length of the long passage may have allowed more 

complete character and plot development than the short passage. The 

additional length of the long passage may have presented more and re

peated information, as well as allowing the reader more time to sort 

and organize this information. Therefore, the passages could be said 

to differ in their holistic nature. 

The conceptual development that occurs when a reader proceeds 

through a passage may be revealed through an observation of words not 

correctly pronounced during reading but which are discussed on a more 

conceptual level as part of the retelling. One such word in the story, 

plaintiff, was examined. Generally, those subjects who read the pas

sage orally were observed to experience difficulty in pronouncing the 

word plaintiff. Usually, this word was either mispronounced or more 

commonly omitted during the retellings; however, the majority of readers 

did exhibit a conceptual understanding of the term in the retellings. 

Of the 40 subjects in the two retelling treatment conditions, 

33 did not use the word plaintiff in their retellings but chose to 

refer to that character as "guy," "man," or some variation thereof. Of 

the seven subjects who used the term, not all produced the standard 

pronunciation. 

Excerpts of mispronunciations from retellings: 

S # B-4-5 .... two other guys . . . one named ... I don't know 

the name . . . started with a P . . . . 

S#  B - 4 - 7  . . . .  an d  p l a i n t i  .  .  .  hi s  n a m e  w a s  p l a n t i  o r  s o m e t h i n g  

l i k e  t h a t  . . . .  
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S# B-1-10 One man named stin-tiff. 

S# B-3-2 To that plantiffi or something. 

Extra information was collected as part of the retelling proce

dure. The 40 subjects were asked to look at the word plaintiff in the 

story and to explain the meaning of the word. Two subjects stated that 

it referred to a person who complained and was trying to prove his case 

to the judge. Three subjects explained that the term was the name of a 

man, thus choosing to disregard the determiner, the, preceding each 

occurrence of the word. Eight subjects replied in a manner that sug

gested they had formed misconceptions about the term. These misconcep

tions included reference to the term as "a kind of work," "not true," 

"a place," "a place he was sitting," "out in the middle of nowhere." 

Twenty-seven subjects, however, correctly indicated that the 

term referred to a person. The exact role or occupation of this person 

was not always substantiated in the story, thus minor misconceptions 

seem to have been formed. 

Terms used to refer to the plaintiff; 

s# B-1-5 rich man 

s# B-1-6 farmer 

s# B-1-7 old person, villager 

s# B-1-8 bad person 

s# B-2-1 plain person 

s# B-2-2 farmer 

s# 3-2-4 chief 

s# B-2-5 jeweller 
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S# B-3-4 a man 

S# B-4-3 a person 

S# B-4-9 leader 

These findings are not consistent when compared with the con

ceptual understanding revealed in the retellings. Only four subjects 

appeared to exhibit conceptual confusion regarding this character when 

retelling the story. Responses to questions concerning an isolated word 

may mask an ability to identify a concept which appears to be obviously 

understood in a more contextually complete situation. 



CHAPTER 5 

CONCLUSIONS, IMPLICATIONS, 

AND RECOMMENDATIONS 

In this chapter will be presented a brief overview of the 

problem, related research, procedures used, and the findings, conclu

sions, implications, and recommendations for research that appear to 

follow from the findings of this study. 

Restatement of the Problem 

The purpose of this study was to statistically assess and com

pare oral reading comprehension performance with silent reading compre

hension performance with passages of varying length using both a 

questioning and a retelling format. Previous studies in the area of 

oral and silent reading comprehension performance reported conflicting 

results. None of the studies used passages of varying lengths or both 

a questioning and a retelling format. 

The three questions to be ejqplored in this study were: 

1. What differences between oral and silent reading comprehension 

performance can be identified with passages of varying lengths 

when responses to questions are used as the measure of compre

hension? 
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2. What differences between oral and silent reading comprehension 

performance can be identified with passages of varying lengths 

when retelling is used as the measure of comprehension? 

3. In either oral or silent reading, to what extent is the informa

tion sought by means of traditional questions supplied by the 

reader during a retelling activity? 

Related Research 

Studies designed to investigate the differences between oral and 

silent reading comprehension performance were initiated early in the 

twentieth century. One of the first sets of studies was undertaken in 

the early 1900's. Reflecting the atmosphere of the times, studies by 

Mead (1915, 1917), Pinter (1913), and Pinter and Gilliand (1916) re

sulted in findings favoring silent over oral reading comprehension. 

Based on these findings, silent reading instruction, with a focus on 

reading for meaning, was promoted. 

A second set of studies appeared in the 1930's; these studies, 

however, did not result in findings supportive of the earlier studies. 

Jones (1932), Swanson (1936-37), and Rogers (1937) reported mixed find

ings, in that some subjects londer some conditions favored oral reading 

while others favored silent reading. Unlike the earlier studies, no 

conclusions favoring either the oral or the silent mode could be drawn 

from these studies. 

A third set of studies, appearing after 1950, again showed 

mixed results. While Collins (1961) reported statistically significant 

differences favoring the oral mode, studies by Ames and Rosen (1970) , 
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Poulton and Brown (1967), Rowell (1976), and Swalm (1971) resulted in 

mixed findings. Studies conducted by Rousch (1972) and Kirkham (1977) 

found no differences between oral and silent reading comprehension 

performance. 

The research cited indicated a need to pursue the question of 

whether reading comprehension performance differs according to the mode 

of presentation used, in this case oral or silent. Since none of the 

previous studies included passages of varying lengths and both question

ing and retelling modes of assessing reading comprehension performance, 

a need was seen for this study. 

Design and Procedures 

The subjects in this study were drawn from nine sixth grade 

classes in the Plowing Wells School District in Tucson, Arizona metro

politan area. Only those students were included who had scored between 

stanines four and six on the Gates-MacGinitie Reading Test. 

A story with a sixth grade readability level was located in a 

sixth grade level basal text. The entire story was considered the long 

passage, as defined by the experimenter, while a portion of the story 

was considered the short passage. 

Two types of procedures for assessing comprehension were devel

oped for each of the two passages: (1) questioning, and (2) retelling. 

