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ABSTRACT

LISTENING TO CHILDREN'S LITERATURE READ ALOUD: ITS EFFECT
ON SELECTED ASPECTS OF THE NARRATIVE WRITING
OF FIFTH-GRADE STUDENTS
By

Janice Hartwick Dressel

This research examined the effect of 1istening to 1{terature
read aloud on selected aspects of the writing of fifth-grade children
with different reading abilities as determined by a standardized test.
Literary quality and genre development were evaluated holistically
using a primary traft instrument. The number and length of T-units and
vocabulary maturity were also measured.

Forty-eight children were randomly assigned within reading
Tevels to two treatments. After the children had written a pretest
detective story, 1{iterature was read aloud daily for eight weeks to
both treatment groups. Children's series detective stories, rated high
on all selected measures, were read aloud in Treatment 1. Treatment 2
heard a different, l1ess highly rated series. During the second half of
each hour-long sessfon, the children participated in a structured
writing program, first discussing the professional 11iterature from the

author's perspective, then developing and writing their own detective

storfes.



Janice Hartwick Dressel

A multivariate analysis of covariance showed an fnteraction
effect significant at p < .11 for the holistic measures. Literary
quality improved the most 1n the writing of the lowest readers hearing
the sophisticated 1iterature. Development of genre traits improved the
most in the writing of the best readers hearing the sophisticated
1iterature. A second MANCOVA found no difference by treatment or group
for any of the atomistic measures. Results of the MANCOVAs were sup-
ported by both the Mann-Whitney U and the Median Tests. Conclusions
are that high-quality 1iterature positively affects writing and should
be read aloud 1n upper-elementary classrooms, although less experienced
readers may benefit from hearing less sophisticated 11terature as they
initially attempt to discern the narrative structure of a genre. If
Tistening is to improve atomistic aspects of writing, they may need to
be specifically called to children's attention. This research found
no correlation between standardized reading comprehension scores and
writing, when that writing was measured holistically for content.
Since children identified as low readers appear able to control lan-
guage when they are producing 1t, educators need to serfously consider
using productive in addition to receptive language modes when evaluat-

ing Tanguage competence.,
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CHAPTER 1

INTRODUCTION

The purpose of this study is to determine how children's
writing is affected by 1iterature read aloud to them in the elementary
classroom, Although considerable attention has focused on the
importance of reading aloud to children before they enter school
(Holdaway, 1979; McConnell, 1982), reading aloud to children during the
school day, particularly in the upper elementary grades, is frequently
sacrificed to find additional time to teach those subjects considered
by many to be the basics. Lundstein (1979) pointed out that listening
has been gravely slighted in instructional programs of the past even
though al1 of the language arts are both directly and indirectly
dependent upon it (pp. 14-16). She cautioned that children may not
have had much chance to 1isten to the 1iterary use of language and
encouraged the use of children's 1iterature in the classroom (pp. 111~
12).

Results of a well-known study by Chomsky (1972) indicated that
exposure to complex language goes hand in hand with increased knowledge
of the language. She suggested that children be permitted access to
written language "well 'above [their] level! to take from it whatever

they can" (p. 33). However, Chomsky also noted that:






Listening to books read aloud decreases sharply after first grade
as the children's own reading begins to replace their 1istening.
Even in the first grade independent reading 1s beginning to
predominate for the more able readers. (p. 27)
Although reading aloud to children is one way of providing access to
written Tanguage "above their level," teachers read aloud even less as
children advance in grade level. In a 1969 survey of teachers' read-
aloud practices, Tom (1969) found that by fourth grade, fewer than 50%
of the teachers read aloud regularly, and by sixth grade, only 26% do
so (p. 174). Although he gave no evidence concerning the effect of
reading aloud on children's writing, Trelease (1985), in his Read-Aloud
Handbook, extrapolated from this study by Tom to note that the first
signs of a national decline in grade-level reading performance are
shown by the same children, those in grades three and four, to whom
teachers are reading aloud less (p. 7).

During the last 15 years there has also been increased interest
in children's writing and in the relationship between the written
discourse to which children are exposed and the writing they produce.
Writings by Graves (1983a) and Holdaway (1979) as well as the work of
Stewig (1978, 1983) and others attest to this trend. While much of the
empirical research investigating this relationship has assumed a corre-
lation between reading and writing, regrettably 1ittle has recognized
the interaction between 1istening and writing. The distinction between
listening and reading is frequently overlooked or ignored. In fact,
research studies investigating the relationships between the receptive
and the expressive aspects of language are often difficult to interpret

since researchers and research reviews, particularly 1f their primary







focus s on reading, often fail to differentiate between 11istening and
reading as the mode of stimulus. Stotsky (1983), for example, 1in a
synthesis of "findings from all the correlational and experimental
studies that can be found on reading/writing relationships," found that
there is very 1ittle research examining "the influence of . . . reading
experience on the development of writing ability" (p. 627). Yet as
reading experience, she cited both studies in which the subjects
Tlistened and studies in which they read. Chomsky (1972), in her clas-
sic study concerning the stages of linguistic development and reading
exposure, went even further and explicitly stated that it makes T1ittle
difference whether children 1isten to or read a book:
From the point of view of exposure to the written language, 1t may
matter 1ittle whether the child has the book read to him, as would
be the case with the younger children in our study, or reads it
himse1f, as do the older children. It is possible, perhaps even
T1ikely that in both situations the contents, style, and language
usage of the book are made available to the child with 1ittle
difference in effectiveness. (p. 23)

Much of the seminal work by cognitive researchers attempting to
explain the active rather than passive role of language users has been
applied primarily in the area of reading comprehension. The actual
research, however, was often conducted using information transmitted to
subjects through 1istening rather than reading. Pearson and Fielding
(1982) argued convincingly that since much of the research in cognitive
psychology, language arts, and 1iterature on the active role of learn-

ers has been conducted using 1istening rather than reading as the input

mode,







all the recent talk about active readers who construct a model of
meaning for a text, all the work on schema theory and 1ts applica-
tion to reading practice should be regarded, if anything, as even
more applicable to 1istening than it is to reading comprehension.
(p. 625)
Although it appears that "both reading and 11stening are controlled by
the same set of cognitive processes" (p. 623), and training in specific
tasks {s often transferable between the two, Hildyard and Olson (1982)
found that children use different strategies to comprehend narrative
discourse when they 1isten than they do when they read. When they
Tisten, children attend to information necessary for the coherence of
the story theme and for the introduction of new events; as readers,
they pay more attention to details.

Research studies have provided empirical evidence that chil=-
dren's writing, as well as their reading achievement and vocabulary, is
affected by the written discourse they hear and discuss in classroom-
1ike settings. Their writing reflects the 1iterary elements, such as
plot, character type, motifs, and genre elements found in the stimulus
Jiterature (Duncan, 1981; Mikkelsen, 1983), and they demonstrate
improvement in writing skills (Cohen, 1968; Mills, 1974). McConnell
(1982) found that second-grade children with higher levels of prior
Titerature exposure and writing practice received significantly higher
holistic ratings on their original narrative writing than those with
Tow Titerature exposure and infrequent writing practice. Mills (1984)
conducted a study designed to teach composition using 1iterary models.
She found improvement in the writing of primary students from lower

socioeconomic backgrounds. Working with fifth-grade children, Pinkham







(1968) taught lessons during which she used 1iterature to exemplify the
characteristics of good writing. Although she obtained conflicting
results, she concluded that the series of lessons "had a beneficial
effect upon the written expression of urban children" (p. 122). She
could not make such claims about her suburban sample. Duncan (1981)
found indication, in preliminary analyses, that 1istening to a piece of
Titerature followed by discussion of 1ts narrative structure resulted
in greater improvement by less able seventh-grade writers from middle-
class backgrounds than by more able writers. Findings such as these
are vitally important because they indicate that 1istening to stories
may do more to improve the writing of elementary students than reading

stories,

The Need for This Study

A majority of studies involving the effect of 1istening to
Titerature on reading or writing have been conducted efther with
children in the primary grades (e.g., Lyons, 1972; McConnell, 1982;
Michener, 1985; Mi11s, 1974) or with children from lower socioeconomic
backgrounds (Cohen, 1968; Mi11s, 1974; Pinkham, 1968; Porter, 1969).
Many of the existing studies have been conducted using portions of
Titerature selections rather than a piece of l1iterature in its
entirety (Duncan, 1981; Pinkham, 1968) and/or have attempted to use
literature as a model to teach specific skills (Duncan, 1981; Mills,
1969; Pinkham, 1968). Of the studies investigating the effects of
listening to literature on reading comprehension and/or narrative

writing which have failed to find significant results, some have







severely restricted the time to which the children were exposed to
literature (Lyons, 1972; Nielsen, 1980) and others have attempted to
measure results with standardized tests (Cohen, 1968; Lyons, 1972;
Mil11s, 1969; Pinkham, 1968), Few studies have investigated the effect
of the extended reading aloud of entire pieces of literature and
discussing them upon the narrative writing of middle-class children 1in
the upper elementary grades,

There is a need to examine the effect of 1istening to 1itera-
ture read aloud over an extended period of time on the narrative writ-
ing of children in the middle grades. There is a need to know whether
hearing a piece of 1iterature read aloud in its entirety and discussed
as a unified whole provides a context within which children can develop
the necessary components of a given genre as well as the literary
quality of their writing. There 1s a need to know whether the quality
of the 1iterature heard is reflected in the subsequent writing of the
Tistener, either in the literary quality of that writing or in the
development of the genre traits. There is also a need to know whether
atomistic measures of the 1iterature read (i.e., number of T-units,
average length of T-units, maturity of vocabulary) will be reflected in

the children's writing.

Background for the Study
Even very young children recognize that "story" language is
different from everyday language (Applebee, 1978). Different uses of

Tanguage are expected to be different and are approached with different







expectations., In his analysis of language use, Britton (1970) called
everyday language expressive language, language that relfes on the
shared representation of experience. It draws heavily on what people
know in common, Story language differs from expressive language. With
story language, authors attempt to create a new world, to lead an
audience beyond the present into a unique experfence generated by the
author and structured by the "relationships among the various parts of
a work" (Applebee, 1978, p. 13). When writing stories, authors guide
the expectation and response of the 1istener or reader by carefully
structuring the presentation of experience. The structure of the work
itself must guide and provide a boundary for the response of the
audience, for if the reaction of the audience deviates too far from
that of the author, the pattern of interrelationships upon which the
work {s built begins to break down.

According to Brown (1977), children, in their own writing, are
able to produce cohesive stories--those 1n which events are connected
to a theme--by the age of nine. Atwell (1981) found, however, that
such writing s by no means automatic, and in actual practice, writing
which reflects the absence of a guiding sense of structure {s common
even into college years.

In 1979, King and Rentel attempted to set forth a theory of
early writing development, They stated,

What 1s needed is a framework for understanding how children's
intentions in learning interact with varying learning contexts as
they make the transitfon from speech to writing and, in particular,

a framework that focuses on how children develop control over the
written medium. (p. 243)







Reviewing studies concerned with children's te111ng and retelling of
stories, King and Rentel concluded that children use an internalized
story schema--an abstract representation of structural features--to
guide their tel1ing or retelling of stories. Updating their theory in
1981, they further explained that chiidren have already learned the
underlying structure of stories by the time they go to school, that
that structure {s canonically organized, and that four and five year
olds appear to rely on that schemata to tel11 about common events in
their 1ives. In 1ight of the evidence, they concluded that "story
schemata may constitute one of the fundamental cognitive bases for the
rhetorical scaffolds employed by beginning writers" (p. 147). They
identified several reasons supporting their view that beginning writers
derive this rhetorical framework from folk and fairy tales: children's
texts "mirror" many of the elements identified as elements of folk and
fairy tales; children reconstitute stories according to a stereotypical
canonical pattern; children respond positively to and become deeply
engaged with folk tales; and such stories have a highly convention-
alized structure (p. 149)., In order to guide production, King and
Rentel hypothesized that any story schemata must contain those abstract
elements that are necessary and sufficient to the story and that estab-
1ish the relations between characters and events while also providing
the basic structure of action. Within this abstract framework, the
teller has a range of options from which to select in order to give
variety and dimension to his/her story. While King and Rentel acknowl-

edge that "the extent to which such schemata guide production {s not






really known--however appealing or 1ikely such a notion might be," they
concluded that research has indicated that "children . . . acquire a
general frame for fiction and then differentiate 1t into specific story
genres" (p. 147). In Tight of their theory, King and Rentel believed
that folk and fairy tales provide a rhetorical framework for early
writers,

Bil1man (1984), writing in Children's literature in_education,
argued that series mysteries pick up where fairy tales and fairy-tale-
1ike novels leave off, Highly popular with the preadolescent child,
these series stories reflect the conventional nature of much folk
literature and thus are predictable in style, content, and narrative
pattern. As in fairy tales, mysteries are part of the comic tradition
in their conventional triumph of the hero/heroine and their final
predictable resolutfon. Beyond the psychological comfort provided by
this predictable overcoming of evil and successful resolution, series
mysteries assist the immature reader in the acquisition of what
Biliman called "1iterary 1iteracy." Such stories reinforce and extend
the knowledge of story schemata for these readers and "help solidify
for the fnexperienced reader the elements and patterns of fictional
narrative" (p. 34). By providing preteens with "comfortable fiction
that they can come quickly to percefve as a recognizable story with
recognizable ingredients, [and] by offering engaging cognitive games
that show child readers their own responsibility in making 1iterature
meaningful" (p. 40), they provide the foundation for the reading of

more sophisticated 1iterature. They draw the child into interaction
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with the text, into the predicting and confirming of predictions which
is an integral part of the reading process.

In spite of the fact that the reading of series mysteries has
never been held 1n particularly high regard by educators, they are
widely read by preadolescent children. The Stratemeyer Syndicate alone
sells six mi111on copies of series stories per year, many of them
mysteries (Donelson, 1978). Although many of these mysteries rely
heavily on coincidence to the detriment of logical deduction, all
incorporate the traits or conventions of the classical detective story
to a greater or lesser degree. Holbrook (1967) argued that conven-
tional stories such as these provide preadolescent children with a
socially acceptable and yet depersonalized means of expressing indi-
vidual emotion while at the same time relating to a broader social
structure.

In stories such as folk tales and mystery stories which have
highly conventionalized structures, the pattern of interrelationships
is provided for both the author and the audience. To write such
stories, however, children must become consciously aware of this
structure, {.e., of the elements of the particular genre. To help
children achieve the feeling of competence and the sense of 1iberation
that accompanies 1t, Wilde and Newkirk (1981) believed that children
must be helped to capitalize on what they already know. They
maintained that:

Students possess an intuitive awareness, a grammar, of the rules

that govern detective story writing. This awareness comes from
Tistening to and reading storfes as well as from watching







11
television., But in order to use these rules in their writing,
students must gain a conscious critical awareness of them. (p. 287)
This study was designed to use series detective stories as a

stimulus for children's writing 1n the same genre. There is strong
evidence to support the appropriateness of these stories for the
developmental level of fifth-grade preadolescents, thus providing them
with an acceptable vehicle for involvement and self-expression. There
1s also strong evidence that children of this age level are at least
unconsciously aware of the underlying structure and conventions of
these stories. Upon becoming consciously aware of what they already
know, children should be able to draw upon this knowledge and make it
explicit in their writing. It is expected that by reading a different
series aloud to each group, one series more highly developed than the
other in terms of Titerary quality and development of traits of the
classical detective genre, 1t wil1l be possible to determine whether the
quality of 1iterature which children hear read aloud in the classroom

affects their writing.

ent o rpose
The purpose of this study is to determine if the literary and
Tinguistic quality of 1iterature which children hear and discuss in the
classroom 1s reflected in the quality of the stories they write concur-
rently.
This study has two objectives., The primary objective is to
determine whether the quality of the 1iterature which children hear and

discuss 1s reflected in their writing. That is to say, i1f the children
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hear stories which exhibit a high degree of 1iterary craftsmanship,
will the children themselves write better stories than children who
hear storfes less well crafted? Wi11 their stories contain more ideas,
more involved syntax, or more extensive vocabulary? Wi11 they be more
cohesive as reflected 1n the development of genre elements? The
secondary objective is to determine whether the writing of middle-grade
children, identified by a standardized reading test as being relatively
Tow in reading ability, is affected by hearing and discussing 1itera-
ture more than is the writing of middle-grade children with above-
average or high reading ability. If children through the sixth grade
are able to comprehend better through 1istening than through reading,
as research has suggested (Hildyard & Olson, 1982; Stricht, 1974), it
would seem that children for whom it is difficult to re-create a writ-
ten text would benefit the most from hearing 11terature read aloud and

that that benefit would be reflected in their writing.

