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ABSTRACT S
: A study investigated how a teaching approach that

emphasized literature would affect children's writings and help them

to apply elements of form and content. Six first grade classes in a
rural Newfoundland =chool distric participated in the study; the
students performed similarly on overall readiness. The class randomly
selected as the experimental group (the "literature group") was
judged to be representative of the whole group; the other five

classes; using basal readers; formed the control group. Hypotheses
predicted that the literature group would (1) produce writings
superior to those of the basal reading classes, and (2) develop a
sensitivity to good form and content. Subjects, 18 first graders,

wrote and read selections of poetry, fairy tales and fantasy in a_
pretest/posttest scenario. Findings were categorized under Six major
headings: form, content, vocabulary, sentence structure, writer
reaction and originality. Findings suggest that the literature
approach helped to broaden children's experiences beyond their own
egocentric world, influencing the length, fluency, and literary

quality of their writing. The class demonstrated a high standard of
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writing and performance in both its language development and use of

literary techniques. In contrast, the basal class's writings revealed

simple sentences, relatively undeveloped Stylistic features, and a _
lack of vocabulary depth. Findings suggested that literature be used
extensively with all children on a regular basis to further their

language development; flow of ideas; and production of alternate

writing forms. (Literature references are appended; as are two
samples of children's writings:) (JD)
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USING CHILDREN’S LITERATURE
TO FOSTER WRITTEN LANGUAGE DEVELOPMENT
This study was exploratory and comparative in nature, designed to further
understand the potential of children and of children’s literature as

manifested in children’s written language. Two main questions were studied:

,,,,,,,,,,

and content in their written products?
A relationship between literature and children’s writing seems to be a

common sense notion, although little evidence exists to support one.  Studies
(Huck, 1965; Cohen, 1968; Cazden, 1972; Chomsky, 1972; Cullinan, Japgar, and

Strickland, 1974; Brown, 1977: and Cramer; 1978) lend strong support for
using children’s iiterature to improve language development. These studies
concerned oral language and reading development rather than written language
but both Huck and Cramer did strongly advocate the use of literature to
improve writics. It was hoped that their opinions would hold true in this
study.

It was hypothesized that the literature approach class would exceed the
to form and coatent in their writing: Further support for this hypothesis
(1986).  Eckhoff found the writing of the children shé studied contained

foatures of their basal reading texts which seemed to add little to the

linguistic complexity of the children’s sentences: Goodman called for action

by stating that bazsals are out of step with current knowledge and that they
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need replacement by more effective and soundly based materials. Tt is well

At the primary level, there are many factors that could act as a deterrent

io writing. The beginning primary child is faced with the burden of rot
being able to read, and of not being able to spell or punctuate. In some
cases, the grade one child does not know how to form all the letters of the
alphabet. The child’s coordination may not be sufficiently developed to

print on the line or to use correct spacing: These factors have often been
perceived by teachers as reasons for not writing. Such a view by teachers
results from a lack of understanding of the writing process. Unless teachers

understand the writing process, the danger exists that the children will not
be encouraged to write and may even be denied the opportunity to do so:
The opinion of many current researchers (Bissex, 1982; Gentry, 1982;

Graves, 1983; Harste, Woodward, and Burke 1984) is that if children are
provided with the right environment their writing will be fostered.
Providing children with the right environment includes giving children credit

them for writing their ideas.
It is my view that if children’s writing is to develop and flourish; then

not only should they be given the opportunity to write and to choose what
they want to write; but they should also be introduced to the different forms
of ’v’v’fiiiﬁé. The results of this study now suggest support for this view.

structure, genre. Content is used to mean ideas, subject matter. Form
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refers tc how; the way a piece is written and content refers to what is

written.

Selection of Forms

Young children face many obstacles when asked to write a siory or poem.