A twelve-question instrument was designed for use with the long passage, 

a six-question instrument was designed for use with the short passage. 

Total point value for each of the question instruments was 12 points. 
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The retelling procedure was based on an outline of each of the 

passages to be used as a guide in scoring the respective passages. 

Separate 100 point outlines were constructed for use with each passage. 

Procedures involved in data collection consisted of a three-step 

process. Initially, each subject was asked to respond to a performance 

instrument designed by the experimenter to reveal preferences for oral 

and silent reading of various material. Next, each subject was asked 

to read either the long or the short passage. The amount of time taken 

by each subject to read the assigned passage was recorded. Finally, 

subjects were asked to answer questions or retell the story. Random 

assignment was used to determine student placement in treatment groups. 

Each subject's performance on the questioning and retelling 

instruments was interpreted by the researcher and scores were awarded. 

Various statistical analyses were conducted to test differences between 

oral and silent reading comprehension performance based on passage 

length under both the questioning and retelling conditions, and further, 

to examine the extent to which information sought by means of tradition

al questions was supplied by the reader during the three stages of the 

retelling procedure. Preference and time data were analyzed and a 

descriptive analysis was conducted of the passage retellings. 

Findings of the Study 

In this section are reported the results of the data analyses 

regarding oral and silent reading comprehension performance with pas

sages of varying length using questioning and retelling procedures. 

The statistical analyses yielded the following findings: 
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1. No significant differences in group means were found between 

oral and silent reading comprehension of long and short passages 

when either questioning or retelling was used as the measures of 

reading comprehension performance. 

2. Significant differences in group means were found in performance 

between the questioning and retelling groups on question tasks 

when scores for the retelling groups were based only informa

tion supplied during spontaneous retelling and open-ended 

probing. These differences may be accounted for by an examina

tion of the type of direct questions in that some of these 

questions sought information of an inferential nature that would 

not be expected to occur spontaneously. 

3. No significant differences in group means were found in prefer

ence for silent reading in the subjects' rating of experimenter 

constructed reading situations. Subjects expressed a decided 

preference for silent over oral reading in all treatment groups. 

4. Significant differences in group means were found in the words 

per second reading time for passages in the questioning condi

tion. Silent reading of passages was significantly faster than 

oral reading of passages with the long passage being read at a 

faster rate than the short passage for both the oral and silent 

reading conditions. 

5. No significant differences in group means were found in the 

words per second reading time for the passages in the retelling 

condition. 
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Conclusions 

The following conclusions, based on the statistical findings, 

are limited to populations and instruments similar to those used in this 

study: 

1. Regardless of mode of comprehension assessment, students are 

able to perform equally well after reading orally or silently. 

2. Varying the length of passages read does not affect performance 

in reading comprehension tasks. 

3. Different modes of comprehension assessment do not necessarily 

yield the same kinds of information about reading ability. 

4. Students prefer silent reading as an activity but that prefer

ence is not reflected in superior silent reading comprehension 

performance. 

5. Students, when aware of the mode of comprehension assessment to 

be used, may make differential adjustments in their rate of 

reading. 

Implications 

The conclusions of this study suggested the following implica

tions : 

In assessing comprehension performance, oral or silent reading 

modes may be used. Use of the oral mode may provide additional informa

tion as to the oral reading strategies used by the subjects if miscue 

analysis or other forms of analyses are employed; however, comprehension 

performance in a testing situation does not appear to differ based on 

mode of presentation. 
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Variations in length of passage have no apparent effect on com

prehension performance. However, it should be noted that both the long 

and short passages used in this study were of greater length than pas

sages used in the majority of prior studies. Contrary to this research

er's expectations, the passage excerpt used for the short version did 

not cause readers added difficulty. Although this passage may be viewed 

as less holistic in nature than the long passage, students' group mean 

comprehension performance did not differ according to passage length. 

Since passage length did .not have an apparent effect on group 

mean comprehension performance, the concern over such issues as appro

priate length of stories and use of abridged texts should be reexamined. 

Further, mode of assessment did not result in differing compre

hension performance levels based on statistical analyses. Subjects 

responded equally well, based on analyses of group means, in question

ing and retelling situations; thus, although different types of in

formation are sought, level of comprehension performance does not differ. 

It should be noted that since types of information do differ according 

to mode of assessment, use of a retelling procedure followed by direct 

questioning will provide a more extensive profile of a student's 

abilities. 

Of particular interest is the conceptual awareness exhibited by 

students in regards to the characters in the story. Pronunciation is 

not a prerequisite for meaning; that is, students may not supply the 

standard pronunciation while reading or retelling, but the concept is 

evident through an analysis of the retelling. Often standard 



pronunciation and exact definition are thought to be required for a 

student to comprehend. It is possible, however, for a student to ex

press a conceptualization without providing the standard pronunciation 

or a precise definition. 

Students indicated a strong preference for the silent mode but 

this preference had no apparent relationship to comprehension perfor

mance. The reading situations described on the preference instrument 

dealt with instructional and recreational reading activities, but not 

with testing activities. Thus, subjects demonstrated a preference for 

silent reading in instructional and recreational reading situations; 

whether this same preference would apply to testing situations is open 

to conjecture. 

In addition, it is possible this preference for silent reading 

may have been an indication that students needed freedom from the 

pressures that often accompany oral reading. That is, teacher and peer 

appraisal of oral reading performance may cause anxiety, while such 

appraisal does not accompany silent reading. 

It should also be noted that experimenter observation and time 

data, especially for the retelling group, indicated that silent reading 

seemed to be little more than quiet oral reading. Lip movements were 

often observed throughout various silent reading performances although 

the subjects were ostensibly reading silently and were not actually 

vocalizing. Perhaps some students at sixth grade level do not actually 

differentiate between their conceptualizations of oral and silent read

ing except that in one task the words are said aloud. 