Assumptions

1. Children of school age have internalized the elements of
the mystery/detective genre (Bil1man, 1984; Hubert, 1976; Wilde &
Newkirk, 1981).

2. Children nine years and older have the developmental
abi1ity to write cohesive stories in which events are connected both to
each other and to a central theme (Applebee, 1978; Brown, 1977; Emig,
1982).

3, Since writing ability is closely tied to socioeconomic

class (Loban, 1963), children from middle to upper socioeconomic
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backgrounds will be most 1ikely, in a short-term study, to demonstrate
improvement in 1iterary quality and development of the traits of a

genre.

tatement of Research Questions

The following research questions are examined in this study:

11 of Writi 1 ener.

Does the quality of 1iterature which is read to and discussed
with children affect the quality of writing by those children? More
specifically, do fifth-grade children who 1isten to stories of high
Titerary quality write more 1iterary stories, when those stories are
evaluated holistically, than fifth-grade children who 1isten to stories

of less sophistication?

uality of Writi ithi en

Does the quality of detective 1iterature which children hear
affect their writing of that genre? More specifically, do fifth-grade
children who hear stories in which the traits of the classical detec-
tive genre are especially well developed receive higher scores on a
primary trait analysis of the mystery stories they write than do

children who hear less sophisticated detective storfes?

enc. omplexi ocabu
Are atomistic characteristics of the 11terature which children
hear reflected in their writing? More specifically, does the writing

of fifth-grade children reflect the degree of language fluency,
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syntactic complexity, and quality of vocabulary characteristic of the

stories which are read to them?

ritin ovement and Readi bili

Does improvement in writing correlate with type of treatment
for children of al1 reading abilities? More specifically, does 1isten-
ing to more sophisticated 1iterature result in improvement in the
writing of readers having differing reading abilities (as measured by
standardized reading tests)? Do they respond in different ways to the

two treatments?

eme f_Researc othese:
The following research hypotheses were derived from the preced-

ing research questions,

uali of Writd 1 ener.

The holistic writing scores of the class which hears the
Titerature rated as higher in 1iterary quality will exceed the scores
of the class which hears the 1iterature rated as lower in 1{terary

quality.

11 of Genre Writin
The scores of the class which hears the more highly rated
Titerature will exceed the scores of the class which hears the less
highly rated 1iterature when evaluated by a primary trait analysis of

detective stories they write.
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Fluenc omplexi nd Vocabu

The class which hears the 1iterature with greater language
fluency, syntactic complexity, and quality of vocabulary will receive
higher scores 1n corresponding measures of those qualities, i.e.,
number of T-units, Jength of T-units, and weighted vocabulary score
than the class which hears Titerature less replete with these

qualities.

ritin oveme nd_Readi bili

Readers with Tower ability will show greater improvement in
both groups than readers with average or above-average ability on all
measures of writing: holistic scores, primary trait analysis, fluency
of language, syntactic complexity, and quality of vocabulary. Lower—
abi1ity readers in the group hearing 1iterature rated high in 1iterary
quality will show greater improvement on all measures than the group

hearing the 1iterature rated lower in quality.

Limitations

1. For purposes of the study, it was important that all of the
children write under similar conditions. Therefore, the children were
permitted to write only during the 1istening/writing sessions or
arranged make-up sessions; the researcher collected the stories and
kept them until the next session, Children were not permitted to
write these stories at other times during the school day or at home.
This meant that the children had to stop writing when the class period

was over and could not write again until the next writing session. For
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children, as for any author, this frequently resulted in the interrup-
tion of thought patterns and ideas which the children complained they
"couldn't remember" when they returned to their stories and attempted
to continue. Children frequently pleaded for more time to finish,

When told they had to go to the next class, they would ask if they
could please take it home and write. Whenever such a request was
forthcoming, the feeling of immediacy--of having to get it down now--
was apparent. Tomorrow was too far away. It 1s T1ikely that the arti-
ficial constraints imposed by this 1imitation diminished the quality of
writing of some if not all of the children,

2. The study was designed to span eight weeks, although it

actually extended beyond the ninth week to enable each of the children
to complete a finished product. Even though this encompassed the
entire language arts time for one-quarter of the school year, 1t is a
relatively short period of time in which to hope for an effect of
Titerature on children's writing.

3. Since children in both treatment groups were drawn from two
classrooms, 1t is possible that the children discussed the different
treatment 11iterature upon returning to those classrooms. Since the
treatment was delivered orally, however, it 1s unlikely that this
caused a contamination in the study; the children could not replicate
the stories or the exposure to the quality of 1iterature. Comments
from the children indicated that many, if not all, of them were
unaware, even at the end of the study, that the treatment groups were

hearing different storfes.
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4. The process of revision was modeled briefly for the
children 1n this study, and they were provided with the opportunity to
participate 1n a guided activity involving revision. They appeared to
have Tittle prior experience in revising their own work, however, This
was demonstrated by the fact that a majority of the children made no
content changes upon the completion of their first draft, even though
this process had been modeled in class and they were encouraged to do
so both 1n thefr writing booklet and orally by the researcher. As a
result, most of the stories were edited first drafts, not revised

pieces of writing.

Definitiol rms

Mystery/detective story. For the purposes of this study,
mystery/detective story refers to the classical detective story. A
classical detective story is defined as one in which the problem is
created and solved by the author and presented in such a way that an
astute reader has the opportunity to reason out the solution. The
problem is solved by the assembling of evidence and the use of
deductive reasoning, not by a trick of the author (Wells, 1929).

ity of 1iterature, Literature of high quality has met the

criteria of 1iterary excellence. This 1iterature exhibits outstanding
quality in the 11terary elements of plot, characterization, style,
setting, and theme, and 1t appropriately reflects the characteristics
of the genre within which it {is written (Ross, 1982). Not definable in
statistical terms alone, the quality of 1iterature is often measured by

holistic rating by competent, trained raters (Cooper, 1977).
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Holistic measures of writing. In evaluating writing holis-
tically, samples of writing are considered only as whole entities.
Such evaluations may view the sample of writing as representative of
all discourse, as in the method employed by the Educational Testing
Service, or may identify a particular subcategory of discourse and
determine the appropriateness of the sampie within the established
boundaries of that subcategory, as in the Primary Trait scoring method
developed by the National Assessment of Educational Progress (L1oyd-
Jones, 1977).

omistic measures iting. Although the boundary between
holistic and atomistic measures of writing 1s sometimes disputed,
"atomistic tests rely on the assessment of particular features asso-
ciated with ski11 in discoursing" (Lloyd-Jones, 1977, p. 33). These
features are isolated from the context and scored separately, often
through counting (Cooper, 1977; Lloyd-Jones, 1977). Atomistic features
selected for evaluation in this research are the number of T-units used
in the writing, the length of those T-units, and the maturity of the
vocabulary used.

Language fluency. This is an index of the number of ideas
expressed and measured by the total number of Communicatfon Units
(T-units) in a piece of writing (Evanechko, 0111la, & Armstrong, 1975).

Syntactic complexity (also Tabeled syntactic maturity by Hunt,
1979, and syntactic fluency by Odel1, 1981). This term refers to the
elaboration of language or sentence maturity, i.e., the level of syn-

tactic development. The level of maturity 1s reliably indicated by the
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average length of a writer's T-units, and was one of 11 language
characteristics displayed by the subjects in Loban's (1963) study who
teachers felt had impressive language power. "Growth in syntactic
fluency is reliably indicated by increases in the average length of a
writer's T-units" (0dell, 1981, p. 121).

T-unit. Also called a minimal terminable unit or a Communica-
tion Unit, this term is attributed to Hunt (1970). It is defined as an
independent clause with its modifiers, i.e., a group of words that
cannot be further divided without a loss of their essential meaning.
It is an index of the number of ideas presented by a writer, and thus
a measure of fluency in language (Evanechko et al., 1975, p. 324).
Loban (1976) used a similar unit in his research but called it a
Communication Unit. Evanechko et al. found the number of Communication
Units in a piece of assigned writing to be a significant predictor of
children's reading achievement as measured by a standardized test
(Bond-Balow-Hoyt New Developmental Reading Test Intermediate Level,
1965, with reliability and validity recognized by Buros, 1972).

Length_of T-unit. This is a reliable indicator of growth in
syntactic maturity. The length of T-units in a pfece of writing is
directly related to linguistic complexity; i.e., the longer the T-unit,
the more complex the language is 1ikely to be in transformational terms
(Applebee, 1978, p. 182).

Maturity of vocabulary. The maturity of the vocabulary used by
an author depends on the frequency with which the individual words

chosen by that author are used in the English language within a
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specified context. The more rarely a word is used, the more mature its
use, and the higher its rating (Cohen, 1968). Maturity of vocabulary
was determined by comparing each different word used by a writer with
the American Heritage Word Frequency List (Carroll, 1971) to determine
a point total.

Genre. A genre is a distinctive category or class of litera-
ture which can be described by fts primary and secondary traits.,

Primary trait scoring. Primary trait scoring is a sophisti-
cated, holistic method of measuring writing which focuses the rater's
attention on specific features of a particular kind of discourse
(Mul11s, 1980), in this case the classical detective genre.

Primary traits. Primary traits are those traits that make one
genre of writing different from another, These are also the conven-
tions of that mode of writing. For a summary of the traits of the
classical detective story see Appendix A, Literature Rating Form:

Part II.

Overview
Chapter I contained the introduction to the research study,
including the statement of the problem, the need for the study, the
background for the study, a statement of purpose, the assumptions of
the study, and a statement of the research questions and hypotheses,
The 1imitations of the study and definitions of terms used in this

research project concluded Chapter I.
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Chapter II contains a review of the Titerature pertinent to
this study. The review is concentrated in four areas: (a) the
relationship between children's writing and 1istening/reading;

(b) writing and children's 1iterature in the elementary classroom;
(c) structure, conventions, and children's writing; and (d) detective/
mystery stories--structure, convention, and children's writing

Chapter III describes the pilot study, the design of the study
and the population sample, the selection and analysis of the 1iterature
selections, the procedure and methodology, and the compilation of the
data.

Chapter IV contains the analysis of the data which was submit-
ted to a multivarfate analysis of covariance.

Chapter V contains a summary of the study, reflections and

observations, and suggestions for further research.







CHAPTER II

REVIEW OF THE LITERATURE

The review of the 1iterature is divided into four major areas
which are pertinent to this research study: (a) The Relationship
Between Children's Writing and Listening/Reading; (b) Writing and
Children's Literature in the Classroom; (c) Structure, Conventions, and
Children's Writing; and (d) Detective/Mystery Stories--Structure,
Convention, and Children's Writing. A summary concludes each major
section.

e Relationship Between Children's Writin
and Listening/Reading

A now-classic study by Chomsky (1972) was designed to investi-
gate children's acquisition of syntactic structures and to explore the
relationship between the children's exposure to written materials and
their rate of 1inguistic development. Thirty-six children between
the ages of six and ten participated in the experiment, Chomsky's
findings indicated: (a) the sequence of acquisition of syntactic
structures is developmental, and (b) there is a strong relationship
between exposure to the more complex language available in books and
the child's 1inguistic development (pp. 29-33). Of particular interest
to this study 1s Chomsky's finding that for the older children, who

were all from relatively high socioeconomic backgrounds, 1inguistic

22,
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progress was related to the child's own activity in relation to reading
(p. 28).

The effect of exposure to 1iterature and early writing practice
on children's narrative writing was the focus of a study conducted by
McConne11 (1982). Using scores from a 1iterature inventory and from
teacher and home questionnaires, McConnell categorized 144 second-grade
children based on amount of prior 1iterature exposure and writing
practice, Samples of the children's original narrative writing were
then rated holistically and analyzed for vocabulary and story structure
elements. Using an analysis of variance, McConnell found that those
children with high 1iterature exposure and a variety of early writing
experiences received significantly higher holistic ratings than chil-
dren with low 1iterature exposure and infrequent writing practice. She
did not find significant differences for vocabulary or story structure
elements.

The most extensive investigation to date of the relationship
among the language arts is a 13-year longitudinal study, K-12, con-
ducted by Loban (1963, 1976) and begun in 1952, The original sample
for this study consisted of 338 children who were chosen using the
stratification varfables of sex, racial background, and intellectual
abi11ty together with proportional allocation of socioeconomic
background. The statistical analysis for the study was conducted using
the data for 105 of the 211 subjects remaining at the conclusion of the
study. Thirty-five children were selected on the basis of their high

general language abi11ty, 35 on the basis of their low general language
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ability, and 35 were selected for a random group by using a table of
random numbers. General language ability was determined by a vocabu-
lary test administered in kindergarten together with a rating from each
elementary teacher on the child's activity in speaking, writing, and
reading (1976, p. 2).

Loban (1976) found that writing was related to socioeconomic
status. Those children who had parents or guardians with occupations
identified as professional, semi-professional, managerial, clerical,
skilled trade, or retail business were above average in writing. Those
whose parents were in lower occupational categories were rated below
average in writing (p. 85).

Loban (1976) also found a high correlation for the upper-
elementary grades between reading achievement and writing scores.
Reading achievement was measured by a standardized test and was found
to be related to general language ability. Writing scores were
obtained from compositions written by the children in response to a
picture prompt. The writing was measured by two judges, both teachers
of writing, using a five-category classification: superior, good,
inferior, 111{terate, and primitive (pp. 25-26). These classifications
involved the evaluation of content, mechanics, style, and vocabulary.
Loban found that the correlation between reading and writing became
stronger as children went up in grade level. Of fourth-grade children
in the two upper quartiles in reading, determined by averaging the
paragraph and word meaning scores on the Stanford Achievement Test, 26%

were below average in writing (1111iterate according to the
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classification system). Thirty percent of the students in the lowest
two reading quartiles were above average (superior) writers, By sixth
grade, however, the relationship became stronger. Only 20% of students
above average in reading were judged to be below average in writing,
and only 17% of those below average in writing were above average in
reading (1976, pp. 72-75).

In his conclusions, Loban argued that proficiency with language
for elementary students comes through opportunities to grapple with
their own thoughts as they attempt to successfully communicate with a
real audience. He believed teachers can support this by providing
models of effective communication and by encouraging students, both
individually and in small groups, to reason and search for meaning
(p. 88).

In their survey of 1iterature relating to 1istening comprehen-
sion, Pearson and Fielding (1982) high1lighted what they perceived to be
a discrepancy between the ability to comprehend the spoken word and
the 1nabi1ity to comprehend the written word for children who do poorly
on reading comprehension tests. To substantiate this, they summarized
two Tines of research pertaining to the development of 1istening and
reading. The first pertained to the advantages of 1istening and read-
ing at different age levels. The second compared the 1inguistic tasks
in which readers and 1isteners must engage to make sense of the graphic
or auditory data, respectively (pp. 621-23).

In summarizing the research pertaining to the advantages of

T1stening and reading at different age levels, Pearson and Fielding
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drew heavily on a review by Stricht, Beck, Hanke, Kleiman, and James
(1974). Stricht et al. reviewed 31 studies that compared reading with
1istening comprehension at different grade levels (p. 60). They found
that, for grades one to six, the results of these studies showed that
children comprehend better through 1istening than through reading

(p. 62).