Some researchers (Coe, 1978; and Stewig, 1982) feel that the emphasis in

sufficient motivation for students to write. Other researchers (Britton,

1970; Kock, 1973; and Chall and Jacobs, 1983) do not deny the importance of

enjoyment, but in addition they advocate the use of model structures in story
writing. The form of the structures offers children support to build their
stories. Tom Newkirk convincingly wrote " any models [writing] which suggest
that beginning writers are limited to a single kind of discourse fail to
account for the diversity, even the virtuosity; of the beginning writer”

(1985:602). Moreover, Laura Meringoff from Harvard University’s Project Zero

cautions that the form a story assumes influences the form the child’s

not as a blueprint for children’s writing but rather as a potential design

for their ideas, their meanings; and their writings which otherwise often
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Many factors were taken into account in the selection of the literature

forms for young primary children. The task of selecting suitable literatiire

for chiidren depends, to a large degree, upon the age and interest of the
children involved. Allen and Seaberg (1972) recommend that the young child’s
literary experiences consist of poetry, fairy tales and fantasy. Genre
selections used in this study are discussed in the following sections.

by all children between the ages of five and ten years. Relying upon the

work of Piaget, Favat argues that the following essential features link child

with tale: a belief in magic, a be'ief in animism; a casualness of child and

Tales of magic were selected similarly. For a complete list of fairy tales
selected see Appendix A.
E ,,7! -

Interest in fantasy runs very high in children as it provides a vent for

their imaginations. Fantasy characteristics which appeal to children are the

distinctive style, interesting story patterns; and memorable
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about people or creatures which do not exist. Yet within the story scheme is
a self-contained logic; a wholeness that has its own reality: There arc

animals that can talk, and inanimate objects that are personified, often in a
humorous way. Generally, it seems children enjoy fantasy as a change from

of young children. A completc list of books used is provided in Appendix A
Authorities on Children’s Literature (Sebesta and Iverson; 1975: Sutherland
and Arbuthnot, 1977) advocate the use of picture books with primary school
children.  With this consideration in mind, picture story books were chosen
as the medium for selection and presentation of fairy tales and fantasy.

E; o~ 7! .

Jacobs, 1983) and should be given many opportunities to create their own:
Poetry can be a means of helping children make sense out of their worlds: It

and the movement of the words and the lines. Also, children enjoy poetry

because of its story content, its alliteration and repetition, and its vivid
sensory impressions. Since rhyme is a difficult featureé for young children

to work with in their writing; direct attention to it was not a part of this

study. Children were encouraged to use free verse. Koch (1970) and Jacobs
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(1983) point out that repetition adds strength and interesting forms (o
children’s poems, as does comparison and imagery.

Eve Merriam and John Ciardi. These people have gained recognition for
excellence in the area of children’s poetry. Selected poems from anthologies
were also read io the children. For a complete list of poetry seléctions see
Appendix A.

Net all of the features of each genre were pointed out to the children

Criteria to assess children’s written language involves several important

considerations.  First; oné of the purposes of the writing was to determine

the influence of listening to literature on the form and content of

children’s written language, so these two features were included. Second,one
should consider the purposes of the writing activity. Many researchers

(Rupley, 1976; Tripp, 1978; Searle and Dillon, 1980) advocate that the

purpose should be for enjoyment and development of fluency rather than on the
mechanics of writing. Furthermore, since the children were still struggling

were not considered as part of the criteria:

(0 4]
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Children’s writing was examined for specific features of fairy tales,

antasy and poetry: In addition, the children’s writings Were examined for

other elements of form and content. Models of evaluative writing categorics

characterized by such conventions as a title; formal closing and consistent
past tense. Brown (1977) further implies that story sense is concerned Wwith
correct sequencing; characterizations, dialogue and the ‘ability to use the
vocabulary.

In addition to the elements of regularity, variety and timeliness, Tway
(1980) would look for features she calls "nuggets.” These are indicators of
promise in a child’s writing. They would include original comparisons;

unusual ideas or expressions; creative spinoffs from traditional or popular
stories; word play; contrived spellings for effect; spoof on vagaries of

life; vivid impression; and surprise ending.

quality of thought, of feeling, of moral stance as well as style. Hence, in
any comprehensive model of writing faciors such as cognition, affect, morals,

and style must be considered.
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them) to comprise the evaluaiion model used: FEvaluation is seen here

primarily as a way to develop writing competence not as an assessment model.

A Egocentric - Is the writing concerned solely with
self, or does it include a distancing? IS the
writer aware of a sense of audience?
beginning and ending? Does it make use of past
tense? Does it include repetition?

C. Eantasy - Does it comain fanciful or imaginative
happenings or elements? Does the story contain
plot development? Does it have a beginning,

middle, and ending?

D. Poetry - Does it contain poetic form? Does it

contain feeling or emotion? Does it contain
repetition? Does it contain imagery? Does it

contain comparison?

10
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1I. Content - Classification of Sense of Story

- Does each part relate to the whole?