72 

One factor that may have contributed to this lack of differenti

ation in some students' conceptualization of oral and silent reading is 

a possible lack of familiarity with strategies for use in silent, as 

opposed to oral, reading. Teachers may not be instructing students in 

the use of silent reading strategies because teacher education programs 

may not have dealt with the implementation and development of such 

strategies. Therefore, there appears to be a need for both teacher edu

cation in the area of silent reading strategies and student instruction 

in the use of these strategies. 

Silent reading rate was faster than oral reading rate when the 

students were told that questioning would be the mode of assessment. 

This difference in rate had no effect on the comprehension perforrhance 

of those students. Familiarity with the mode of assessment, in this 

case questioning, may have accounted for this increase in silent reading 

rate. The uniqueness of the mode of assessment for the retelling group 

may have caused them to read more uniformly in order to remember as much 

information as possible in anticipation of the post-reading activities. 

Since students appeared to view the retelling procedure as being 

unique, frequent classroom use of this procedure is probably not common. 

Teachers may be unfamiliar with the procedure, thus suggesting a need 

for teacher education in this, and perhaps other, modes of reading com

prehension assessment. In addition to understanding procedures involved 

in various modes of comprehension assessment, teachers should be aware 

of the uses and limitations of each mode of assessment. 

Ideally, reading comprehension assessment should reflect the 

classroom reading tasks students engage in daily. Materials used in 
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assessing reading comprehension should be similar to those used in read

ing instruction. In order to provide a more realistic assessment of 

actual reading conprehension, ongoing assessment of natural daily per

formance is suggested. Such a continuous assessment would reduce or 

negate the anxiety common to testing situations. Subjects in this study 

may have viewed the tasks they were asked to engage in as a form of test; 

thus generalization of the results of the study is limited. 

In summary, statistical analyses indicate neither mode of pre

sentation, nor length of passage, nor mode of assessment appear to have 

an effect on students' reading comprehension performance in a testing 

situation. 

Suggestions for Further Research 

The following suggestions for further research developed as an 

outgrowth of this study: 

1. Replication of the study using subjects other than sixth 

grade students. 

2. Determination of differences in comprehension performance using 

passages of dramatically varied length. 

3. Replication of the study using larger numbers of subjects. 

4. Determination of the oral and silent preference of students in 

testing, instmictional, and recreational reading situations. 

5. Determination of reading rate by students engaged in oral and 

silent reading tasks with or without prior knowledge of means 

of assessment. 



74 

6. Replication of the study using students of varying ability 

levels. 

7. Replication of the study in such a way that subjects perceive 

the assessment activities to be instructional in nature. 

8. Replication of the study using types of text other than folk 

tales. 

9. Replication of the study using si±)jects who are familiar with 

both retelling and questioning procedures. 
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A Clever Judge^ 

There lived a man on the steppes who was famous for his justice 

and wisdom. At that time, if a man was known for his fairness, people 

came to him from far and wide to ask him to settle their disputes. And 

so it was that one day two villagers appeared before this wise man and 

asked him to settle their quarrel. 

"Tell me your story," the judge said to the plaintiff. 

"I had to leave my village," said the plaintiff, "for I had 

business elsewhere. And all my wealth was a hundred gold coins. I did, 

not come by them easily. I had to work hard for them, and I did not 

want them stolen while I was away. Nor did I care to carry so much 

money with me on my journey. So I entrusted these gold coins for safe

keeping to this man here. When I got back from my journey, he denied 

that he had ever received the money from me." 

"And who saw you give him these hundred gold coins?" asked the 

judge. 

"No one saw it. Vie went together to the heart of the forest and 

there I handed him the coins." 

"VJhat have you to say to this?" the judge asked, turning to the 

defendant. The defendant shrugged his shoulders. 

"I don't know what he is talking about," said the man. "I never 

went to the forest with him. I never saw his gold coins." 

1. Deutsch, B. and Yarmolinsky, A. Spanning the Seven Seas. 
New York: Harper and Row Px±ilishers, Inc., 1972, pp. 164-168. 
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"Do you remember the place where you handed over the money?" the 

judge asked the plaintiff. 

"Of course 1 do. It was under a tall oak. I remember it very 

well. I can point it out with no trouble at all." 

"So you do have a witness, after all," said the judge. "Here, 

take my signet ring, go to the tall tree under which you stood when you 

handed over the money, set the seal of my signet ring against the trunk, 

and bid the tree appear before me to bear out the truth of your story." 

The plaintiff took the signet ring and went off to carry out 

the demand of the judge. The defendant remained behind and waited for 

his return. 

After some time had passed, the judge turned to the defendant 

and asked, "Do you think he has reached the oak by this time?" 

"No, not yet," was the answer. 

After further time had passed, the judge again turned to the 

defendant and asked, "Do you think he has reached the tree by this 

time?" 

"Yes," was the answer, "by now he must have reached it." 

Not long after that the plaintiff returned. 

"Well?" asked the judge. 

"I did just as you said," replied the plaintiff. I walked as 

far as the forest and then I went on until I came to the tall oak under 

which we stood when I handed over my gold coins. I set the seal of 

your signet ring against the trunk of the tree and I bade it appear 

before you as a witness. But the tree refused to budge." 
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"Never mind," said the judge. "The oak has appeared before me 

and it has borne witness in your favor." 

At that the defendant exclaimed, "How can you say such a thing.' 

I have been here all this while and no tree has stalked into the place." 

"But," replied the judge, "you said that you had not been in the 

forest at all. And yet when I asked you whether the plaintiff had 

reached the oak, first you answered that he could not have reached it, 

and the second time you said that he must surely have reached it. There

fore, you were in the forest and you remembered where the oak was under 

which you stood when the plaintiff handed his gold coins to you for 

safekeeping. Now you must not only return him his hundred gold pieces, 

but you must also pay a fine for having tried to cheat him." 

So the tree was a witness without budging, and justice was done. 
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A Clever Judge^ 

There lived a man on the steppes who was famous for his justice 

and wisdom. At that time if a man was known for his fairness, people 

came to him from far and wide to ask him to settle their disputes. And 

so it was that one day two villagers appeared before this wise man and 

asked him to settle their quarrel. 