The second 1ine of research presented by Pearson and Fielding
drew on work by Schreiber (1980) and focused on the differing 1inguis-
tic tasks facing readers and 1isteners. Schreiber compared reading and
11stening comprehension by focusing on particular aspects of auditory
messages not well transmitted through the written medium. Schreiber
contended that the acquisition of reading comprehension, beyond the
ability to recode, fnvolves the reader's ability to compensate for,
1.e., to supply, the oral signals or prosodic cues not present in the
graphic representation of language (p. 178)., Drawing on his own
research as well as the research of others such as Samuels and

homsky, Schreiber presented strong evidence that hearing the oral
eading of competent adults is a crucial component for many children

n the movement from decoding to reading with comprehension and fluency
p. 186).

Pearson and Fielding noted that much of the research reflecting
he cognitive perspective of language, which argues for activeness
ather than passiveness on the part of the language processor, has been
onducted with 1istening rather than reading as the mode of input.

his view of the language user as an active participant {s reflected in
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the work of Rosenblatt (1939), Smith (1971, 1978), Goodman (1965),
Goodman and Goodman (1979), Graves (1978, 1982), and others. Pearson
and Fielding argued that the results of this research are even more
applicable to Tistening than to reading comprehension even though
T1ittle has been written about Tistening from the cognitive perspective
(p. 624).

Cohen (1968) investigated the effect of reading 1iterature
aloud on the vocabulary and reading achievement of second-grade chil-
dren, Beginning with 580 original subjects, Cohen's final analysis
involved 285 subjects. Her data were collected in seven New York City
schools designated as Special Service Schools because of academic
retardation, low socioeconomic population, and a high percentage of
ethnic and racial minorities. The study spanned the length of the
school year during which time the experimental and the control groups
both continued to receive reading instruction from a basal series.
Teachers of the experimental groups were asked to read a story aloud
every day of the year and to engage their classes in follow-up activi-
ties suggested in a prepared manual. Books to be read were selected
according to specific criteria and provided by the researcher. Teach-
ers of the control groups were asked to follow their usual routine,
reading stories as an occasfonal treat if at all. These stories were
not chosen according to any specific criteria.

Using an analysis of covariance, Cohen found the following
results: (a) the experimental group demonstrated an increase in

vocabulary development over the control group, significant at the .005
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level; (b) the experimental group demonstrated an increase in word
knowledge, as measured by the Metropolitan Reading Achievement Test,
over the control group, significant at the .005 level; (c) the experi-
mental group showed an increase in reading comprehension, as measured
by the Metropolitan Reading Achievement Test, over the control group,
significant at the .01 level; (d) the experimental group was superior
to the control group in quality of vocabulary at the p < .05 Tevel;
(e) the three experimental classes composed of the Towest reading
jroups, as determined by reading and reading-readiness levels at the
nd of first grade, showed an increase over the three control classes
n Word Knowledge and quality of vocabulary at the .05 level, and in
eading Comprehension at the .005 level.

Cohen concluded that comprehension of meaning through oral
anguage is basic to growth in the language arts and that regular
istening to story books chosen for their ease of conceptualization and
notional appeal aids, among other things, narrative sense, recall of
tretches of verbalization, and the recognition of newly learned words
' other contexts. While the relationship Cohen found between reading
ories orally to the children and the children's improvement on read-
g measures may have been influenced by the use of follow-up activi-
es "to strengthen comprehension of the story and individual words"

211) with the experimental but not the control groups, this study
particularly significant because of its length and the number of

Tdren involved.
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Attempting to determine whether reading aloud to inner-city,
idd1e-grade children would affect their reading achievement and
iterest in reading, Porter (1969) conducted a study involving a sample
pulation of 1,202 fourth-, fifth-, and sixth-grade students, High
hool juniors read literature aloud to the experimental group for 20
eks; the control group did not participate in the oral reading
ssions. To determine reading achievement, Porter used a serfes of
tests to analyze the pre- and post-reading achievement scores of 954
udents on the reading section of the California Comprehension Test of
sic Sk111s. She found that the reading achievement scores of the
verimental group were significantly higher than the scores of the
1trol group after 1istening to the literature.

Lyons (1972) conducted a study to investigate the influence of
) programs designed to enhance language development on the reading
ievement of middle-class children in grades one and two. The first
atment involved reading aloud to children from children's 1iterature
ected on the basis of its syntactic complexity and richness of
abulary and discussing that 11terature. The second treatment pro-
ed the children with increased opportunities for active language use
ough discussion and oral language activities but did not involve
tening to children's T1iterature. The treatments were administered
69 children in eight classrooms, one of each grade in four schools,
additional classroom from each grade provided a no-treatment con-
. The Tessons were conducted for 20 minutes three times a week for

eeks. While analysis of the data indicated that neither treatment
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ras significant, Lyons did find some evidence to indicate that reading
o children more often and reading from 1iterature recommended for
rades higher than the one hearing the Titerature can affect reading
chievement.

Lyons reasoned that, since her subjects were from middle rather
han Tower socioeconomic backgrounds, the language of the 1iterature
sad might not have provided as great a contrast to the child's daily
inguistic environment as had been true in previous studies which used
le reading aloud of literature as the experimental treatment. She
ggested that this may have been one of the factors precluding the
ndings of significant results. It also seems probable that using
andardized tests to evaluate the reading achievement of first- and
cond-grade children may have failed to measure improvement which
tually did occur (Lyons used the California Achievement Test--
ading, 1970, Level 1, the Peabody Picture Vocabulary Test, and a
guistic Structures Repetition Test). Increasing the length of
2atment or analyzing the data by reading ability level or sex rather
an by total class might also have increased the chances of finding
jnificant results (Chomsky, 1972; Cohen, 1968; Porter, 1969).

In a quasi-experimental study, Michener (1985) investigated the
‘ects of reading aloud on the written composition of third-grade
ldren, Students from four third-grade classes were stratified to
resent low and middle socioeconomic levels., Forty-seven students
e then chosen at random to participate in the 12-week study.

hers of the two experimental groups were trained and asked to read
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aloud for 15 minutes a day from a set of 50 1iterature selections;
teachers of the two control groups did not read aloud during this time.
Samples of writing were elicited using parallel sets of writing prompts,
Pretest writing samples were collected and used as covariates in a
posttest and a delayed posttest multivariate analysis of covarfance.
The writing was measured for writing style using holistic impression
scoring, for syntactic maturity using a T-unit analysis, and for seman-
tic maturity using an analysis of specifically selected words. No
differences were found due to treatment or group in either the posttest
or delayed posttest analysis. Michener recommended the need for more
valid and reliable measuring instruments for writing as well as con-
trolled field settings

Strickland (1971) investigated the effect of 1istening to
children's 1iterature and participating in oral language activities on
the acquisition of standard English, Strickland collected data from 94
hildren selected from eight kindergarten classes located in lower
ocioeconomic areas of two metropolitan communities. Using 50 selected
hildren's books placed 1n the classrooms, teachers read aloud daily,
rom November to May, to children in the experimental and control
roups, Following each reading session, the experimental group
articipated in activities designed to involve the children in oral
anguage participation; the control group participated 1n an activity
hich did not encourage oral language participation. Strickland found
hat those children who participated 1n oral language activities after

aring stories read made significant gains in the acquisition of
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standard English without negating their native dialect. The control

group, which was exposed to the oral reading but did not participate in

a follow-up oral language activity, made no measurable gain. For the

population 1n this study, hearing 1iterature read aloud did not, by

1tself, bring about change in language use. Only the group which

participated in oral language activity following the oral reading made

significant gains in Tanguage expansion.

Evanechko et al. (1975) asserted that "the concept of a strong
relationship among language skil1s has become axiomatic" (p. 315), but
that the nature of these interrelationships has not been made clear

through research. They concluded that:

If 1t could be determined that certain language competencies are
common to both reading and writing, then development in these areas
could be planned to occur in these subjects concurrently to permit
refnforcement as the child uses skills learned in the receptive
reading process to apply in the expressive writing process.

(p. 316)
Their study was designed to determine which aspects of writing perform-

ance would best predict reading achievement. The subjects of the study

were 118 sixth-grade children in four classrooms of a school located in

a middle-class neighborhood in Victoria, British Columbia. Writing

samples were obtafned by asking all classes to write a paper on a
common theme, Instructions were common to all classes, and there was

set perfod of time for writing. Syntactic complexity of the chil-

ren's writing was determined using a modified formula developed by

otel and Granowsky (1972). The criterion measure was the Bond-Balow-

oyt New Developmental Reading Test Intermediate Level (1965)--subtests

n Basic Reading Vocabulary, Reading for Information, Reading for
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Relationships, Reading for Interpretation, Reading for Appreciation,
Literal Comprehension, Creative Comprehension, and General Comprehen-
sion. Both measures were administered by the classroom teachers. An
analysis of the data revealed that "the single best predictor of read-
ing achievement was the number of Communication Units [same as Hunt's
T-unit]. This measure was the most powerful predictor on all subtests
of the reading achievement test" (p. 322).

Of the 13 syntactic forms measured in the children's writing,
only four were significant predictors of reading achievement, and two--
the Communication Unit (also called a T-unit) and Two Count Structures
(1.e., passives, paired conjunctions, dependent clauses, comparatives,
participles, infinitives as subjects, appositives, and conjunctive
adverbs)--were consistently first in the regression equation. Evan-
echko et al, concluded that 1f fluency (as measured by the Communica-
tion Unit) and syntactic complexity (as measured by Two Count
Structures) are key language competencies underlying reading achieve-
ment, then building on these two competencies in oral and written
discourse could improve reading achievement. While other studies have
sed T-units to measure children's free writing, their rewriting (Hunt,
1965, 1970), or have averaged a T-unit score with other measures of
hildren's writing (Loban, 1963), Evanechko et al. here introduced the
se of the T-unit to measure children's assigned writing.

Exposing children to written discourse through 11stening
ppears to have different results than exposing them to written

iscourse through reading. 1In a study involving 72 chfildren, 36 third
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graders and 36 fifth graders, Hildyard and Olson (1982) found that
readers and 1isteners adopt somewhat different strategies 1n compre-
hending narrative discourse, In understanding a narrative story, chil-
dren appear to listen more to what 1s meant, but they read more for
what 1s said., Listeners pay attention to information which 1s neces-
sary for the coherence of the main story theme and for the introduction
of new events, They do not recall, as well as readers do, elaborating
information unnecessary to comprehension of the story as a whole,
Readers, on the other hand, pay attention to all speciffed details,
including incidental ones, and they are more able than 1isteners to
1dentify whether statements are actually presented in the story or
implied by 1t.

A 1966 study by Bergdorf provided data compatible with the
findings of Hildyard and Olson. Her study involved 432 fourth, fifth,
and sixth graders from varfous socioeconomic levels. Bergdorf
obtained results indicating that children are better able to interpret
Titerary materfals read to them than materfal they read themselves.
Her findings also indicated that children attend to different aspects
of language when reading than when 1istening.

Stotsky (1983), in a synthesis of correlational and experi-
mental studies on reading/writing relationships, found that better
sriters tend to be better readers, to read more, and to produce more
syntactically mature writing than poor readers. In her summary,
owever, Stotsky reviewed studies fnvolving 1istening and studies

nvolving reading without distinguishing between them. Her findings,
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therefore, applied to receivers of both oral and written language, not
necessarily to readers as such. Based on findings drawn from these
studies, she concluded that "reading experience" is a consistent cor-
relate of, and may be a critical factor in, developing writing ability.
Although she found that studies using Titerary models noted significant
gains 1n writing, a majority of these studies were conducted at higher
educational levels, used expository or {nformational reading material,
and were concerned with ways to improve the acquisition of academic
discourse. She reviewed only one study relating to narrative writing
(M111s, 1974). That study was conducted with elementary students and
examined the effect of 1istening to 1iterature read aloud on selected
aspects of the children's writing. Stotsky recommended further

research to determine the nature of the influence of “"reading expe-

rience," 1.e., to determine whether certain types of "reading experi-
ences" are particularly beneficial to developing writers and whether
the quantity and quality of the "reading" that good and poor writers do

is important.

Research, as well as common sense, has indicated a strong
elatfionship among the language arts. The amount of exposure to the
omplexity of language as captured in the written word appears to be
trongly correlated with 1inguistic development., Exposure to complex
aterials through 1istening and/or reading is characteristic of the

ighest stage of development (Chomsky, 1972; McConnell, 1982).
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Linguistic development continues well into the elementary years and is
reflected 1n the relative consistency of performance in all of the
language arts (Loban, 1976). The general relationship between reading
achievement, as measured by a standardized test, and writing ability,
as measured by standardized tests, T-units, and teacher judgment, has
been well substantiated (Cohen, 1967; Evanechko et al., 1975; Loban,
1976). Research studies in the area of reading achievement, vocabu-
lary, and language development of children from Tower socioeconomic
backgrounds have shown that exposure to children's 1iterature, espe-
cially when extended through discussfon and follow-up activities, has a
significant effect on performance in the other language arts. Listen-
ing to literature read aloud resulted in improvement in vocabulary,
reading achievement, narrative sense, and use of standard English for
the children in these studies (Cohen, 1967; Porter, 1969; Strickland,
1971). Less 1s known, however, concerning the effect of 1istening to
children's 1iterature on children's writing when their writing is
evaluated holistically, or when the children are from other than lower
socioeconomic backgrounds. Such research has been inconclusive at best
(Lyons, 1972; Michener, 1985). Relatively recent research has indi-
ated that children attend more to information necessary for the coher-
nce of the story theme and the introduction of new events when they
isten than they do when they read (Hildyard & Olson, 1982). Research
as also indicated that children up through the sixth grade comprehend
etter through 1istening than through reading (Stricht et al., 1974).

his may be due to the fact that reading comprehension beyond the level
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of simple recoding involves the ability to assign prosody to a written
text. For many children, especially those with reading difficulties,
hearing the oral reading of a competent adult aids in the movement from

recoding to fluency and comprehension (Schreiber, 1980).

Writing and Children's Literature in the Classroom

Mitchel1l (1977), a classroom teacher, clearly stated the
dilemma of teacher and student when she said,

I [alsol knew that students needed models for their writing . . .
to ask them to write a story leaves most of them staring blankly
ahead. When they can write about anything, they are generally
overwhelmed and retreat. There are lots of ideas floating around
in their heads but these ideas need some sort of magnet to pull
them together and give them focus., I saw that using children's
11iterature could be another way of providing 1imits and focus for
their writing topics. (p. 62)

The dilemma of how to interrelate literature and writing has been a
topic of much concern in educational literature.

Haley-James (1981) summarized the 11iterature pertaining to the
use of children's 1iterature in the classroom as follows:

Professional references generally support the positive effect that
Tistening to and reading good 1iterature has on composition, but as
for teachers actually using such 1iterature as a model children can
emulate, opinfon is divided. Prior to 1950, 1t was not uncommon to
see such a recommendation. However, while Hughes Mearns, who
published primarily in the 1920's, and the majority of authorities
publishing since 1950 have advocated exposing children to good
Titerature, they objected to the use of models of adult writing.

« « . James Moffett (1968) and John Stewig (1980) have taken a
middle of the road position by recommending examples from published
T1terature be used just to fnitiate writing sessions. (p. 4)

In more recent years, the work of Graves (1983) and his

ssociates has spurred a resurgence of interest in the incorporation of
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children's Titerature into the classroom. Graves, however, advocated
that no distinction be made between the children's writing and the
writing of professionals. Both are treated as important, and both are
examined critically (pp. 65-76). How teachers can best help children
see the relationships between professional 1iterature and their own
writing remains a controversial issue. The literature reflects a
continuum of studies and opinions that range from learning by imitation
to learning through exposure.