Does it have a title? Does the title suit the
story?

B. Character - Are the characters developed? Do they
have names? Are they stereo-typical?

Dialogue - Is dialogue used to add insight to

@

character? Is it used to bring immediacy to the

situation?

D. Climax - Is there a definite unfolding of events or
is it a mere cataloguing? Is correct sequence
followed?

etting - Is there a definite setting or is it

m!

undefined or general?

I Vocabulary

Does the writing show use of a variety of words?

k|

Does the writing show use of adjectives and adverbs?

el S

Does the writing show use of verbs and verb tense?

Does the writing show use of vivid words - picture words; figurative

:‘i |

anguage?
5.  Does the writing show use of appropriate words?
A% Sentence Structure
1. Does the writing show use of a variety of sentences such as

interrogative; imperative; exclamatory?

11
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2. Does the writing show use of a varicty of sentence type such as
simple; complex?
3. Does the writing show use of sentence inversion?
4. Dues the writing shiow use of senterice expansion?

V. Writer Reaction

selected for wne ctudy. These schuuis were selected because of their

proximity to the university and because of thz similarity of the student

populations they serve. Schools in rural districts generally have mirimal

socieconomic differences: All the students had been administered the

Metropolitan Readingss Test at the beginninig of the school year. Overall

12
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readiness refers to the extent to which the six tesits (Word Meaning,
composite readiness measure. Students from each of the six schools performed
similarly on overall readiness. All classes were using a basal series

approach tc reading. Writing was a time-table event frequently characterized
completing set blanks, and copying.

The class randomly seleeted for the Stiidy; hereafter called the literature
approach class, was judged to be representative of the other classes in
skills and abilities that contribute to readiness for grade one instruction:

o M - g ome

The class consisted of eighteen students; five boys and thirteen girls.

The remaining five grade one classes constitited the basal reader approach
groups. The six classes totalled on

daily; but which was not selected on the basis of any prescribed criteria nor
followed-up in any direct way.

The literature approach group was read selections of literature on a

regular daily basis for a period of twelve weeks. The twelve weeks were
divided into three phases. During phase one (weeks one to four) the main

emphasis was on reading and writing fairy tales; phase two (weeks five to

eight) concentrated on fantasy reading and writing During phase three
(weeks nine to twelve) the main emphasis was on poetry reading and Wwriting

even though poetry was read to the ehildren during the entire study:

13



13
One of the purposes of this study was to familiarize children with
alternate forms of writing, so particular distinetivé features of fairy
tales, fantasy and poctry were discussed before and after the readings. The

literature reading was done in a forty minute morning session and the writing
was done in a forty minute afternoon session. [Each phase of the study is
briefly described as follows.

Phase Ore. The introduction to fairy tales was begun with those ti = are

Riding Hood". The cumulative tales were followed by tales of magic such as
"Jack and the Beanstalk”. Prior to reading each fairy taie there was a

personal experiences if someone had heard it before or had experienced

something similar, and to inform the . ildren that fairy tales have unique
features.  After reading each fairy tale; a discussion focussed on the
confirmation or disconfirmation of the children’s predictions. Also, the

situation.  The main features discussed in fairy tales were (i) fairy tales

begin with ‘Once upon a time’, (ii) fairy tales include repetitions of words

dramatization, miming, discussion, and art. The nature of the activity
depended to a large extent upon the ajpropriatencss of the story and the

children’s interest: In the afternoon session a discussion of the morning’s

14
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story was held to highlight those features of fairy tales for possibie
inclusion in the children’s writing. The children were encouraged to write a

fairy tale. It could be based o any reading or it could be on whatever they
wanted:  Children were encouraged to invent their spellings, to edit their
stories, and to read their stories to the class.

Phase Two. At the end of the first four weeks of fairy tales the children
were introduced to stories of fantasy. The essential feature of these

one. The main features discussed in fantasy were (i) fantasy must have a
fanciful plot, and (ii) fantasy has fundamental story features which include

beginning, middle, and ending. In the afternoon session the procedure was

the same as for fairy tales except the children were encouraged to write a
tantasy story.