"Tell me your story," the judge said to the plaintiff. 

"I had to leave my village," said the plaintiff, "for I had 

business elsewhere. And all my wealth was a hundred gold coins. I did 

not come by them easily. I had to work hard for them, and I did not 

want them stolen while I was away. Nor did I care to carry so much 

money with me on my journey. So I entrusted these gold coins for safe

keeping to this man here. When I got back from my journey, he denied 

that he had ever received the money from me." 

"And who saw you give him these hundred gold coins?" asked the 

judge. 

"No one saw it. We went together to the heart of the forest 

and there I handed him the coins." 

1. Deutsch, B. and Yarmolinsky, A. Spanning the Seven Seas. 
New York: Harper and Row Publishers, Inc., 1972, pp. 164-168. 
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Long Passage 

Literal Inferential 

1. Where did he give the other villager the 
money? 

2. The title of the story is "The Clever Judge." 
Why was this title chosen for this story? 

3. What do you think the defendant will tell the 
judge? 

4. Who did the plaintiff tell his story to? 

5. Describe the reasons why the plaintiff came 
to see the judge. 

6. Do you think the men did the correct thing in 
bringing their problem to the judge? Explain. 

7. Whose idea do you think it was to exchange 
the money in the forest? 

8. Who saw the plaintiff give the 100 gold coins 
to the defendant? 

9. In what part of the world does this story 
take place? 

10. What was the wealth of the plaintiff? 

11. Why did the defendant shrug his shoulders 
when the judge first spoke to him? 

12. Why didn't the plaintiff take his coins with 
him on his journey? 

13. Do you think the plaintiff's method of safe
keeping his wealth was wise? Describe an 
alternate plan for safekeeping of money that 
you might have used had you been the plain
tiff. 

14. Why didn't the villagers have a witness to 
their transaction? 

15. Why did they go to the heart of the forest 
to hand over the coins? 
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Literal Inferential 

16. VJhat happened when the plaintiff asked for 
his coins back? 

17. What was the villager's argument? 

18. What was the man on the steppes famous for? 

19. What did people come to the man on the 
steppes for? 

. 20. Who came to see the wise man? 

21. Why had the plaintiff given his money to the 
other villager? 

22. Why didn't the judge know who to believe? 

23. Where did the wise man live? 

24. What kind of coins did the two men argue over? 

• 25. How many coins were there? 

26. Why were the 100 gold coins important to the 
plaintiff? 

27. To whom did the plaintiff give the gold coins? 

28. Why didn't he leave his coins at home? 

29. What was stolen? 

30. Which man was telling the truth? 

31. Vlhat should the wise judge do? 

32. What did the man do to protect his coins? 

33. Why did the plaintiff have to leave the 
village? 

34. What kind of tree was involved? 

35. Why did the judge send the first villager 
into the forest with his ring? 

36. How did the judge know the defendant had lied 
about receiving the money? 
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Literal Inferential 

37, 

38. 

39. 

40. 

41. 

42. 

43. 

44. 

45. 

46. 

47. 

48. 

49. 

50. 

51. 

52. 

Was the oak tree supposed to appear in court? 
Explain. 

What was the author's purpose in writing this 
story? 

How did the tree serve as a witness? 

Do you suppose the defendant thought the 
plaintiff could prove he had taken the money? 

Is there any other way the judge could have 
used to find out if the defendant had taken 
the money? 

Was the judge really interested in whether 
the plaintiff had reached the tree or not when 
he asked the villager (defendant) about this? 
Explain. 

What happened to the guilty villager? What 
was his punishment? 

How was justice served? 

In what other ways could the villagers have 
solved their problem? 

Who or what was the witness? 

What did the signet ring represent? 

What two questions did the judge ask the 
defendant in the absence of the plaintiff? 

When did the judge decide who was telling 
the truth? 

Why did the ring have to be placed by the 
tree? 

Was the plaintiff confident of victory? 
Explain. 

How did the judge exhibit his cleverness in 
solving the case? 

53. What does it mean that "the tree was a wit
ness without budging?" 
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Literal Inferential 

54. 

55. 

56. 
<« 

57. 

58. 

59, 

60 .  

61. 

6 2 .  

63. 

64. 

65. 

66 .  

67. 

6 8 .  

69. 

What did the judge ask the plaintiff to do in 
the forest? 

Why was the plaintiff angry? 

How did the defendant violate a trust? 

Why was it unfair for the defendant to keep 
the money? 

Was the tree actually a witness for the plain
tiff? Explain. 

What did the judge ask the plaintiff to do to 
help settle the dispute? 

What was the first thing the judge did to try 
to solve the dispute between the two villag
ers? 

What did the judge give to the plaintiff to 
take to the tree? 

What did the judge tell the plaintiff to bid 
the tree? 

What did the defendant do while the plaintiff 
went to the tree? 

How far did the plaintiff walk into the forest? 

At what point in the story does the judge know 
the defendant is guilty? 

Did the defendant realize what he had done 
when he said the man must have reached the 
tree by now? 

Did the plaintiff understand why the judge 
had him go into the forest and bid the tree 
appear? 

Why did the judge ask the defendant if the 
plaintiff had reached the tree? 

How did the judge trick the defendant into 
revealing that he had been in the forest? 



85 

Literal Inferential 

70. 

71. 

72. 

73. 

74. 

75, 

76. 

77. 

What did the tree do when the plantiff 
placed the ring on its trunk? 

How would the story be different if the 
defendant hadn't answered the judge when he 
asked if the plaintiff had reached the tree 
yet? 

Where did the plaintiff claim to have handed 
over the coins to the defendant? 

What is the lesson to be learned from this 
story? 

How else might the plaintiff have prevented 
his coins from being stolen while he was 
away? 

At what point in the story might the plain
tiff questioned the judge's wisdom? 

What difference does it make in the story 
that the oak tree was in the middle of the 
forest? 