McCampbel1 (1966) described the use of 1iterature models as one
technique for improving the teaching of composition. He advocated
analyzing models for patterns of written language, i.e., how to
express, not what to express. To do this, students inductively analyze
models and then imitate phrases, sentences, paragraphs, or organiza-
tional structure first in whole-class writing, then in small-group
writing, and finally in individual writing. They also consider the
connection between conventional 1iterary forms and particular kinds of
meanings, observing that form is often a clue to meaning. McCampbell
maintained that the use of a model is not restrictive, but is an aid in
improving expression.

A 26-week study to determine the effect of models imitation on
the writing of seventh-grade students was conducted by Martin (1980).
Sixty-one students in the experimental group participated in 20 Tessons
involving models imitation. The control group of 62 students studied
0 composition lessons taken from a standard seventh-grade textbook.

ive pretreatment and five posttreatment writing samples provided the
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data for analysis. Writing was evaluated for overall quality by a
panel of nine teachers using subjective ratings and for syntactic
maturity by scores on six indices. Martin did not find significantly
more improvement in the overall quality of writing or in syntactic
maturity for the group using models imitation. He did find pre-post
treatment growth in words per T-unit, words per clause, and adjective
clauses per 100 T-units, This study indicated that while the imitation
of another's writing may affect atomistic features, it does not seem to
stimulate an increase in overall quality of writing.

Olson (1983), a cognitive psychologist at the Ontarfo Institute
for Studies in Education in Toronto, discussed the use of modeling in
an interview for Language Arts. He dismissed as trivial the behavior-
istic view of modeling, which he saw as imitation since it does not
contain the component of comprehension, According to Olson, comprehen-
sfon involves interpretation by the child of what is seen to determine
what was done and why. He maintained it is this {interpretation, not
imitation, that guides performance.

It appears, however, that reading materials in the classroom
may become models for children's writing by default as well as by
design. In an exploratory study, Eckhoff (1983), a Ph.D. student with
Carol Chomsky at Harvard, obtained writing from two groups of second-
grade children in response to writing stimuli adapted from the 1969-70
NAEP, She found that the writing of each group reflected the 1inguis-
tic structures as well as the format and stylistic features of the

particular basal text in which they were reading. Using Huck's
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Inventory of Children's Literature, she determined that children in
both groups had equal knowledge of children's 1{iterature, indicating
that their outside reading was unlikely to have influenced the observed
differences in their writing. Although Eckhoff did not indicate
whether oral reading and 1istening were involved, it s highly unlikely
in 1ight of current teaching practices that children assigned to basal
readers 1.2 and 3.1 read only silently, It {s thus possible, there-
fore, that these results may be attributable, at least partially, to
Tistening rather than reading.

In a frequently quoted article, O'ea (1965) criticized five
approaches to the teaching of writing. Two of the approaches identi-
fied by O'Dea are particularly relevant to this discussion: (a) that
students learn to write by reading great l1iterature and (b) that stu-
dents learn to write essays by analyzing professionally written essays.
ODea opposed the first approach because of its demand for close rather
than wide reading. He contended that many teachers spend a great deal
of time reading and discussing one piece of 11terature on the pretense
that it will improve writing, while, in essence, such teaching is the
result of the teacher's desire to teach 1iterature rather than writing.
Oea opposed the second approach because of {its assumption that
students must be given something to write about, which results in
forcing the student "to parrot or to assume an artificial rhetorical
stance because of what he has read" (p., 329).

In an overview of research on using models to teach writing,

Smelster (1978) defined modeling as an approach that uses imitation to
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develop the skil1l of writing through a study of ideas and structures.
Smelster indicated that a number of authorities in the field find value
in the method, even though each adds his/her own particular cautions.
She noted that Miles Myers, Administrative Director of the Bay Area
Writing Project, has found that this approach may be effective 1f used
together with an understanding of the writing process, sentence
combining, and students' views of the world. Sara Lundsteen feels that
intermediate steps are needed between the presentation of the model and
the child's own writing to give the child a sense of ownership. Even
0'Dea, who identified the idea that students learn to write by reading
great 1iterature as one of his myths, conceded that the assumption has
some truth but argued that the models provided are usually not clearly
related to the writing assignment. Smelster cautioned that the teacher
must be sure that the product does not become the goal. Instead,
models should be used as part of a sharing process in which children
are encouraged to build on ideas gained, and to give those ideas their
own interpretation and treatment.

In her Ph.D, study, Mills (1967) examined the use of 1iterary
models in teaching composition to students in four fifth-grade class-
rooms from two schools in Clarke County School District of Athens,
eorgia. For 24 weeks, written composition lessons were taught to an
xperimental group of 45 children twice a week for an hour. A control
roup of 77 did not recefve {nstruction. Lessons used were based on
he 1iterary models found in specifically selected children's 1itera-

ure. Mills obtained conflicting results from her two measures--pre
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and post Sequential Tests of Educational Progress (STEP) Writing Tests
and pre and post Writing Samples. While a significant difference after
treatment was not found on the STEP Writing Test, a significant differ-
ence after treatment was found on the Writing Sample. Mills felt that
the Writing Sample was more relevant to the emphasis of the study.

In the October 1974 1ssue of Elementary English, Mills
summarized a similar three-year longitudinal study conducted in two
schools in Madison County, Georgia. Beginning in the first grade, the
experimental group participated in weekly half-hour sessions, taught by
the researcher, for 24 weeks each year, The socioeconomic level of the
students was predominantly low. The children T1istened to literature
read aloud and then examined that 1iterature as a model for their own
writing. Mi11s stated that "in all cases, first in importance was the
bure enjoyment of the Titerature for 11iterature's sake. Secondly, 1in
carefully measured small doses, what that 1iterature could do as a
node1 to help improve one's own writing was utilized" (p, 91). The
lessons were based on an expansion of the University of Georgia's
roject English materfals and focused on skills such as compound words,
sage and sequential order, and on concepts such as differences between
antasy and realism and the reflection of time and place in setting.
esults were calculated during the fourth year for 40 students
emaining out of the original 70 in the experimental group. A fourth-
rade class receiving no specfal treatment was used as a control group.
he experimental group scored significantly higher than the control

‘oup on Writing Samples (proficiency was rated by Veal's Rating
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Scale), Iowa Tests of Basic Skills--Capitalization, Punctuation, and
Total Language Tests.

In a particularly well-planned study, Pinkham (1968) theorized
that a systematic series of Jessons, based on what she found to be the
recognized approaches to the improvement of composition, would improve
the writing of fifth-grade children. Her primary approach was to use
excellent Titerature as a model for writing. She designed lessons
which focused, through discussion, on the characteristics of good
writing as exemplified in selected works of children's literature.
Into these lessons she then incorporated the basic tenets of the three
remaining approaches: (a) much practice in writing, (b) revision of
written expression by the child after evaluation by the teacher or
class group, and (c) expanding the pupil's actual or vicarious experi-
ence background. Pinkham designed 14 bi-weekly lessons to use with the
experimental group--a 45-minute period for the literature and writing
period and a 30-minute period Tater in the week, after the writing was
corrected by the teacher, for discussion, revision, and rewriting of
student material., Both perfods followed by the same pattern and were
highly structured by the teacher. Each lesson focused on a specific
haracteristic of good writing; portions from 1iterature selections
ere read aloud and then analyzed through direct discussion to deter-
ine the methods and techniques used by the authors to attain that
haracteristic, After discussion to stimulate imagination and think-
ng, students were encouraged to try these methods in their own writ-

ng, incorporating their own experience. The students' writing was
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discussed during the following lesson to demonstrate excellence or the
need for improvement. The control group spent equal time 1istening to
1iterature and writing compositions stimulated by that 1iterature, but
did not participate in the systematic series of lessons, Two class-
rooms in each of four schools participated in the study; one room was
used as part of the experimental group, and the other became part of
the control group. Two of the schools were urban, two suburban. Using
an analysis of covarfance and t-ratio techniques, Pinkham controlled
for differences in chronological age, intelligence, and writing ability
between classes within her experimental and control groups. At the
conclusion of her study, she compared her groups using gain scores
submitted to analysis of variance and t-tests. As did Mi11s (1967),
Pinkham found inconsistent results on her final measures. She found
significant differences in favor of the total experimental group and
the experimental subgroups, urban and suburban, on the Sequential
Tests of Educational Progress (multiple choice) Writing Test in the
areas of organization, conventions, critical thinking, effectiveness,
and appropriateness. The experimental urban subgroup was the only
group, however, to show significant gains in written expression as
measured by the Quality of Thought and Style areas of the STEP Essay
Test (p < .05). Pinkham concluded that the series of lessons "had a
beneficial effect upon the written expression of urban children"

(p. 122). Pinkham's study raises the important question of whether

reading the piece of 1iterature in its entirety, with 1ts structure
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intact, rather than focusing on selected sections within that piece of
Titerature, would have resulted in different findings.

A descriptive study by Keech (1984) provided an interesting
perspective on the failure to find expected results in children's
writing. Keech's study suggested that unexpected drops in scores on
sequences of essay tests written by high school students may be false
rather than true regression of performance. She supported her
conclusions with an analysis of a lTongitudinal sample of high school
students' writing in addition to three case studies. Her analysis
suggested that as students attempt more in writing, they may lose
control of the rhetorical features rewarded by readers or they may mix
aspects of text construction appropriate to different kinds of texts
they have not fully differentiated. As a result, their performance
scores drop, While continued composing within a type of discourse may
result 1n improved writing scores, switching to a new type may result
in a drop in scores since the student must master composing skills
different from those previously used.

Duncan (1981) summarized a year-long study of the writing
growth of efight middle-class seventh-grade volunteers. The students
varied in academic abi11ty and had 1ittle experience in creative
writing., The study was based on an underlying assumption that "active
comprehension of a distinctive model of 11terature provides awareness
of the structure of narrative prose which transfers to the student's
own writing" (p. 345), and attempted to determine whether knowledge of

Titerary models could be transferred to personal writing. Guided
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discussion was used to focus the students' attention on aspects of
story structure and author's style in order to develop a fuller under-
standing of prose construction. Duncan used a program of sequential
activities, which she called "Listen, Discuss, Write," involving target
discussion of a 1iterature model followed by writing. Weekly sessions
involved 15- to 20-minute discussion periods followed by 15- to 20-
minute writing sessions. As the program developed, oral discussion
became brief and informal, with writing sustained for longer periods.
A11 sessions were 1imited to 50 minutes. Although difficult to deter-
mine from Duncan's description of the project, it appears that a film
strip or film presentation was used to present an overview of the
Titerature model., Selected passages of the 1iterature were then read
in order to focus on specific 1iterary components and story relation-
ships, and discussion guided by teacher questioning followed, Children
were subsequently assigned writing tasks using the discussed tech-
niques; these writing tasks eventually developed into story writing.
Preliminary results of holistic scoring and feature analysis
(a) appeared to validate the "Listen, Discuss, Write" procedure for
fostering growth in composition skills; and (b) indicated that although
all students appeared to profit from the targeted discussion of narra-
tive elements, greater improvement was shown for less able writers.
Duncan recommended that future replications include early attention to
a sense of audience.

Duncan's study 1s of interest because of its focus on 1istening

o selected sections from 1iterature followed by targeted discussion of
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e author's development of structure through the use of 1iterary
mponents. The study also provided preliminary evidence that after
'scussion of narrative structure, the writing of less able writers may
ow greater improvement than the writing of more able writers. Like
nkham, Duncan did not read the selections in their entirety., Her
scription of the study indicated, however, that she focused on the
ructure of narrative to a greater extent than Pinkham by selecting
e portions of 1iterature to be read aloud expressly for this purpose.
Stewig (1980) s a major proponent of the value of Titerature
r children as writers. He believes in a planned sequential writing/
iterature program in which teachers read to children for at least 20
nutes a day in both the primary and intermediate grades. Apprecia-
on, discussfon, and using 11terature as a basis for specific writing
periences are separate yet interrelated strands of his program, which
cludes four components: 1{ntensive 11terature input, writing assign-
nts based on observations, writing assignments based on 1iterature,
d editing as a means of improving compositions,
At the Efghth Annual Conference of the Children's Literature
socfation, held in March 1981, Anita Moss was a member of a panel
terested in bridging the gap between 1literary critic and child
ader. In her presentation, she described an attempt to involve a
bup of "regular" fourth-grade students in responding to 1iterature
tically as well as emotionally and cognitively. Her teaching plan
developed from a theoretical base which suggests that "immersion in

basic structures of 1{iterature should enable children to read and
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to make sense of texts more effectively and to write more effectively
as well" (p. 201). Moss conducted 45-minute classes during which the
children read and discussed a story or completed a writing assignment.
She began by reading folktales to the children and introducing them to
1iterary concepts such as type of journey, character types, or patterns
of experience. Moss did not indicate that any formal measurements were
conducted, nor did she compare the performance of subgroups of chil-
dren, She believed, however, that the children learned and applied the
concepts taught to the stories they read, to their popular culture, and
to their own personal experience. In thefr writing, by the end of the
term, she found that the children were using chronological order as an
organizational structure for narrative, classification, cause and
>ffect, comparison and contrast, and increased unique vocabulary.
Nielsen (1980) conducted a study to investigate the effective-
iess of using quality children's literature as a stimulus for effecting
arrative writing of good quality by fourth-grade children., Her study
as based on the assumption that emphasis on the mechanics of composi-
ifon is not as fundamental to writing of good literary quality as is
he stimulation of ideas. She divided students in nine fourth-grade
lTassrooms into four treatment groups. Two of the groups listened to
he teacher read selections from children's 1iterature; the other two
roups chose books from a designated collection of quality books and
oad them s1lently. Following the reading, one group from each reading
reatment was given questions, to answer individually and silently,

slating to 1iterary elements of stories. The other two groups did not
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recefve questions. Children from all four groups were then given 20
minutes to write a story on any subject of their choice, The writing
was done individually and silently. Although students perceived them-
selves as writing longer and better stories at the end of the study,
Nielsen found no difference by treatment 1n the 1iterary quality of the
children's writing when evaluated using the Glazer Narrative Composi-
tion Scale. Since the children participated in reading and writing only
ten times over a period of five weeks and wrote only twice a week for
20 minutes a time, with no possibility for revision, the length of the
study and the frequency of treatment may have precluded the finding of
significant results in this study. The restriction on the children's
interaction with each other during the writing process may also have
influenced the results.

In an interesting article concerning the relationship between
the child writer, the professional, and the teacher, Moran (1980)
argued that the transfer of technique from reading to writing is
possible but not automatic or inevitable; 1t will occur to the extent
that the reader, in effect, becomes the writer. He saw the teacher's
role, therefore, as one of presenting the author as a writer, of
helping the student to fdentify him/herself as a writer 1ike the
author, and through this {identification of writer with writer, of
facilitating the transfer of technique. The attempt to facilitate the
child's viewing of him/herself as an author is also a primary focus of

the process writing approach. Conferencing and using an "author's
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chafir® are frequently used to help reach this goal (Graves & Hansen,
1983).

The concept of communication between author and reader was
further examined in a study by Roskelly (1984). Although Roskelly's
study pertained to the integration of 1iterature and writing in the
teaching of freshman English, there is no evidence to suggest that her
argument 1s applicable only to the college level. She argued that the
act of interpretation remains the same in 11iterary reading and in
writing and suggested that students who become aware of the operations
they perform as they read 11terature can learn to control those opera-
tions and manipulate them in their writing.

Perhaps 1t is Wright (1974), in her article "Wishes, Lies and
Dreams: Pedagogical Prescriptions," who presented one of the most
cogent arguments concerning the use of models with children, She
argued that through the process of writing, writers formulate experi-
ence through language and develop constructs to order the world. She
maintafned that training children in the use of techniques develops
conformity through language. By using models, she argued, the teacher
does this ordering and the child is relegated to fi11ing in the

blanks (p. 551).