Phase Three. Young children have limited exposure to poetry so it was
decided that poetry be read to the children throughout the twelve weeks of
focussed upon as poetry was read, discussed, and written. The broad features
presented were feeling, repetition, comparison, and jmagery: In particular,

the poem convey feelings of joy, sadness, anger, and so on. The children
were asked if sounds, words, or images were repeated. Also, whether each

line of the poem began or ended the same way: The children were asked

[y
i
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comparisons were ordinary or unusual? And finally, the author’s use of
imagery was introduced to the children by discussing images of sight, sound,

taste, touch. and smell. The poetry phase was introduced with nursery rhymes

poems had been written by the children. Three types of data were collected:
written notes of observations and of the children’s commeénts about their
writing,  scribe versions of children’s oral reading of sometimes

indccipherable stories; and the children’s written products:

determine the children’s level of ianguage attainment before and after the

be a general consensus among authorities on children’s writing (Applebee,

1978; Gentry, 1982; Graves, 1983) that writing is a developidental process;
then it was not expected that all of the criteria in the evaluation model

would be contained it each writing sample. The children’s written products
were analyzed aftes each phase of the study. Such a three phase analysis
afforded the researcher information as to possible developmental tremnds.

A one point system was consistently used in the scoring of a child’s

written product. For example, each time a child stated a setting, one point

16
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was given; for each time a child gave specific evidence of form (fairy tale,
fantasy, poetry), one point was given. This means that for every instance in
which a child used one of the svaluation criteria as specified by the
questions a point was given. As previously indicated the evaluation ecriteria
consisted of six main dimensions: form, content, vocabulary, sentence

structure; reaction; and originality:  For instance, a maximum score of
cleven was possible on the dimension of content. A total sccre was obtained
by the summation of the scores on each evaluation criterion. An analysis of
covariance was used with the children’s performance prior to the research
period as the covariate. The literature approach class showed an overall
increase on all six dimensions of the writing evaluation model over the basal
approach, significant at .005.

Research in writing is very much in the exploratory stages. This study
was initially partially designed as more or less an input-output type study.
Yet, as it unfolded, I recognized that so much was going on between the inpiit
and output that a qualitative deseription of the children’s performance would

during, and upon completion of the research project.

Results and Discission

literature approach children.

o |
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writing it was necessary to examine the type of writing that occurred prior
to this study.

Prior to the study much opposition was expressed on the part of the
children at the beginning of the school year when first encouraged to write.
Comments like "We can’t spell," “We don’t know how to write;," were expressed
repeatedly. The following points are synthesized from the six classrooms:

(1)- In the early stages of writing the children were lacking confidence
in their ability and were spelling conscious.

(2). The children relied heavily on their basal readers for the content

basals:

(3).  Stylistic features such as ‘too’ as a terminal marker and ‘the end’
were used almost invariably by the children.

(4).  Children’s stories all began with ‘Once upon a time’ even though
their writing was egocentric in nature and consisted primarily as a
cataloguing of events giving little evidence of originality.

(5). Few deseriptive words were used and the usc of sensory words was
non-existent. Although names of characters were used and dialogue was
present, no real development of characters or dialogué was evident in the
children’s writing:

(6): With the exception of love, other expressions of emotion were
missing from the written samples. The children mostly stated facts without

making personal comments.

18
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(7). The children’s concept of story did not reflect a sense of conflict
and solution nor give evidence of a beginni.:g, a middle or an ending.
Prior to the commencement of the study many of the children were producing
only a few lines and those who produced more, generally repeated ideas.
After the twelve weck research period, children’s wriiing from the five

basal approaeh elassrooms was qualitatively compared with the writing of
those in the literature approach class: Children’s writing was collected
from all six classes during the two week period immediately following the
research period. This was done upon advice from Wilkinson et al, (1983)

that in order to acquire a comprehensive picture of children’s writing more
than one sample is necessary:

Basal Approach Classes

criteria are used to organize the findings.

Form. Whether these students were asked 10 wiite a story or simply to
write whatever they wished, the results were generaliy the same. It seems
that the children’s concept of story still consisted of an ordering of a

series of events with very little character or detail included: Tracey’s
story is representative of what the children wrote: =~ _ _ Sull . _
School . _%_&u_lf__—:\.zgidbr‘f.—*

T in Fhe  gell res

- T e _hove  arc resce
When the bell rings . 7 TS N

At schiool we work

we have our recess

And we play.

play with Leggo " When =

we: Do are  rath

Rnd wan  Yh: cakned

recess is over we
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go back to work:

We do our math.