When the plaintiff said the tree "refused to 
budge," do you think the tree came to life 
and said it wouldn't move, or that it just 
stood there? Explain. 
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Short Passage 

Literal Inferential 

1. VJhere did he give the other villager the 
money? 

2. The title of the story is "The Clever Judge." 
Why was this title chosen for this story? 

3. what do you think the defendant will tell 
the judge? 

4. Who did the plaintiff tell his story to? 

5. Describe the reasons why the plaintiff came 
to see the judge. 

6. Do you think the men did the correct thing 
in bringing their problem to the judge? 
Explain. 

7. Whose idea do you think it was to exchange 
the money in the forest? 

8. Who saw the plaintiff give the 100 gold coins 
to the defendant? 

9. In what part of the world does this story 
take place? 

10. What was the wealth of the plaintiff? 

11. Why did the defendant shrug his shoulders 
when the judge first spoke to him? 

12. Why didn't the plaintiff take his coins with 
him on his journey? 

13. Do you think the plaintiff's method of safe
keeping his wealth was wise? Describe an 
alternate plan for safekeeping of money that 
you might have used had you been the plain
tiff. 

14. Why didn't the villagers have a witness to 
their transaction? 

15. VJhy did they go to the heart of the forest 
to hand over the coins? 
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Literal Inferential 

16. What happened when the plaintiff asked for 
his coins back? 

17. What was the villagers' argument? 

18. What was the man on the steppes famous for? 

19. What did people come to the man on the 
steppes for? 

20. Who came to see the wise man? 

21. Why had the plaintiff given his money to the 
other villager? 

22. Why didn't the judge know who to believe? 

23. Where did the wise man live? 

24. What kind of coins did the two men argue over? 

25. How many coins were there? 

26. Why were the 100 gold coins important to the 
plaintiff? 

27. To whom did the plaintiff give the gold coins? 

28. Why didn't he leave his coins at home? 

29. VJhat was stolen? 

30. Which man was telling the truth? 

31. VJhat should the wise judge do? 

32, What did the man do to protect his coins? 

33. Why did the plaintiff have to leave the 
village? 



APPENDIX C 

TEACHERS' DIRECTIONS FOR 

RANKING OF QUESTIONS 

88 



89 

Directions for Long Passage 

1. Please read the attached story, "A Clever Judge." 

2. Read the selection of questions that accompany the story (attached 
behind the story). 

3. Choose the six best* or story significant, in your opinion, literal 
level questions. Put a check mark in the space to the left of each 
question you choose. Be sure to put the check mark in the column 
labeled "literal." 

4. Choose the six best* or story significant, in yotir opinion, in
ferential questions. Put a check mark in the space to the left of 
each question you choose. Be sure to put the check marks in the 
column labeled "inference." 

5. In the spaces below, rank order both the literal and the inferential 
questions you have chosen on a scale of 1 to 6. That is, the ques
tion you feel most positively about would receive a ranking of 1, 
while the question you feel least positively about (from the six you 
originally chose) would receive a ranking of 6. 

Be sure to rank order the literal questions under the column headed 
"literal" and to rank order the inferential questions under the 
column headed "inferential." 

Literal Inferential 

1. 1. 

2 .  2 .  

3. 3. 

4. 4. 

5. 5. 

6 .  6 .  

*Note: The vrard "best" means not necessary the best worded questions 
but refers to those questions that you consider to best cover 
the most important literal or inferential notions of the story. 
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Directions for Short Passage 

1. Please read the attached story, "A Clever Judge." 

2. Read the selection of questions that accompany the story (attached 
behind the story) 

3. Choose the three best* or story significant, in your opinion, 
literal level questions. Put a check mark in the space to the left 
of each question you choose. Be sure to put the check mark in the 
column labeled "literal." 

4. Choose the three best* or story significant, in your opinion, in
ferential questions. Put a check mark in the space to the left of 
each question you choose. Be sure to put the check marks in the 
column labeled "inference." 

5. In the spaces below, rank order both the literal and the inferential 
questions you have chosen on a scale of 1 to 3. That is, the ques
tion you feel most positively about would receive a ranking of 1, 
while the question you feel least positively about (from the three 
you originally chose) would receive a ranking of 3. 

Be sure to rank order the literal questions under the column headed 
"literal" and to rank order the inferential questions under the 
column headed "inferential." 

Literal Inferential 

1. 1. 

2 .  2 .  

3. 3. 

*Note: The word "best" means not necessarily the best worded questions 
but refers to those questions that you consider to best cover 
the most important literal or inferential notions of the story. 
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Long Passage 

What was the man on the steppes famous for? 

Justice, wisdom, fairness, settling quarrels, solving problems 

What was the first thing the judge did to help settle the dispute 
between the villagers? 

Asked them to tell him the story 

What was the villagers' argument? 

The plaintiff accused the defendant of taking the money he had-
been given for safekeeping. The defendant denied ever seeing 
the money. 

Where did the plaintiff give the other villager the gold coins? 

Under a tall oak, in the forest, in the heart of the forest 

Why were the gold coins important to the plaintiff? 

He had worked hard for them, they were all the wealth he had-

VJhat did the judge ask the plaintiff to do to help settle the dis
pute? 

To go into the forest and to take the judge's signet ring to 
the tree and tell it to appear in court as a witness 

How did the judge know the defendant was lying about receiving the 
money? 

The defendant knew how long it would take to reach the tree. 

How did the tree serve as a witness? 

It provided a way for the judge to trick the guilty man into 
revealing his guilt. 

Did the plaintiff understand why the judge had him go into the 
forest and bid the tree appear? 

No, he expected the tree would appear rather than understanding 
the judge's purpose in trying to trick the guilty man. 

What happened to the guilty villager? 

Had to return the money and pay a fine 
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11. How else might the plaintiff have prevented his coins from being 
stolen while he was away? 

Buried them, had a witness, had a receipt, hidden the coins 

12. The title of this story is "A Clever Judge." Why do you think 
this particular title was chosen? 

The judge outwitted the guilty man thus proving the plaintiff's 
claim even though there were no witnesses. 
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Short Passage 

1. What was the man on the steppes famous for? 

Justice, wisdom, fairness, settling quarrels, solving problems 

2. What was the villagers' argument? 

The plaintiff accused the defendant of taking the money he had 
been given for safekeeping. The defendant denied ever seeing 
the money. 