Summary

How best to interrelate children's 11iterature and writing in
the elementary classroom is a much-debated issue in educational
circles. The professional 1iterature reflects a continuum of studies

and articles advocating methods from imitation to simple exposure.
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While the use of modeling through imitation may seem inviting as an afd
to expression, such imitation seems to have more effect on atomistic
measures of writing than on overall quality (Martin, 1980; McCampbel1,
1966). A preliminary study by Eckhoff (1983), however, indicated that
children may unconsciously participate in the imitation of reading
materials provided in the classroom. The extent and effects of this
type of modeling are thus far unknown.

There 1s some evidence, although conflicting, that helping
children to focus on techniques used by authors of children's 1itera-
ture in their creation of 11terature and then encouraging them to use
those techniques 1n their own writing results in improvement for some
children. Discussion seems to be an important component of these
attempts. Inadequate or inappropriate measures of writing as well as
attempting to write 1n unfamilfiar discourse modes may be a contributing
factor 1n the 1nability to find consistently significant results in
these studies (Keech, 1984; Mills, 1967; Pinkham, 1968).

Writers, especially those less able, seem to profit from dis-
cussion of narrative elements designed to highlight the structure of
narrative (Duncan, 1981; Moss, 1981)., It appears, however, that this
focusing needs to be part of a planned, structured 1iterature and
writing program in which good 1iterature models are provided and class-
room emphasis is on meaning, not superficial aspects of form (Mills,

1967, 1974; Olson, 1983; Pinkham, 1968).
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ucture, Conventions, and Children's Writi
Applebee (1979) found that children enjoy hearing and telling
stories because stories relate to but are separate from the real world.
In explaining the appeal of stories, he said:
Children are engaged 1n a search for meaning, a search for struc-
tures and patterns that will suggest order and consistency in the
world around them, The patterns of meaning they find are primarily
socially determined--rules of language, thought, and behavior that
are transmitted by a range of social structures, stories among many
others, One source of pleasure in such encounters 1s the pleasure
of mastery--knowing the rules and being able to manipulate them so
that things come out right in the end, This 1s a particularly
important factor in the fascination of certain highly stereotyped
formula stories--cowboys and Indians, later comic books, and later
st111 the detective story or James Bond. . . . Another satisfaction
derives from working out the implicatfons of the rules and conven-
tions that govern our Tives ... and part of the usefulness of
stories 1s that through them we can explore those 1imits without
losing the game. (p. 645)
He maintained, however, that any such experience with 1{terature
"depends on the mastery of the underlying conventions which govern the
exchange between author and audience; without the conventions no
exchange can take place" (p. 645).

Applebee (1978) determined through his research that the con-
entions of stories, including complexity which 1s handled by the
mposition of structure, are both developmental and learned. They
emerge gradually and over time, proceeding through a process similar to
the stages of concept development described by Vygotsky (1962). Apple-
ee found that for young children, a story is primarily a patterning of
vents, Early adolescents, however, recognize that these patterns are

onsciously ordered for a purpose and older students recognize that

articular works imply a broader theme or message (p. 134).
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Calder (1984) designed a study to examine the effect of story
models of differing complexities on children's concepts of story (as
measured by Applebee's levels of story structure), their response to
literature (as measured by the classification systems of Applebee and
Purves), and the quality of their narrative writing (as measured by
Tway's Literary Rating Scale). Calder's sample was composed of 20
pairs of suburban third graders matched according to teacher judgment
of reading and writing abilities; the matched pairs were divided into
two groups, For one group, Calder used, as models, stories written
according to Applebee's (1978) Unfocused Chain Model, a structure
s1ightly above the children's level of story production. He followed
these stories with activities explicitly based on concrete incidents in
those models. For the second group, he used storfes written according
to Applebee’s criteria for a True Narrative. The activities for this
group were based on abstract foci or themes derived from the story
heard. A11 stories were written by the researcher., A11 children
participated in parallel activities, including drama, visual arts and
music, and in training pertaining to their respective story grammar
model. The children interacting with stories above but more closely
matched to their own level of production showed significant gains over
the matched group on all three measures. Calder recommended further
research using story models closer to the child's stage of development.

Brown (1977), 1n his article "Development of Story in Chil-
dren's Reading and Writing," reinforced the importance of children's

participation in the spectator role (Britton, 1970) which permits the
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child to safely examine and modify his/her own relationship with the
wor1ld while remaining separate from it. Through 1{stening/reading and
telling/writing stories, the child practices using his/her understand-
ing of the world to predict events and actions, an ability she/he needs
as a participant in real-1ife situations. The ability to operate with
stories and to understand their rules or conventions is both develop-
mental and learned. It is related to age, experience with stories, and
faci11ty with language. Although the abi1ity to create a story in
which the events and climax are tied to the theme is developmentally
possible by about the age of nine, a child's sense of story may remain
immature much beyond that., Brown noted that the ability to use story
language 1s closely tied to reading achievement and that reading diffi-
culties are due more to lack of knowledge concerning the variety and
sophistication in syntactic patterns of written language than to diffi-
culties in sounding out, He believed that the ability to predict
syntax and gain meaning may depend on the extent of a child's sense of
story. Brown recommended telling or reading stories aloud throughout
the elementary school and cited Cohen (1968) and Porter (1969) in his
recommendation for discussion and follow-up activities to develop mem-
ory of content, meaning, relationships, vocabulary, and story language.
He also recommended the dictating or writing of stories by children to
focus their attention on form and sense of story, including the logic
and syntax generally associated with them.

In the second edition of her book The Child as Critic, Sloan

(1984) reaffirmed that 1iterature cannot be taught. It can only be
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experienced and, as experience, it cannot be transmitted from one
person to another. She believed, however, that experience alone does
not create an awareness of the coherence of 1iterature as an entity
representing humanity's quest for identity. Literature must be treated
as an art; children need to learn to respond to the total structure of
a story. They need to see that a work is a unified entity, shaped and
structured by the elements within it. Knowledge of story form and
structure becomes personal when the child attempts to write a story.
This {s particularly true if the story the child is writing incorpo-
rates details from his/her own personal world into the overarching
structure of an archtypical story. Both traditional and popular 11t-
erature, with their easily observable 1iterary conventions, exemp1ify
this archtype.

Conventions, according to Smith (1981), are the basis of
society's shared understanding and communication, Conventions are
unpredictable at first, thus reflecting the arbitrariness of language,
but once learned, "they are used as the basis for prediction, and
prediction is the basis for comprehension™ (p. 104).

In an article entitled "Learning to Write by Listening to
Literature," Moss (1977) described a writing-1iterature unit designed
to help children discover specific elements of narrative structure
through exposure to many stories with a common and personally meaning-
ful theme, Drawing on the theories of psycholinguists 1ike Frank

Smith, Moss hypothesized that, if immersed in 1iterature, the children

would develop a
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"theory of narrative" from which to make sense out of the 1iterary
wor1d., This theory of 1iterature would emerge as the child
actively engaged in the process of comprehending and producing
Titerature and 1t would serve as a base for interpreting each new
literature experience and for generating new prose and poetry.

(p. 541)

Working with six- and seven-year-old children, Moss read aloud
many pieces of children's 1iterature which focused in a variety of ways
on the theme of animals., She encouraged the children's spontaneous
response to each piece and then continued the discussion of the story
focusing on some element of narrative. Following the reading and the
discussions, pictures were taken of each child with his/her favorite
stuffed animal. The children then wrote descriptive paragraphs to
accompany the photographs, and each decided on a specific point of view
from which to tel1 his/her story about an imaginary animal. The final
stories were 111lustrated, combined with the photo-stories, and compiled
into a class book, Moss believed that the essential ingredients of
this or any successful writing-11iterature unit are using ideas that are
meaningful to the children and having appropriate tools, i.e., narra-
tive elements, for expressing those ideas on paper,

Yatvin (1981) described a program that used models of the
writing task to be completed as supportive devices for the writing of
fourth- and fifth-grade students. The group of teachers {involved in
the project found this method superior to explanations by the teachers
since the model "contains everything writers need to know and it remains
with them while they write" (p. 54), The teachers helped the children

deduce the significant characteristics from the text, supplied multiple
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texts, and permitted the writers to use as much or as 1ittle of the
model as they needed.

A study by Atwell (1981) was based on a sociopsycholinguistic
perception of Tanguage and involved the analysis of narrative writing
by college undergraduates of above-average and below-average writing
abi1ity. Atwell hypothesized that the coherence of the text and the
character of the process would change, depending on whether or not the
writer could read his/her emergent text. She found that texts of the
above-average writers involved greater local and overall coherence than
the texts of the Basic Skills writers and that poorer writers were
severely affected when they could not read their emerging text. Atwell
explained that the writers who had clear mental schemes to guide their
writing were less affected by the inability to reread their text
Atwel1's findings indicated that poorer writers, even at the college
Tevel, lacked an overarching sense of structure and thus found it
difficult to develop coherence in their writing.

Summarizing research in response to teachers' questions,
Holdzkom, Reed, Porter, and Rubin (n.d.) reported that children's
writing becomes more cohesive with age and experience. Their texts
become more cohesive "when they are provided good models, well-written
stories for example, which they can experience in a variety of ways.
Also important is a classroom emphasis on meaning rather than on
learning form" (p. 37). Squire (1983) felt that, in addition to
exposure, writing in a particular mode requires instruction and

directed practice in writing that form. He stressed, however, the
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importance of helping students to grasp the piece of discourse as a
unified whole so that they have a context within which to develop the
necessary components.

In response to Bettleheim's encouragement in The Uses of
Enchantment that fairy tales be reexamined for new pedagogical
approaches by those 1n the social sciences and humanities, Harp (1978)
concluded "if a student is to write about his own experience and that
of his society, he must first have acquired a framework within which he
can see and focus these things" (p. 158). He suggested that imagina-
tive 1iterature is the best way to begin to teach writing and that the
first 1iterature taught should be the most basic and elemental: the
fable, fairy tale, parable, proverb, and myth. Building on Bettle-
heim's contentfon that nearly every incident and character in a fairy
tale is drawn from common adolescent experience, Harp suggested that
students can retel1 many of these elemental forms using thefr own
personal experience and, in so doing, relate that experience to social
groups and structures not immediately their own,

Mikkelsen (1983) analyzed 52 stories written by 15 children,
from seven to ten years of age, immediately after they 1istened to
folk tales, The children met regularly over a three-month period,
Tistened to folk tales told or read, discussed the stories, and then
told or wrote their own stories. Mikkelsen divided the children's
writing into five categorifes: (a) retellings--the original was retold
with only small additions and/or deletions; (b) borrowings--details of

the plot were changed, episodes from parallel plots were included, or a
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new version was created; (c) re-creations--a single literary element,
usually a character, was placed into the child's own personal experi-
ence; (d) blendings--the child borrowed and integrated materfal from
multiple Titerary sources as well as popular culture; and (e) trans-
formations--using themes as scaffolding, the child integrated existing
elements with new features in such a way that an entirely new product
was created. She concluded that maturation plays a part in children's
reshaping of Titerature. Children move gradually from retellings,
where there is heavy reliance on an author's ideas, through the inter-
mediate stages of borrowing, re-creation and blending to the final
stage of transformation, where there is greater independence in the
creative process, She also found that children do use 1iterary motifs
in their own stories and find ways of intricately fusing those elements
with their own personal experience. Mikkelsen recommended further
investigation into the relationships between 1iterature genre and chil-
dren's writing.

The idea that removing oneself from the role of participant
helps one deal with experience is the basis of Britton's (1970) concept
of spectator and participant roles. A study by Edmund (1960) indicated
that preadolescents engaged in working out their relationships within
society may make extensive use of the spectator role. Edmund found
that middle- and upper-grade children do not automatically write, in
school, about their concerns. He randomly selected 64 fifth and sixth
graders from a large suburban Pennsylvania school system and required

them to 1ist five or more fears, personal problems, or things they
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worried about. The following week, they were given an assignment to
write a composition on a topic of their choice, Five of the 64 wrote
about their probiems, 59 did not; 5 wrote about their worries, 59 did
not; 3 wrote about their fears, 61 did not. Stewig (1980) saw an
implication of this study being the need of older elementary children
for vicarious experiences through literature.

Holbrook (1967), a British educator concerned with children's
response to 1iterature, found considerable success in freeing even
reluctant writers to write by using traditional and popular story
structures. According to Holbrook, these conventionalized structures
provide children with socially acceptable, depersonalized forms through
which to seek self-identification and express individual emotion. He
found that permitting children to express themselves through a conven-
tional and thus depersonalized form frees the child from "having to

consider explicitly something he could only grasp implicitly" (p. 115).

Summary

The structuring of personal and vicarious experience into
narrative often involves a search for meaning and identification
(Applebee, 1979; Harp, 1978; Holbrook, 1967). To communicate with
others, however, a writer must master the conventions of language and
story which are the basis of prediction and thus comprehension and
which reflect and transmit socially determined rules of thought,
language, and behavior (Applebee, 1978; Smith, 1981). Knowing the
rules and befng able to manipulate them means being able to control

them, both in stories and in one's own 1ife. Highly stereotyped,
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formula stories provide this opportunity (Applebee, 1979; Holbrook,
1967).

Those students who have a clear mental scheme to guide their
writing create more coherent text (Atwell, 1987), The ability to write
a cohesive story with a thematic center is developmentally possible for
children by about the age of nine, although it may not be developed
until much later (Brown, 1977). If children's writing is to become
more cohesive with age and experience, however, it is important that
they be provided with well-written storfes as examples in classrooms
which emphasize meaning rather than superficial aspects of form
(Holdzkom et al., 1982; Moss, 1977; Squire, 1983; Yatvin, 1981). In
contrast to much current practice, there 1s evidence that pre- and
early adolescent children may need depersonalized, socfally acceptable
story structures through which they can express their individual emo-
tion while at the same time relating that experience to the large group
and social structure (Edmund, 1960; Harp, 1978; Holbrook, 1967).

Detective/Mystery Stories--Structure, Convention,
nd Children's Writin

The mystery story {is a highly conventional form of 1iterature,
which originated in the 1800s. In one of the classic writings pertain-
ing to this genre, Wells (1913) suggested a three-way classification of
mystery stories: ghost stories, riddle stories, and detective stories
She defined the detective story as one in which the solution is
detected, not guessed; the problem is fnvented and solved by the author

in such a way that it is possible for an astute reader to reason out
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the solution. According to Wells, since all detective stories have the
same plot, the only difference between a detective novel and a detec-
tive short story is one of length. In contrast to later writers, early
authorities 1ncluding Wells and Freeman (1941) maintained that the
primary interest of the detective story {s intellectual, fnvolving a
mental duel with the author as well as ratfocination., Thus, they
argued that the plot must be free from fallacies, with the conclusion
being the only one possible given the clues presented.

Particularly in 1ts early history, authorities attempted to
elucidate aspects of the detective story which were immutable, By the
1940s, however, things began to change. Steeves (1941) was arguing
that critics could not te11 writers the rules of the game, and Chandler
(1944) maintained that detective fiction depended not on the actual
Togic of the story (since even well-known mystery writers, including
Sir Arthur Conan Doyle, made significant blunders) but on whether or
not the reader accepted the assumptions of the author.

By 1950, Aydelotte was able to write that the world of the
detective story was a simplified one where troubles were caused by
external circumstances, cause and effect were simplified to the extent
that one detail could provide the solution, and solution of the crime
returned everything to normal. Aydelotte was one of the first to
recognize or acknowledge that the reader plays a spectator role, not
attempting to solve the mystery but deriving a sense of satisfaction
from watching the detective do so. He explained that detective stories

were not a test of the reader's intelligence, were often not free of
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fallacies of reason, and were not factually accurate. Instead, they
create a delusion of intelligence by convincing the reader that she/he
has displayed intellectual proficiency by following the steps in the
analysis to arrive at the correct solution. In actuality, the reader
is totally dependent on the detective.

Russel11 Nye (1970) of Michigan State University maintained that
the conventions of the classical detective story were fairly well
defined by 1900. Edgar Allan Poe and Sir Arthur Conan Doyle had devel-
oped the amazingly logical, amateur detective figure, the correspond-
ingly brilliant criminal adversary, the obscure support figure, and the
ineffective, often blundering police. They had also set the basic
narrative pattern which subsequent writers would elaborate and vary,
but would not significantly change. The hard-boiled detective story
appeared after World War I. A varfation of the classical detective
story, 1t diminished the emphasis on the answer to the puzzle and
increased the emphasis on the character of the detective and the
dangerous and violent wor1ld in which she/he operated. According to
Nye, the affinity for unraveling riddles and solving puzzles accounts
for the genre's popularity. Unlike other current authorities (e.g.,
Cawelti, 1976; Reilly, 1979), Nye maintained that the mystery "tells a
story, nothing more; 1t doesn't involve symbols, multileveled interpre-
tations, underiying myth-ritual patterns, nor elaborate psychologizing"
(p. 268).

Today, the detective mystery with its varfants {s the 1itera-

ture most read by the reading public., It accounts for one out of every
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four books published or reprinted in the United States each year, for
at least half of all books in rental 1ibraries, and for a third of all
1ibrary borrowings. In spite of the fact that most professional writ-
ers claim they read widely and indiscriminately as children, the read-
ing of series books has never been held in particularly high esteem by
educators. The Stratemeyer Syndicate alone, however, sells six million
copies of series stories a year, many of which belong to the mystery
genre (Donelson, 1978).

The reading of detective fiction has never held much status in
the 11terary world, and, according to Reilly (1979, "until recently
much of the best writing about detective fiction [was] intended to
Tegitimate the form" (p. 64). In contrast to Nye's explanation, Reilly
believed that the primary purpose for reading detective fiction is not
to figure out the puzzle, but for enjoyment and escape. He explained
that a11 detective stories are basically the same, with the conventions
used to organize the narrative repeated in each one and the anticipa-
tion of the reader fulfilled in the closure of the story. Reilly
identified three particular conventions employed in the detective
story: (a) the 11lusfon of reality; (b) the puzzle, which involves a
disruption followed by a restoration of the existing order; and (c) the
demand for closure.

The 111lusfon of reality 1s created by using details and mundane
facts to simulate the real world but remain detached from 1t. Thus,
the story is not judged against reality but takes place in the created

world designed to assure enough distance from the real world so that
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the disruption of order and 1ts resolution become pleasurable, not
disturbing or real.

The disruption and restoration of order, {.e., the crime {tself
and its solution, is also a convention of the detective story, closely
connected with the convention of demand for closure. The distance
effected by the creation of a secondary world identical to the real
world separates the crime from the reader's immediate experience and
permits enjoyment of the plot for plot's sake. The demand for closure
ensures that the detective will make things turn out all right.
According to Reilly,

The criminal problem of the story will not intrude upon our 1ives
by making reference to occurrences we know directly, but it pre-
serves the outline of feelings we know we have. The repetition of
conventions from one story to another promises certain resolution
to the criminal problem, and, doing so, promises as well a resolu-
tion to the feeling of anxiety so that we can experience the entire
narrative as art. The detective story, thus, touches deep-seated
feelings, just as all art does, but 1t does not require us to

translate those feelings into problems to be confronted 1n our
consciousness. (p. 65)

Cawelti, whose book Adventure, st nd Romance For
Stories as Art and Popular Culture (1976) is recognized by many as the

most important contribution to date in the understanding of popular
American culture, fdentified the detective/mystery as formula 1itera-
ture, He defined a formula as the embodiment of themes specific to a
particular culture within universal or archtypical story forms, Formu-
las use "standardized" conventions that are familiar to both readers
and writers, Past experience with the formula provides the reader with

an anticipatory set for each new individual example and thus provides
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satisfaction and basic emotional security. Cawelti quoted Warshow in
explaining that the reader approaches any individual formula work

"with very definite expectation, and originality is to be welcomed only
in the degree that it intensifies the expected experience without
fundamentally altering 1t" (p. 9). Warshow went on to explain that the
formula appeals only secondarily to one's experience of reality. "More
immediately it appeals to previous experience of the type itself; it
creates 1ts own field of reference" (p. 10). Thus, the quality of any
formula work depends on the writer's ability to imbue characters, plot,
and setting with originality and vitality while remaining within the
prescribed boundaries of the stereotypes required by the formula
itself.

Cawelti explained that a major characteristic of formula 1{t-
erature is 1ts goal of providing escape or entertainment. Describing
what he saw as a pejorative distinction between fine art and formula
Titerature, he explained that mimetic 1iterature, traditionally seen as
serious 11terature or fine art, "confronts us with the world as we know
1t, while the formulaic element reflects the construction of an ideal

~world without the disorder, the ambiguity, the uncertainty, and the
1imitations of the world of our experience" (p. 13). The art of formu-
Taic Titerature relies on the author's abi11ty to develop excitement
and danger based on the reader's knowledge of reality without confront-
ing the reader with the insecurity and anxiety which accompany that
excitement and danger in the real world. This 1s accomplished pri-

marily through three 1iterary devices--suspense, identification, and







67

the creation of a s1ightly removed, imaginary world. Suspense 1s
created by developing uncertainty regarding the fate of a character the
reader cares about. It is intensified by tension developed by the
reader's acceptance of the formula convention that everything must

work out, and his/her suspicion that the writer might deceive him/her.
While identification in mimetic fiction is designed to make the reader
confront his/her participation in the real world, {dentification in
formula fiction permits the reader to see him/herself as the idealized
self, the super protagonist, This is accomplished by focusing on the
story action and by using stereotyped characters who reflect a conven-
tional view of 11fe and society. The writer creates a world with which
the reader 1s intimately familiar but removes it to the extent that the
reader 1s not tempted to measure it by the usual standards of plausi-
bility and probability.

To explain the escapist dimension of formulaic art, Cawelti
quoted Piaget's description of play, thus unintentfonally 1indicating
1ts inherent appropriateness for children:

Conflicts are foreign to play, or, if they do occur it is so that
the ego may be freed from them by compensation or 1iquidation
whereas serious activity has to grapple with conflicts which are
inescapable. The conflict between obedfence and individual 11iberty
is, for example, the affliction of childhood and in real 1ife the
only solutfons to this conflict are submissfon, revolt, or coopera-
tion which involves some measure of compromise. In play, however,
the conflicts are transposed in such a way that the ego is
revenged, either by suppression of the problem or by giving it an
effective solution. . . . It 1s because the ego dominates the whole
universe in play that it is freed from conflict. (p. 20)

In describing the pattern of the classical detective story,

Cawelti {dentified four major components: the situation, the pattern
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of action, the characters and their relationship to each other, and the
setting.

1. The situation involves some crime, important 1n ftself but not
personally important to the detective, which needs to be
solved;

2. The action focuses on the detective's investigation and
solution of the crime and involves six steps which, while
present, may vary in sequence and may be collapsed into each
other;

a. the introduction of the detective which establishes his/her
competence and detachment from the world of the crime;

b. the crime and the clues--although the crime appears
insolvable, the clues indicate that it can be solved;

c. the investigation conducted by the detective who mentally
or physically examines or follows up on the clues;

d. the announcement of the solution, often dramatic to
increase interest in the detective's explanation;

e. the explanation, usually derived, not from the clues, but
by seeing the problem from a unique perspective;

f. the denouement, including the apprehension of the criminal
and his/her confession.

3. The characters consist of a victim=-necessary but of least
importance, the criminal--often brilliant, but always defined
as bad and not permitted to detract from the focus on the
detective, the detective--detached, brilliant, eccentric, and
possessing an intuitive fnsight and astounding ability for
inductive reasoning, and finally, others involved with the
crime--friends and acquaintances of the detective who need his
help, the bungling police, false suspects who need an advocate
to clear them;

4. The setting 1s comprised of two delimited spaces--the {solated
headquarters of the detective, symbolizing order and ration-
ality, and the separated, often isolated location in which the
crime occurs and 1n which the clues can be silhouetted.

(pp. 80-98)

According to Cawelti, the hard-boiled detective story resembies

the classical detective story but is different in two significant
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respects: the detective's active involvement in the pursuit and
accomp1ishment of justice overshadows the process of intellectual
detection, and the detective becomes judge as well as fnvestigator
after being tempted and intimidated.

Billman (1984) in her article "The Child Reader as Sleuth"
discussed the mystery genre in children's 1iterature. While she drew
heavily from Cawelti's book, her application to children's 1iterature
1s of particular interest to this research. Billman maintained that

the principle identified by Cawelti as fundamental to the mystery--"the

investigation and discovery of hidden secrets--is psychologfcally
appropriate for early adolescents and underlies time fantasies,
contemporary realism, and historical fiction" (p, 33). She contended
that series mysteries pick up where fairy tales leave off for the pre-
and early adolescent whose interest in fantastic storfes {s becoming
quiescent. These serfes stories provide psychological comfort,
including the escape and consolation Tolkien and Bettelheim belfeved
children find in fairy tales.

According to Biliman, series books in which children encounter
the mystery/detective genre ask 1ittle of readers in terms of T{iterary
sophistication or mental or emotional involvement, Instead, children
are provided with an opportunity to repeatedly work out the basic
narrative pattern using the particulars of an individual storyline,
Bi11man quoted Todorov in explaining that formulaic stories encourage
"metareading,' a process by which 'we note the methods of .. .

narrative instead of falling under its spell1™ (p, 33). She contended
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that the chi1d reader reads to discover "how the genre--and more

broadly, 1iterary narrative as a whole--operates" (p. 30), as well as

for the answer to the puzzle. She explained that series books
help solidify for the inexperienced reader the elements and pat-
terns of fictfonal narrative, . . . Serfes mysteries that are as
demonstratively formulaic as the fairy tale will be useful in
providing for the preteen further clearcut data about literary
construction and narrative categorfes, . . . [They] pick up where
fairy tales and fairy-tale-11ke novels typically leave off; they
are equally conventional, and hence predictable, in style, content,
and pattern of the narrative. (p. 35)

She concluded that while many series mysteries for children
ought more accurately to be called adventure stories since they lack
strict adherence to the principles of ratiocination, they do provide
"comfortable fiction" containing cognitive games that lead children to
understand their own responsibility for making 1iterature meaningful.
They thus provide the foundation for the reading of more sophisticated
Titerature (p. 35).

Vardel1l (1983) described a study desfigned to compare "the
developing capacity to compose and the reader's response to story as it
develops across age levels" (p. 47), In this study, sixth, ninth, and
twelfth graders were encouraged to read and reread a professfonally
written mystery/detective story and to prewrite, write, and revise
their own mystery story. They also responded to the stories they read
and wrote by means of a questionnaire, Vardell made no mentfon of any
additional teaching or any intentfonal focus on the conventions or

structure of the genre. In analyzing the results, she found, as Apple-

bee did, that students responded to 1iterature in ways consistent with
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their level of intellectual development. To analyze the writing,
Vardel1 used content analysis to focus on portrayal of characteriza-
tion, use of foreshadowing, creation of ending, total story develop-
ment, and overall quality. In relation to characterization, she found
that sixth graders developed their characters from people they knew
personally or vicariously, ninth graders designed prototype characters
consistent with the genre, and twelfth graders expanded those proto-
types with individual characteristics. Vardell saw this as a movement
from the development of flat characters to the development of more
stereotypical ones, and finally to fuller characterization. She felt
that it 11lustrated a growing ability to integrate personal experiences
with story knowledge. In this study, only twelfth graders were able to
incorporate foreshadowing and to develop natural rather than unrealis-
tic or "epilogue-type" story endings. In terms of story development
and overall quality, Vardell found that although ninth and twelfth
graders understood that characters had an effect on the events in a
story, they had difficulty realizing this relationship in their own
stories. She also found that only the writing of the older students
reflected the abi11ty to integrate the real world with story conven-
tions, thus producing a story that represented reality but was not
1imited to it. Vardell found that while students borrowed or recreated
some aspects of the professionaly written stories, their stories were
generally unique and varied. She recommended (a) using 1{terature as a

model or stimulus, thus enabling students to manipulate the conventions
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of 1iterature, and (b) using open-ended questions designed to help
students {ntegrate their own experience with literary conventions.

The disdain of many critics and writers for genre writing in
general and for the detective story in particular (i.e., for writing
according to fdentified conventions or a formula) was discussed in a
1981 article by Valin, Valin, an author of detective novels and an
instructor of creative writing at Washington University, explained that
the argument, which he believed to be more apparent than real, centers
on the supposed antithesis between rules and imagination. Noting E. M.
Forster's contention that authors are stuck with the convention of a
storyline, Valin maintained that to say a detective story writer is
"stuck with a mystery is similar to saying that a sonnet writer is
stuck with a partfcular rhyme scheme. He argued that conventions
provide both 1imits and structure and maintained that what a writer
does within the conventions determines whether she/he is writing by
formula or imagination., Drawing on 12 years of writing "serious (not
detective) fiction," Valin contended that a writer must decide what
conventions mean to_his/her work, i.e., how does the form provide a
vehicle for the 1deas which the author brings to the genre? He main-
tained that "pure" fiction touches the real world and yet seems apart
from it; he argued that creative detective writers 1ikewise "don't
speak of the world as it is, but about the world as we would have it
be--as we would 1ike to imagfne 1t" (p. 21).

In a book discussing how to teach writing within a genre frame-

work, Hubert (1976) related her own experience with writing, fncluding
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her feelings of {nadequacy when she compared her writing with classic
T1iterature. She felt children must learn how to tell the stories they
have inside of them. Hubert explained that a writing assignment works
when it captures the writer's imagination and incorporates the writer's
own personal stories or fantasies. She argued that writing should
begin where the children are 1n their reading, television viewing, and
media since a child's voice 1s strongest when she/he 1s writing about
something she/he knows and 1ikes. Hubert belifeved that students are
well aware of story forms. Although their writing often does not
reflect this awareness, their ability to anticipate and predict within
popular genres gives evidence of their internalization of the elements
of those genres, Hubert maintained, however, that the forms with which
students are so familiar will not work for them in their own writing
until they learn the conventions of genre.

Discussing the place of the mystery/detective story in the
classroom, Hunter (1982) suggested that students' natural interest in
these stories can be used to improve their problem-solving and reason=-
ing abi1ities. Hunter belfeved that incorporating puzzle mysteries
into the curriculum can help students master particular problem-solving
and reasoning processes such as logical analysis, attention to details,
and the formation of accurate and appropriate assumptions which are as
applicable to everyday decision making as they are to math.