3. Where did the plaintiff say he had given the defendant the money? 

Under a tall oak, in the forest, in the heart of the forest 

4. Why were the 100 gold coins important to the plaintiff? 

He had worked hard for them, they were all the wealth he had 

5. How else might the plaintiff have prevented his coins from being 
stolen while he was away? 

Buried them, had a witness, had a receipt, hidden the coins 

6. The title of this story is "A Clever Judge." Why do you think 
this particular title was chosen for this story? 

The judge is known for his problem-solving ability so he will 
figure out a way of proving who is telling the truth. 
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Retelling Outline—Long Passage 

Points 

Characters 

(10) judge 
(5) defendant 
(5) plaintiff 

Character Development 

(5) judge; wise 
famous 
fair 
just 
clever 

(5) plaintiff; trustful 
rich 
hardworking 
honest 

(5) defendant: dishonest 
dumb 
thief 
cheater 
liar 

Events 

(5) a wise man lived on the steppes 
(5) a man came to him and accused another man of stealing money 
(5) said they had gone to the forest and exchanged the money 
(5) defendant denied going to the forest and getting the money 
(5) judge tells plaintiff to go to the exact spot where he gave 

the defendant the money and to ask the tree to appear in court 
(5) plaintiff goes into the forest as he was told to do 
(5) defendant remained with the judge who asked him if the plain

tiff had reached the tree yet to which he replied no 
(5) judge repeated the question later and defendant said yes, he 

must be at the tree by this time 
(5) plaintiff returned but not the tree 
(5) judge proved the defendant was guilty because he knew how long 

it took to reach the tree 
(5) defendant had to return the 100 gold coins and pay a fine 

Extra Information 

(10) Total Points 
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Retelling Outline—short Passage 

Points 

Characters 

(10) judge 
(5) plaintiff 
(5) defendant 

Character Development 

(5) judge: wise 
fair 
clever 
famous 
just 

(5) plaintiff: trustful 
rich 
hardworking 

(5) defendant: dishonest 
denied getting coins 

Events 

(5) there was a famous judge 
(10) two men had a quarrel 
(5) the two men told their story to the judge 
(5) plaintiff worked hard for his money 
(5) plaintiff had to go on a journey 
(5) before the plaintiff went on the journey he went to the 

heart of the forest with the defendant 
(10) plaintiff gave defendant his money in the forest 
(10) defendant denied getting the coins 

Extra Information 

(10) 

Total Points 
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ORAL/SILENT READING PREPERENCE INSTRUMENT 

Directions: You have a total of ten points for each item. Divide the 
points so that what you like best has most or all of the 
points and what you like least has fewer or none of the 
points. Remember, for each question the total number of 
points should equal ten. 

Example: I like to eat cold pizza for breakfast. 
yes no 
7 3 

1. When my teacher makes a social studies assignment, I like to read it 
out loud silently 

2. When my teacher makes an assignment for reading class, I like to 
read it 

out loud silently 

3. I like to read a book for pleasure 
out loud silently 

4. X like to read a library book for information for a class project 
out loud silently 

5. I like to read my favorite magazine 
out loud silently 

6. I like to read a note from a friend 
out loud silently 

7. I like to read directions for an assignment 
out loud silently 

8. I like to read a comic book 
out loud silently 

9. I like to read a story on my own 
out loud silently 

10. When my teacher makes a science assignment, I like to read it 
out loud silently 
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Sample Protocol—Long Passage 

What was the man on the steppes famous for? 

Do not know 

What was the first thing the judge did to help settle the dispute 
between the villagers? 

Told the guy to put the ring against the tree 

What was the villagers' argument? 

One man said he had given 100 gold coins to another man for 
safekeeping and the other man denied it. 

Where did the plaintiff give the other villager the gold coins? 

Under a tall oak in the heart of the forest 

Why were the gold coins important to the plaintiff? 

He had worked hard for them. 

What did the judge ask the plaintiff to do to help settle the 
dispute? 

Go into the forest and set is signet ring at the tree 

How did the judge know the defendant was lying about receiving the 
money? 

When the judge asked him if the other guy had reached the tree 
yet he said, "no" then the judge asked him again and he said 
"yes he must have reached it by now." 

How did the tree serve as a witness? 

Do not know 

Did the plaintiff understand why the judge had him go into the 
forest and bid the tree appear? 

No. Explain? Do not know 

What happened to the guilty villager? 

He had to pay a fine and give back the coins. 
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11. How else might the plaintiff have prevented his coins from being 
stolen while he was away? 

Could have locked it in a safe or buried it 

12. The title of this story is "A Clever Judge." Why do you think this 
particular title was chosen? 

Cuz the judge tricked the guy 
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Sample Protocol—Short Passage 

1. What was the man on the steppes famous for? 

Settling quarrels 

2. What was the villagers' argument? 

One guy gave someone some money and the other guy said 
he didn't. 

3. Where did the plaintiff say he had given the defendant the money? 

In a forest 

4. Why were the 100 gold coins important to the plaintiff? 

Only money he had 

5. How else might the plaintiff have prevented his coins from being 
stolen while he was away? 

Hid them somewhere himself 

6. The title of this story is "A Clever Judge." Why do you think 
this particular title was chosen for this story? 

Cuz he's able to solve all kinds of problems 
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Sample Protocol—Long Passage 

I: Now would you tell me everything you can remember about that story? 

S: A guy who was going on a trip and he handed over a guy his hundred 
gold coins for safekeeping out in the woods under a tall oak tree 
and there ... he had got back and the gu . . . the plaintiff which 
he . . . had uh . . . which you . . . which had the gold coins said 
he didn't take 'em but then he knew where what when he should have 
got there and where the oak tree was and finally he was . . . they 
found out he was . . . that he ... he took the gold coins. 

I: Okay, can you eij^laiu that part a little bit more? 