Wilde and Newkirk (1981) found the writing of detective stories
an effective means of helping children develop from writing sequence

stories to writing those involving causality. They felt that the
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writing of detective stories provides a transition from fiction held
together merely by chronology to the autobfographical writing promoted
by Graves. Wilde and Newkirk suggested that children are drawn to
fiction because of the power and mastery they can develop in its
freedom from real-world constraints. They felt that children should be
permitted to develop this power and mastery in their writing through
the conventions of fiction writing. To promote this mastery, the
authors developed a detective story unit, which was taught during the
last eight weeks of third grade. The unit was designed on the premise
that
students possess an {intuitive awareness, a grammar, of the rules
that govern detective story writing. This awareness comes from
Tistening to and reading stories as well as from watching tele-
vision, But in order to use these rules in their writing, students
must gain a conscfous critical awareness of them. (p. 287)
Wilde and Newkirk maintained that the {ssue is not whether the teacher
should introduce writing constraints, but instead, what kinds of con-
straints these should be. They believed that 1f the constraints are
reasonable and if they clarify the way appealing fiction works, they
can be 1iberating rather than unpleasant or restrictive. Referring to
Howard Gardner's work in the field of art education, these authors
suggested that, at least in this culture at this time, there may be a
critical perfod in writing as in art during which a child needs to
obtain a sense of competence 1n the craft 1f she/he is to see him/
herself as a writer. If, by the time of puberty, the disparity between
the child's writing and the child's perception of competence 1s too

great, the authors proposed that the race may be lost.
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The following is a summary of the sequential steps Wilde and

Newkirk followed in their unit:

1. The teacher read mystery stories to the class. Each dealt with
a different crime and different kinds of detectives. The
teacher pointed out aspects of the mystery genre and of auth-
or's style which he felt the students would need to deal with
in their own stories. During the first two weeks the class
discussed the stories; additional reading of mysteries from a
class library was encouraged throughout the unit, During the
initial period of reading, the teacher emphasized three con-
straints of the detective form-~(a) the criminal is as smart as
the detective, (b) there may be false clues, and (c) the solu-
tion must depend logically on the clues, not on coincidence;

2, The class generated 11sts of descriptions of possible character
traits following which the students used those descriptive
words to write a character description of a classmate, or a
photograph. These were read aloud for peers to comment on
particularly effective language choice. Then, students
generated 1ists for their own characters, wrote, and again
shared their descriptions;

3. Settings, clues and descriptions of the crime were similarly
developed;

4, The teacher put a possible plot structure on the board. Chil-
dren first met with the teacher to outline a tentative plan and

were then paired with a peer editor; the entire class met once
a week, Emphasis was on the constraints mentioned earlier, and

on the plausibility of sequence;

5. Finally, after revising and editing, the stories were compiled
into books. (pp. 287-89)

Palmer and Wiermaa (1982) described a project in which fifth-
and sixth-grade students, ranging from gifted children to those in a
special learning resource center, wrote a novel of 5 to 25 typewritten
pages. Although not specifically related to the writing of detective
stories, this was a sequential writing program designed to help stu-
dents cope with problems fnherent in an extended piece of writing and

thus seemed particularly applicable to this study, According to the
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authors, the children, despite a wide range of skills, shared a commit-
ment to write a long story called a novel, had the conviction that they
could be successful in the venture, and became involved in the process.
The project lasted from February through May and was structured with
recorded checkpoints along the way so that each child could work at
his/her own pace and also quickly compare his/her rate of progress with
the progress of others. These same checkpoints indicated to the
teacher which children were ready for conferencing or instruction. In
addition to individual conferencing, periodic class discussions pro-
vided the opportunity for children to share writing samples as well as
writing problems. The writing tasks were assigned according to the

following outline:

1. The children and teacher discuss novels, including how authors
develop storylines, settings, and characters. After several
days, the children are asked to give a definition for novels,
identify different types of novels, and to 11st their common
characteristics;

2, The children write a preliminary storyline, a description of
each main character, and a description of the setting--each in

25 words or less;

3. The children work in small groups, write, and draw a picture of
each main character to engrain the character in the mind of the

student;

4. The students expand their storylines to develop a detafiled plot
outline;

5. The students 11lustrate three important parts of the story and
write a one-page description of each scene;

6. Children write a rough draft, revise, edit, submit the final
copy to an editing committee, and finally send the final copfies
to a high school typing class after which the manuscripts are

bound for sharing.
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Summary

Mystery/detective stories can be seen as an extension of the

fairy tale for early adolescents, providing psychological, social, and
lTiterary frameworks (Bil1man, 1984; Cawalti, 1976). Although chil-
dren's series mysteries frequently lack strict adherence to the princi-
ples of ratiocination, they are as formulafc as fairy tales, using
standardized conventions to embody themes specific to a culture within
archtypical story forms. While the major goal of formula 1iterature
for adults is escape or entertainment, such 1iterature provides chil-
dren with the ability and opportunity to control the universe as they
do through play activities (Cawelti, 1976). In detective stories,
conventions are employed to create a world, similar to the real one and
yet apart from it, 1n which disruption is always resolved and events
are not judged by the laws of plausibility and probability operating in
the actual world (Cawelti, 1976; Reilly, 1979). Although children are
well aware of the detective story form from their reading, television
viewing, and media participation, the transfer to writing is not auto-
matic. To tell the stories they have inside of them, children must
make their knowledge of form functional by learning the conventions of
the genre. This can be accomplished by using their natural interests
together with a structured 1iterature-writing program (Hubert, 1976;

Valin, 1981; Wilde & Newkirk, 1981).
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CHAPTER III

DESIGN AND IMPLEMENTATION OF THE STUDY, SELECTION OF THE

LITERATURE, PROCEDURES, AND METHODOLOGY

Chapter III describes the pilot study, the design of the study,
the population sample, selection and analysis of the 1iterature read to

the subjects, and the procedures and methodology.

The Pilot Study
A five-week pilot study was conducted immediately before the

commencement of the study. The pilot was conducted in a fifth-grade
classroom of 30 pupils in a community separate from the one that par-
ticipated in the actual study itself. The purpose of the pilot study
was (a) to provide an opportunity for the researcher to experience
children'’s responses to the questions she had designed to focus their
attention on the classical detective genre; (b) to determine how fifth-
grade children would respond to the structured writing program and the
materials designed for their use during that program; and (c) to deter-
mine how those materials might be improved. This early study was
designed to approximate the actual study itself as closely as possible,
Several adjustments were made, however. The pilot extended for

five weeks rather than for the nine-week period of the actual study;

the researcher met with the children for a shorter time each
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day--approximately 30 minutes; the children wrote only one story (no
pretest); and because of the time restriction and since no data were to
be collected, one short story from the classical detective genre was
read to the children at the beginning of the five weeks rather than
reading daily. The children in the pilot study participated in the
entire writing program, although the classroom teacher helped the
children finish revising and editing their stories.

The pilot study 1ndicated that the children responded well to
the structured writing program which asked them to focus on 1iterature
first from the point of view of a 1istener/reader, then from the view-
point of the professional author, and finally as authors themselves.
As a result of this original study, no changes were made in this
procedure. A number of changes were made, however, in the material
which the children received during the writing program. Individual
worksheets used during the pilot study were combined into a booklet
which was given to each child at the beginning of the study, This
change from individual worksheets to a self-contained booklet resulted
in a number of improvements. First, it eliminated the necessity of
keeping track of many sheets for each child, and it helped ensure that
the children's work would not get lost. Second, binding the individual
sheets into a unified booklet presented the writing task as a whole and
encouraged the children to see the cohesiveness of the project as well
as to examine the details, Third, whereas the children in the pilot
study called the individual sheets "more worksheets" to be done, the

children in the actual study identified the booklets as "my story."




1o |
Fir
num

res

1
"
E
th

of



80

The pilot study identified two additional concerns that needed
to be addressed 1n selection of the 1iterature for the main study.
First, it became apparent that fifth graders were familiar with a great
number of mystery/detective stories and authors. Unknown to the
researcher, the particular story read aloud during the pilot study
(The Cackling Ghost by Sid Fleishman) had previously been shown on
television and seen by a number of children in the class. This high-
Tighted the necessity of ensuring that the 1iterature read during the
actual study not be familiar to any of the subjects participating 1n
the research. Second, selectfon of 1iterature below the maturity level
of the 1isteners appeared to be both fnappropriate and self-defeating
for the study. At the beginning of the project, the children in the
pilot study were troubled that the 1iterature read was "too easy" for
fifth graders. Regardless of the fact that the genre traits were
easfly identifiable, and that the story was to be used only as an
example of writing in a particular genre, the stigma of ™oo easy"
seemed to affect their motivation to participate. The lack of sophis-
ticatfon in the plot also resulted in a second problem: a number of
students imitated it quite closely in the writing of their own stories.
This experience demonstrated that the 1iterature read aloud needed to
be at or above the expected maturity lTevel of the students fn the study
to stimulate fnterest and motivation as well as to ensure that the plot

could not be reproduced by the students in their own writing.
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e Design _and tion of the
The basic design of the study was a 3 x 2 randomized block
design with a pretest and posttest. (See Figure 3.1.) The pretest

consisted of an initial story written by each child. Five different

scores (Appendix J) were obtained from this story: (a) a holistic
rating score representing the 1iterary quality of the writing, (b) a
~holistic rating score representing the development of the genre traits
in the story, (c) the number of T-units, (d) the number of words per
T-unit, and (e) a vocabulary score representing the maturity of the
vocabulary used. After completing the pretest, the children were
randomly assigned to one of two treatments. The treatments consisted
of reading aloud to the children each day. Group 1 heard novels from a
children's 1iterature detective series (hereafter called the Literary
Series) determined by qualified raters (a) to be of high literary
quality and (b) to contain the traits of the classical detective genre,
each trait befng well developed. Group 2 heard novels from a chil-
dren's literature detective series (hereafter called the Popular

Series) determined by the same raters (a) to be Tower in literary
quality than the series read to Group 1 and (b) to contain the trafts

of the classical detective genre, but these traits were less well
developed than they were in the Literary Serfes. Both groups partici-
pated in discussion of the 1iterature according to the same predeter-
mined format; both groups followed the same procedure {n developing

their second stories. The second story written by each child provided
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the five posttest scores (Appendix J). The results of the study were

analyzed using a multivariate analysis of covarfance (MANCOVA).

Reading Ability Treatment

Literary Series Popular Series Total
Treatment 1 Treatment 2

Group 1--High
reading scores 8* g* 16

Group 2--Middle
reading scores 8 8 16

Group 3--Low
reading scores 8 8 16

24 24 48

*These two groups originally consisted of nine subjects each.
According to University regulatfons, a child is allowed to withdraw
from any research study at will. During the first week of this study,
a child in Treatment 1, Group 1, obtained a letter from his parents
stating that he had their permission to withdraw from the study if he
so desired., Thereafter, whenever he did not wish to participate in the
activities of the study, he would indicate, both to the classroom
teacher, the other children, and the researcher his intention to with-
draw. The classroom teacher and the researcher concurred that the
Tong-range needs of this child would not be met if this situation
continued. It was decided that he should discontinue participation in
the research and remain with the classroom teacher for the duration of
the study. Since an equal number of subjects was needed in each cell
for analysis, one subject was selected at random and dropped from
Treatment 2, Group 1.

Figure 3.1.--Study design.
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According to Cornfield and Tukey (1956), this sample, although
not randomly selected from a larger population, can plausibly be con-
sidered a random sample from such a population, and results of the
study can be generalized to subjects "1ike these" 1f the population
used is clearly described, the correct model is used for analysis, and

the purpose of the analysis is clear,

The Population Sample

The subjects participating in this study reside 1n a rapidly
growing suburban community adjacent to a metropolitan center in mid-
Michigan. The population includes employees of the State of Michigan,
white-collar employees of General Motors, and professors and students
of a major Michigan university. Many of these are professional people
with an income over $50,000. Four elementary schools, one middle
school, and one high school are attempting to meet the needs of a
community in which the school enrollment has sky-rocketed. With 264
new students, enrollment during the year this research was conducted
fncreased at three times the normal rate. Enrollment in the elementary
schools had grown by 180 students during the past 18 months, While the
school district spent $3,072 a year per child compared to the state
average of $2,767, it faced the necessity of severe program reduction
unless an upcoming millage proposal was passed, An emphasis on writing
was one of the priorities set by the school board for the 1985-86

school year.
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The elementary school in which this study was conducted served
a more diverse economic population than the other three in the commu-
nity. Although a majority of its population of 439 children were from
the upper middle class, it enrolled children from all socioeconomic
strata--low, middle, and high. Approximately 8% of the students qual-
ify for free or reduced-price meals, The principal describes his staff
of 30 as having high expectations for themselves and as being strongly
committed to a high level of student academic growth. The teachers
speak of the principal as a supportive facilitator. The school prides
itself on the high 1evel of community involvement at all levels,
including yearly participation of approximately 200 parent volunteers
in programs such as Project Charlie (drug education), Junior Great
Books, a publishing center, and Picture Person (presentation of famous
works of art). Although the entire teaching staff {is Caucasian,
approximately 15% of the students are from other ethnic groups--3%
Black, 10% Asian, and 2% Hispanic.

Two fifth grades were initially recommended for this study by
the building principal. One of these classes was taught by two
teachers, one in the morning and one in the afternoon., Because of this
shared teaching situation, scheduling proved impossible and a third
fifth-grade teacher was asked 1f she would be willing to participate.
Her acceptance provided two fifth-grade classes, one with 26 students,
one with 27, Forms for permission to participate {n a research study
were immediately distributed to the parents of all children in the two

Classes., Permission was received for 51 children to participate, 26
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from the first room, 25 from the second. One child from the first room
subsequently moved, and a child from the second room left the study as
explained earlier. Following the completion of the treatment, the
scores of an additional child were selected at random and discarded to

equalize the groups for analysis.

ndom_Assignment

Once the sample was determined, a reading comprehension score
from the standardized test routinely administered by the school
district was obtained for each child having permission to participate.
The Gates MacGinitie Reading Test (1978), Level D, Form 1 had been
administered to all children during May 1983-84, the school year before
this study. An equivalent form was administered to new students. The
NCE (normal curve equivalent) score was used. For this sample, the

stanine scores were as follows:

Stanine 1--0% Stanine 5--23%
Stanine 2--2% Stanine 6-=17%
Stanine 3--2% Stanine 7--27%
Stanine 4--6% Stanine 8--10%

Stanine 9--12.5%

Whereas a normal distribution of scores would have 40% below, 20% at,
and 40% above the fifth stanine, this sample was skewed to the top half
of the normal curve as expected, with 12% below, 23% at the fifth
stanine, and 67% above that.

After the scores were obtained, an assistant to the researcher
assigned a number to each name and corresponding score, then detached
the names from the scores and filed them separately. The researcher

then divided the scores into three groups: Group 1-=higher
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comprehension scores (NCE 73-99), Group 2--middle comprehension scores
(NCE 55-73), and Group 3--lower comprehension scores (NCE 20-55). 1In
instances where it was necessary to assign subjects with the same score
to different groups, the Gates NCE vocabulary score was used to deter-
mine which subject was assigned to which group (Table 3.1)., Within the
three groups, each subject was then randomly assigned to one of the two
treatments, To assure that no child could be identified by reading
level during the treatment, the three groups within each treatment were
randomly mixed using a random numbers table. At no time did the
researcher see the names of the children and their reading or vocabu-

Tary scores together.

cheduli d Organization

By rearranging their daily schedules, the teachers were able

to devise a schedule for researcher/student contact which provided one
and one-half hours on Monday morning and Thursday afternoon, and two
hours on Tuesday afternoon, Wednesday afternoon, and Friday morning for
each of nine weeks. The time per day was divided equally between the
two treatments. Random assignment of the two classes complicated
scheduling because 1t meant that only approximately half of each class
would be meeting with the researcher at any one time. Rather than
combine the rest of the children into one group, the two teachers
decided each would conduct class with the children remaining in their
respective classrooms. This arrangement provided continuity for the

children and assuaged the teachers' concerns that parents wanted the
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major portion of instructional time to be under the direction of the
classroom teacher, In 1ight of the school district's emphasis on

writing, the researcher became known as a special writing teacher.

Table 3.1.--Gates~MacGinitie reading comprehension scores (normal
curve equivalent).

No. of NCE Compre-~ NCE Vocabu-
Group Students hension Score Stanine lary Score
1 1 99 9
1 3 93
1 ] 88
1 1 84 8
1 1 81
1 3 78
1 3 76 7
1 3 73 103, 84, 82
2 3 73 73, 73, 57
2 2 A
2 3 66
2 1 64 6
2 2 62
2 2 60
2 3 58
3 3 55 5
3 2 53
3 2 51
3 2 49
3 2 47
3 2 44 4
3 1 4]
3 1 40
3 1 29 3
3 1 20 2
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The two treatments met back to back. To minimize disruption

and encourage a smooth transition between groups, the teachers and the
researcher concurred that 1t was better to have the groups meet in the
same order each day rather than to alternate. This arrangement was
maintained throughout the treatment period since the researcher could
see no benefit 1n reversing the meeting order halfway through the
study., To avoid the connotation of ability difference frequently
associated with reading instruction groups, the treatments were desig-
nated as the "early group™ and the "late group" according to the order
in which they met.

To provide optimum facilities for the study, one of the class~
room teachers volunteered his room. He, in turn, took his remaining
children to the art room, the 1ibrary, or a small room off the back of
the classroom, but separate from it. The classroom used by the
researcher was large, roomy, and carpeted except for the back portion.
In addition to a desk for each child, it contained two round tables,
three carrels, and several extra desks for independent or small=-group
work, The desks were usually arranged in small groups, a large square,
or rows in which desks abutted each other. The room was windowless but
had a door which opened onto a main corridor. Because of constant
distraction in the hall, the door was generally kept closed, often
causing the room to become warm and stuffy. Although the room was
equipped with a circulation system, the noise generated by the fan
interfered with the children's ability to hear the 1iterature being

read and thus was seldom used. Having her own room meant that the
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children, not the researcher, moved. This, together with the positive
attitude of the teachers and the principal, contributed to the accept-
ance of the program as the language arts portion of the regular cur-
riculum, During each treatment session, half of the children had the
opportunity to sit in their own desks while the children from the other
room used a desk belonging to someone else. While occasional minor
irritations resulted when visiting children disturbed the contents of a

borrowed desk, this caused no major problems.

Selection and Analysis of Literature

Specific 1iterary selections to be read aloud to the students
were chosen from the classical detective genre. Literature for the
study was selected by this researcher based on the following criteria:

1. The novels to be read aloud were part of a series, all were
written by a single author, and both series contained at least four
titles.

2. Each title used met the criteria of the classical detective
genre.

3. The publication date was recent enough that the language
and style used by the author were not dated.

4., The l1iterature was reviewed in professional journals as
being appropriate for children in the middle to upper elementary
grades,

5. While series books and/or detective stories for children

are seldom considered worthy of review by authorities in the field of
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children's literature, all titles used in this study were reviewed by
major professfional journals. Each title in the Literary Series was
positively reviewed in two out of three major reviewing journals,
namely Hornbook, Book1ist, and Bulletin of the Center for Children's
Books, Each title in the Popular Series was reviewed in at least one
of these same journals as acceptable or better,

6. The characters, plot, and setting of the two series were
comparable: the main characters in both series were children, with a
member of the police force as a "significant other"; the plot in each
novel of both series met the criteria for a classical detective story;
and both series were set in England, albeit one serfes pertained to a
contemporary time period while the other occurred around the turn of
the century,

Having met these criteria, the following titles were selected
and used in the study:

Literary Series

Newman, Robert., The Case of the Yanishing Corpse. Atheneum, 1980.
. The Case of the Threatened King. Atheneum, 1982,
. Ihe Case of the Frightened Friend. Atheneum, 1984,

Popular Series

Dicks, Terrance. T ker Stree rrequlars_1{ e S e
Missing Masterpiece. Elsevier/Nelson, 1979.
R e ker Street equlars_1 e Se 0 he

lac i oys. Elsevier/Nelson, 1981.

. e ker Stree rr rs_1i e Case of the

Ghost Grabbers. Elsevier/Nelson, 1981.
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The Primary Trait Scorin strument

After their selection, these titles were rated by two profes-
sfonals in the area of children's 1iterature, who validated the deci-
sfon of this researcher. Both raters had obtained their Ph.D.'s from
najor midwestern Land Grant universities with majors in the area of
children's and adolescent 1iterature. One is currently a professor of
“hildren's 1iterature at a college in a major Michigan city., The other
is the reading consultant for a large city school system in a mid-size
nidwestern city. The series were rated on thefr quality as literature
and on the extent to which they developed the characteristics of the
lassical detective genre. The rating was performed on a primary trait
scoring instrument developed by the researcher (Appendix A). Primary
trait scoring is a holistic scoring method which requires evaluators
Lo assess a piece of writing as a whole. For scoring purposes, how-
sver, the particular aspects of writing to be attended to in the holis-
tic evaluation are identified. According to White (1985), "the primary
trait score is a single number representing the quality of the paper
according to the scoring guide for that trait" (p. 23). The instrument
ysed 1n this study was designed to determine the extent to which the
vriting 1n these two series reflected the qualities of good 1iterature
and to determine how successful the series were in developing the
haracteristics of the classical detective genre.

From a careful and thorough search of the 1iterature pertaining
to the qualities of 1iterature, five elements of 11iterature were

fdentified: plot, setting, characters, style, and mood, The primary
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‘ait instrument asked the raters to consider and evaluate each element
parately. Due to the interrelationship of these elements within
ch story, however, the ratings on the five elements were combined to
‘'ovide a total score representing the 1iterary quality.

Ten traits pertaining to the classical detective genre were
so identified. The primary trait of this genre is 1ts creation as a
1zz1e story in which a normal but currently disrupted situation is
turned to normal by a major character who uses clues present or
scovered to solve the problem through logic and deduction. Nine
xcondary traits were also identified:

1. The detective is adequately established as being mentally
tute.

2. The actions of the characters are consistent with the
signated role the character plays.

3. The plot centers on the detective's investigation, solution
" the crime, explanation of the solution, and final resolution of the
tuation.

4, The setting imitates the real world but is removed from it
) the extent that the events and actions in the story world are not
bjected to the standards of plausibility and probability used in the
al world,

5. The crime is not important as such, but provides a back-
‘ound for the story and a reason for the deductive activity of the

tective(s); it 1s not the focus of the story.
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6. Clues presented are unobtrusive on a first reading, yet are
integral to the story and can be seen as contributing to the solution
once that solution 1s known,

7. In spite of the formula restriction that things will turn
out all right, the author creates suspense by developing uncertainty
about the fate of a character,

8. The solution of the crime is a logical outcome of the clues
presented in the story when those clues are seen from the appropriate
perspective.

9. The story ends with a resolution of the disruption, includ-

ing an explanation of the solution.

These 15 traits, five reflecting general 1iterary quality and
ten reflecting the extent of development within the classical detective
genre, compose the two sections of the Literature Rating Scale 1in
Appendix A, Each trait was measured on a six-point scale. While the
Educational Testing Service generally defines four levels of competency
for a traft (Mullis, 1981), 5-, 6-, 9-, and 15-point scales are also in
use. This researcher chose to use the six-point scale, which "is
becoming more and more standard for such tests" (White, 1985, p. 125).
The six~point scale permits greater precision by the raters, particu-
larly since 1t does not offer a midpoint, thus forcing a choice on mid-
range papers (Myers, 1980; White, 1985), and permits greater discrimi-

nation in statistical analysis than do scales using fewer points.
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ting o e Literature

Copies of each novel were sent to both raters along with a
Literature Rating Form: Part I and Part 1I, which they were asked to
complete for each novel and for each series as a whole, The correla-
tion between the ratings of the two readers and the researcher was very
high:

On 1iterary quality: researcher and rater 1 -- ,96

researcher and rater 2 -- ,94
rater 1 and rater 2 -- .84
On genre quality: researcher and rater 1 -- .83
researcher and rater 2 -- .85
rater 1 and rater 2 -- .99

The data used to compute the Pearson product-moment correlation coeffi-
cient between the ratings are given 1n Tables 3.2 and 3.3,

A11 three evaluators rated the Literary Series higher than the
Popular Series on Part I of the Literature Rating Form, indicating that
the 11terary quality of the Literary Series was higher than the 11iter-
ary quality of the Popular Series, and on Part II of the Literature
Rating Form indicating that the traits of the classical detective genre
were better developed in the Literary Series than in the Popular
Series, The differences between these ratings were all significant
with p < ,001., (See Tables 3.4 and 3.5.)

Both raters felt strongly that, while the Literary Series
deserved the higher rating it received, it was less 1ikely to be read
by children because of its sophistication; therefore, it was less

appropriate for i1ts reading audience, This professional evaluation

Tent credence to the purpose of this study: to determine whether and
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Table 3.2.--Professional literature: correlation of rater ratings of literary quality.

X Y XY x2 y2

Rater 1 and Researcher

Literary Series

Novel 1 24 27 648 576 728
Novel 2 30 30 900 900 900
Novel 3 28 28 784 784 784
Popular Series
Novel 1 15 17 255 225 289
Novel 2 15 20 300 225 Loo
Novel 3 15 21 315 225 Lin
Total 127 143 3,202 2,935 3,543
ny = .96
Rater 2 and Researcher
Literary Series
Novel 1 28 27 756 784 729
Novel 2 27 30 810 729 900
Novel 3 25 28 700 625 784
Popular Series
Novel 1 17 17 289 289 289
Novel 2 21 20 420 4l 400
Novel 3 21 21 Lin 4y 4y
ny = .9}
Rater | and Rater 2
Literary Series
Novel 1 24 28 672 576 784
Novel 2 30 27 810 900 729
Novel 3 28 25 700 784 625
Popular Series
Novel 1 15 17 255 225 289
Novel 2 15 21 318 225 Ly
Novel 3 15 21 318 225 W
Total 127 139 3,067 2,935 3,309

R
xy
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Table 3.3.--Professional literature: correlation of rater ratings of genre development.

X Y XY x2 ¥2

Rater 1 and Researcher

Literary Series

Novel 1 56

s4 3,024 3,136 2,916

Novel 2 60 59 3,540 3,600 3,481
Novel 3 59 58 3,h22 3,481 3,364

Popular Series
Novel 1 30 50 1,500 900 2,500
Novel 2 34 55 1,870 1,156 3,025
Novel 3 30 47 1,410 900 2,209
Total 269 323 14,766 13,173 17,495
ny = .83

Rater 2 and Researcher

Literary Series

Novel ) 51 54 2,754 2,601 2,916
Novel 2 52 59 3,068 2,704 3,481
Novel 3 52 58 3,016 2,704 3,364
Popular Series

Novel 1 46 50 2,300 2,116 2,500
Novel 2 48 55 2,640 2,304 3,025
Novel 3 47 47 2,209 2,208 2,209

Total 296 323 15,987 14,638 17,495

ny = 90

Rater | and Rater 2

Literary Series

Novel 1 56 51 2,856 3,136 2,601
Novel 2 60 52 3,120 3,600 2,704
Novel 3 59 52 3,068 3,481 2,704
Popular Series

Novel 1 30 L6 1,380 900 2,116
Novel 2 34 48 1,632 1,156 2,304
Novel 3 30 47 1,410 900 2,209

Total 269 236 13,466 13,173 14,638

R = .99
xy
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able 3.L4.--Professional literature: ratings from Literature Rating Form, Part 1--
literary quality.

eries as a Whole Novel | Novel 2 Novel 3
Rtrl Rtr2 Rchr Rtrl Rtr2 Rchr Rtrl Rtr2 Rchr Rtrl Rtr2 Rchr
Literary Series
5 6 5 L 6 5 6 6 6 5 6 6
5 S 6 3 5 5 6 5 6 5 5 5
6 5 5 6 5 5 6 5 6 6 i 5
6 5 6 6 6 6 6 5 6 6 5 6
6 5 6 5 6 6 6 6 6 6 5 6
28 26 28 24 28 27 30 27 30 28 25 28
|
Mean = 5.47 Mean = 5.27 Mean = 5.80 Mean = 5.40
o= .32 c= .88 o= .h o= .63
Popular Series
3 4 3 3 3 3 3 5 5 3 4 4
3 5 4 3 4 3 3 5 5 3 5 5
3 4 3 3 3 3 3 4 4 3 5 4
3 3 3 3 3 3 3 4 L 3 3 L
_ﬁ 5 5 3 4 5 3 5 5 3 4 4
16 1 18 15 17 17 15 3 23 15 21 21
Mean = 3.67 Mean = 3.27 Mean = 4L.07 Mean = 3.80
o= .82 o= .59 o= .88 o= .77
T = 7.22% T = 7.28% T = 6.88* T = 6.20%

*Significant at the p < .05 level.







Table 3.5.--Professional literature:
genre development.
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ratings from Literature Rating Form, Part 1l--

Series as a Whole
Rtri Rtr2 Rchr

Novel 1
Rtrl Rtr2 Rchr

Novel 2
Rtrl Rtr2 Rechr

Novel 3
Rtrl Rtr2 Rchr
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in what ways the quality of 11terature read aloud to children, and thus

re~created or reconstituted for them, affects their writing.

T=Units, Words_Per T-Unit,
and Yocabulary Score

In addition to the two primary trait scores, three other meas-

ures, later to be compared with the children's writing, were obtained
from the professional 1iterature--the number of T-units, the number of
words per T-unit, and a weighted vocabulary score. These measures were
obtained by using a random sample from each title in each series read
aloud. Since each series contained substantial amounts of dialogue and
narrative, and since all of the above measures differ depending on
whether dialogue or narrative is being used, both were samp1d and
the results averaged to obtain a final measure, An equivalent of
approximately two pages of each, dialogue and narrative, was analyzed.
Samples were collected by 1dentifying a random page, then
taking from that page all extended pieces of discourse, dialogue and
narrative. An extended piece of discourse was defined as running text
more than one sentence in length., Dialogue of one sentence or less
occurring between sections of narrative was not counted, nor was narra-
tive of one sentence or less occurring between sections of dialogue,
No paragraph of narrative was counted 1f any portion of it was dia-
lTogue. The equfvalent of approximately two full pages of text was

compiled from each of the six books, three from each serfies.
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T-Units and Words Per T-Unit

Hunt's (1970) structural definition of a T-unit as "one main
clause plus any subordinate clause or nonclausal structure that is
attached to or embedded in it" (p. 4) was used for this research
because 1t 1s objective and relatively easy to apply. T-units, T-units
per hundred words, and words per T-unit for the professional 11terature
read aloud are shown in Table 3.6, In all instances, the means of the
random samples favored the Literary Series; 1.e., the Literary Series
had fewer T-units per hundred words, and those T-units were longer:

T=units ords Words/T-unit

Literary Series Mean

36.24 Mean = 11.8
Popular Series Mean =

44,54 Mean

Neighted Yocabulary Score

The vocabulary score was obtained by assigning points to words
identified by the American Heritage Intermediate Corpus (AHI) and
reported in the American Heritaqe Word Freguency Book (Carroll, 1971)
as those appearing infrequently in materfal used in schools with
children from grades three through eight. The less frequently the word
was used, the higher the score. The American Heritage word 1ist was
chosen for several reasons:

1. It used as 1ts source "textual samples from published
materials to which students are exposed in grades 3 through 9"
(Richman, 1971, p. v). Texts, library fiction, 1ibrary nonfiction,
1ibrary general reference, and magazines, as well as other school

materials, were samples. Since the American Heritage sample was drawn




Table
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Table 3.6.--Professional 1iterature: T-unit counts.

No. of T-Units/ Words/
Words T-Units 100 Words T-Unit

Literary Series

Dialogue:
Novel 1 387 43.00 11.11 9.00
Novel 2 387 41,69 10.77 9,28
Novel 3 387 39.75 10.27 9.74
Mean = 41.48 10.72 9.34
Narrative:
Novel 1 468 33.57 7.17 13.94
Novel 2 468 32.36 6.91 14.46
Novel 3 468 27.06 5.78 17.29
Mean = 31.00 6.62 15.23
Totals:
Mean = 36.24 8.48 11.80
Popular Series
Dialogue:
Novel 1 387 49,67 12.83 7.79
Novel 2 387 48.24 12.47 8.02
Novel 3 387 46.70 12.07 8.29
Mean = 48.20 12.46 8.03
Narrative:
Novel 1 468 41.27 8.82 11.34
Novel 2 468 30.21 6.46 15.49
Novel 3 468 40.33 8.62 11.60
Mean = 37.27 7.97 12.81
Totals:
Mean = 42,74 10.01 10.00
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from materials written by adults for a child audience, 1t seemed that
this word 1ist would reflect both the breadth and the depth of the
Janguage used in the 1iterature read aloud and could be used to measure
the extent to which the children's writing reflected this language. In
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