S: Which? 

I: About how he knew .... 

S; Well, the guy was . . . the guy who owned the gold coins went to 
the forest with a solid ring and put it right where the gold coins 
were put right before he had took them . . . and he said and the 
judge asked the plaintiff if he saw . . . should he be there yet 
and he said no not yet and the second time he said yes he should be 
there. 

I: So what does that show? 

S: That he knew how long it would take him to get there. 

I; VJhat else can you tell me about what happened after that? 

S: Well, the judge said that you'll have to . . . give him back his 
gold coins and pay a fine for . . . for . . . trying to steal them. 

I: Tell me a little bit about the judge. 

S: I don't remember. 

I: Think about it a minute—anything you can remember about the judge. 

S: (no answer) 

I; What about the plaintiff—what can you tell me about him? 

S :  H e  w a s  . . .  he w a s  j u s t  a  fr i e n d  o f  t h e  g u y  w h o  w a s  g o i n g  t o  t h e  
. . . going away and he thought he'd trust him for safekeeping 
. . . trust him with his gold coins. 

I: How about the defendant? 
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S: He was just going away on a trip. 

I: What kind of story do you think this was? 

S; Story about a man who was going on a trip and he trusted a friend 
with his hundred gold coins and his friend was really a crook. 

1: What do you think the author was trying to teach when he wrote the 
story? 

S: He was trying to teach somebody . . . like don't steal. 

I: VJhat do you think that the word plaintiff means? 

S: I don * t know. 

I: Take a guess. 

S: A work . . . kind of work. 

I: How about the ring? It was a special kind of ring. Do you know 
what kind? 

S: Yeah, it was a silent ring. 

1: What do you think that means? 

S; Kind of like ... I don't know ... a kind of walkie-talkie in it 
or something . . . had like a little radio in it or something. 

Direct Questions; 

I: What was the man on the steppes famous for? 

S: Man on the steppes? 

I: Do you remember a man on the steppes? 

S: No. 

I: What was the first thing that the judge did to help settle the 
dispute between the villagers? 

S: He tried to figure out . . . he, he told the guy to go take the 
silent ring and put it under the oak tree where he had placed his 
gold coins and he asked that guy if he should be there cos to see 
if he knew how long it could take to get there to prove that he 
was there at the time. 
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I: Why were the gold coins important to the plaintiff? 

S: Cos that was all the money he had. 

I: How did the tree serve as a witness? 

S: How did the tree what? 

I: Serve as a witness? 

S: Ah, oh, ah that . . . at first that guy thought that the tree was a 
crook . . . you know or something and he said that I don't see no 
tree barging in here . . . and the tree had . . . the tree had the 
silent ring on it and that's where the gold coins were placed. 

I: Did the plaintiff understand why the judge had him go to the forest 
and did the tree appear? 

S: Yeah. 

I: How else could the plaintiff have prevented his gold coins from 
being stolen? 

S: Um . . . put 'em like with guards or . . . hand 'em over the police 
and have them guard 'em for him til he got back. 

I: The title of this story is "A Clever Judge." Why do you think 
this particular title was chosen? 

S: Because the judge was the one who found out who stole the gold 
coins. 

I; Thank you. 
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Questions—Long Passage 

What was the man on the steppes famous for? 

Did not know 

What was the first thing the judge did to help settle the dispute 
between the villagers? 

He tried to figure it out—he told the guy to take the silent 
r i n g  a n d  p u t  i t  u n d e r  t h e  o a k  . . . .  

What was the villagers' argument? 

in retelling 

VJhere did the plaintiff give the other villager the gold coins? 

in retelling 

Why were the gold coins important to the plaintiff? 

What did the judge ask the plaintiff to do to help settle the 
dispute? 

in retelling open-ended probes 

How did the judge know the defendant was lying about receiving the 
money? 

in retelling open-ended probes 

How did the tree serve as a v/itness? 

At first the guy thought the tree was a crook—the tree had 
the silent ring on it and that's where the gold coins were 
placed. 

Did the plaintiff understand why the judge had him go into the 
forest and bid the tree appear? 

Vlhat happened to the guilty villager? 

in retelling open-ended probes 

How else might the plaintiff have prevented his coins from being 
stolen while he was away? 

Put them with guards or have the police guard them. 
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12. The title of this story is "A Clever Judge." Why do you think this 
particular title was chosen? 

Because the judge was the one who found out who stole the 
gold coins. 
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Retelling Outline—Long Passage 

Points 

Characters 

(10) judge X 
(5) defendant X 
(5) plaintiff X 

Character Development 

(5) judge; wise 
famous 
fair 
just 
clever 

(5) plaintiff: trustful 
rich 
hardworking 
honest 

(5) defendant: dishonest 
dumb 
thief 
cheater 
liar 

Events 

(5) a wise man lived on the steppes 
(5) a man came to him and accused another man of stealing money X 
(5) said they had gone to the forest and exchanged the money X 
(5) defendant denied going to the forest and getting the money X 
(5) judge tells plaintiff to go to the exact spot where he gave 

the defendant the money and to ask the tree to appear in court X 
(5) plaintiff goes into the forest as he was told to do X 
(5) defendant remained with the judge who asked him if the plain

tiff had reached the tree yet to which he replied no X 
(5) judge repeated the question later and defendant said yes, he 

must be at the tree by this time X 
(5) plaintiff returned but not the tree 
(5) judge proved the defendant was guilty because he knew how long 

it took to reach the tree X 
(5) defendant had to return the 100 gold coins and pay a fine X 



Extra Information 

provided plot statement -• 
author trying'to teach "don't steal" 
inference—the plaintiff and defendant were friends 

Total Points 
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Sample Protocol—Short Passage 

S: There's a man and he's kinda like a judge and people come to him to 
settle their disputes and one day these two men come to him and he 
said tell me your story and one man said I went on a long journey 
and I had a hundred gold coins and I have it to this other man to 
keep safe for it . . . and when I came back he denied that I had 
ever . . . gave 'em to him or or received 'em and, and the judge 
asked him if anyone had seen him give him the gold coins and he said 
no we went in the woods and I have him the coins. 

I: Why do you think the plaintiff was so worried about his money? 

S: Because he ... it took him a long time to earn it. 

I: Tell me something about the judge. 

S: He lived in ... I don't know ... I don't know what that word 
was . . . steps or steeps. 

I: VJhat do you think that word means . . . take a guess. 

S: In the woods? 

I: Was there anything about him , . . that they said anything about him 
in the story like to describe him or anything that you can describe 
him . . . any words you can use to describe him based on what they 
said about him? 

S; Well if everybody came to him, he must have been pretty smart. 

I: How about the first villager, the one who had the money. What can 
you tell me about him? 

S: VJell, he was a hard worker and he saved his money. 

I: Hov; about the second villager? 

S :  H e  w a s n ' t  . . .  he m u s t  h a v e  l i e d  i f  h e  s a i d  h e  d i d n ' t  r e c e i v e  t h e  
money. 

I: What type of a story do you think this was? 

S; I don't know. 

I: One word you weren't sure about. How about this word here? 

S: Planti . . . 
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I: What do you think that means? 

S: I don't know. 

I: Take a guess. 

S: Villager. 

Direct Questions: 

I: How else might have the plaintiff kept his money safe when he was 
on the journey? 

S; Hid it somewhere. 

I; The title of this story is "A Clever Judge." Why do you think 
this particular title was chosen? 

S; Cos the judge was always able to find answers to problems. 

I: Good. Thank you. 



113 

Questions—Short Passage 

1. What was the man on the steppes famous for? 

in retelling 

2. What was the villagers' argument? 

in retelling 

3. Where did the plaintiff say he had given the defendant the money? 

in retelling 

4. Why were the 100 gold coins important to the plaintiff? 

in retelling open-ended probes 

5. How else might the plaintiff have prevented his coins from being 
stolen while he was away? 

Hid it somewhere 

6. The title of this story is "A Clever Judge." Why do you think 
this particular title was chosen? 

Cos the judge was always able to find answers to problems. 
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Retelling Outline—Short Passage 

Points 

Characters 

(10) judge X 
(5) plaintiff X 
(5) defendant X 

Character Development 

(5) judge: wise 
fair 
clever 
famous 
just 

(5) plaintiff: trustful 
rich X 
hardworking X 

(5) defendant: dishonest X 
denied getting coins X 

Events 

(5) there was a famous judge X 
(10) two men had a quarrel X 
(5) the two men told their story to the judge X 
(5) plaintiff worked hard for his money X 
(5) plaintiff had to go on a journey X 
(5) before the plaintiff went on the journey he went to the heart 

of the forest with the defendant X 
(10) plaintiff gave defendant his money in the forest X 
(10) defendant denied getting the coins X 

Extra Information 

(10) plaintiff—identified as a villager 
inferred plaintiff had saved the 100 coins 

Total Points 100 
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Table I.l. Raw data for question treatment groups 

Comprehension Time in Silent Reading 
ID # Score Seconds Preference 

Long Oral 

1 10 362 81 
2 3 328 . 46 
3 6 271 98 
4 8 266 72 
5 9 262 50 
6 10 374 85 
7 8 302 86 
8 11 379 67 
9 5 445 73 
10 10 236 76 

Long Silent 

11 11 194 56 
12 12 261 89 
13 4 123 59 
14 6 200 85 
15 12 180 71 
16 7 202 65 
17 1 212 90 
18 10 240 96 
19 1 158 76 
20 9 368 87 

Short Oral 

21 10 74 83 
22 4 145 55 
23 12 98 58 
24 10 106 81 
25 10 127 58 
26 10 113 75 
27 0 177 66 
28 10 120 64 
29 12 112 53 
30 4 101 92 
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Table 1.1., continued 

Comprehension Time in Silent Reading 
ID # Score Seconds Preference 

Short Silent 

31 10 45 87 
32 10 83 84 
33 10 88 60 
34 10 88 85 
35 12 74 56 
36 2 93 55 
37 10 100 95 
38 4 46 58 
39 12 113 84 
40 10 132 85 
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Table 1 . 2 .  Raw data for retelling treatment groups 

Question Score 
after Retelling 

Retelling and Open-ended 
ID # Score Probes 

Question Score Preference 
after Direct for Silent 
Questions Time Reading 

Long Oral 

41 55 4 6 321 66 
42 75 5 - 7 393 78 
43 75 7 10 367 84 
44 100 , 8 11 334 76 
45 100 9 11 365 61 
46 100 9 12 321 51 
47 95 8 12 268 99 
48 85 5 8 315 59 
49 85 5 7 329 91 
50 100 7 2 326 67 

jong Silent 

51 35 1 2 248 60 
52 80 5 6 248 75 
53 25 0 2 384 68 
54 95 7 10 345 26 
55 95 5 6 336 44 
56 50 3 3 413 96 
57 25 2 4 313 57 
58 60 4 2 369 71 
59 100 9 12 425 59 
60 100 6 10 260 82 

short Oral 

61 
62 
63 
64 
65 
66 
67 
68 
69 
70 

90 
50 
75 
50 
55 
65 
10 
100 
85 
80 

8 
2 
6 
2 
6 
0 
0 
8 
8 
2 

12 
8 
4 
6 
a 
4 
0 
12 
12 
8 

87 
132 
97 
79 
80 
93 
161 

82 
107 
84 

63 
69 
28 
67 
85 
47 

49 
51 
97 
71 
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Table 1.2., continued 

Question Score 
after Retelling 

Retelling and Open-ended 
ID # Score Probes 

Question Score Preference 
after Direct for Silent 
Questions Time Reading 

Short Silent 

71 40 4 4 59 59 
72 90 8 10 117 98 
73 100 6 12 200 80 
74 15 0 2 118 65 
75 60 4 6 205 87 
76 100 8 12 62 64 
77 60 6 10 91 45 
78 100 8 12 98 65 
79 85 6 10 98 65 
80 80 6 8 70 65 
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