And when the second

bell rings. It is time

for lunch:

Content.  In the main, the children’s stories consisted of a retelling of
their experiences, gemerally factual with little expression of originality.
Probably because they were so close to these experiences, the children seemed
to assume that everyone else knew what they were talking about.
Consequently, they frequently began their writing in the middle of an
experience without an introduction or beginning. Thc stories appeared to end
in the middle of nowhere or when the end of a page had been reached. Lisa’s
story is an example. < B4

At my Grandmother’s ot I G rordrm ot

One time T was Cohe i‘;zfpé L s

at my Grandmother’s cﬂ iy 3 rom Anat bers

And my other ——gna[ :'_jff:i . é_'{/ée,«/
"Y[“dﬁa‘mo'f g WS X
i went up to H’H&dr”“ two.~ ~and
the stairs. And I 1 _ u/? fwe
‘H?e éars. ' UVWI f '

7 mZ Da‘?'
surprised me too mf g .
because he had a SurFI‘lSOJ Me two.

box and in the box: h LoGC%  ans ﬁé e &‘ﬁej C’,Q

Grandmother was

there too. Arnd

saw my dog.

My dog scz, _‘

20
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Often one sensed that the writing was incomplete but the words ‘the end’ o

that’s the end’ would be used to indicate ihat the child wished iha writing

to terminate. Jamie’s story ending was common in the children’s writing.

My Car _ mycer _ 7 C
My car is red and black. my CariS” -~ fed and B Bige Ko
My car can go fast. , ¥ Car Cah ga | GQF?\
- vy.dar 157t Car

Mv car is ce car. e
y car is a race car ; ‘L wen) *o Tf\ﬁ D Lf
o ﬁw)L rae c;at__JYZ"m h&%@\ gqna

Tt e =-—

werr ot L et Form .

The Eng - "

The End ~ e .

I went to the ball game

in my race car. When the ball game

The titles of the stories usually included the word ‘my’, for example, ‘my
sister or ‘my Christmas: Very often the story was only vaguely related to
the title. The stories contained little evidence of plot development, rather
they were primarily a listing of events with little detail or elaboration

included. Lynette’s story and its translation follows.

Christmas B éﬁFisThRai i
&S

I like to go skating QO saeryd
T anc\ loxk 0. sendHa -
and I like to go skating Wael my EO\A@Q
with my little brother cmi we | mabe @ saon mae.
e and  wWe make Q >OOW
and we make a snowman o
R haven and  chrletras it
and we make a snowhouse ;F - , ‘)

o . _ Tin - t ) -
and christmas is fun: uns

Lynette M.
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The children in the basal reader classes were still heavily
dependent on their basal text for veeabaiarv an”d ideas. The children were
restricted use of a few adjectives while at the same time making no use of
adverbs; vigorous verbs; and figurative language. Leslie’s story is typical.

CQnQ’/ ond. T he Kt

C Qnd1 said se aSe,e,—lfTT
'\< ﬂr(; c;hoh)*c;:r;ecbme

%\ ++€Eur

leslie P.
Séﬁéé’r’y words that evoke féspéﬁSés of sight; sound, taste; touch and smell

Sentence Structure. Their sentences consisted chiefly of simple nouns;

verbs and function words, and most tended to be one line in lengtn

conespondmg to how sentences are written in their basals. There were only

Although their stories dealt generally

with their experiences, their point of view or personal reacions did not

QW)
OO
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show through very often. When emotion was used in the stories it usually
dealt with the child’s basic need to be loved and accepted: Words such as
‘nice’; ‘hke and ‘love’ were frequently expressed; a few examples follow.
I:C\}Z‘Y‘ﬂitﬁi Jri@“ res e -

e g o LIk me_

m7‘Fu3 S \\KsmL
7 ot s,

= \Gvﬂ"l \igémé
Dew \'c‘\'e o
m-; W:Lhomd Poyt Ks me -

—_——— e —— - mr.x

be found in any of their writing.

Other observations of the basal reader classes sugg'éSt that in the

many of the children made no attempt whatsoever to edit anything they had
written.  Also, it became very clear that many of the children tended to use
only those words which they could spell through the aid of an available

text: As a result; their vocabulary use was extremely limited and their

language sounded contrived.  Stories generally consisted of two to three
lines tb ma'ybe a page. Even though the children in all five classes were

,,,,,

for two weeks following the research period nong of the children wrote a
poem.

Literature Approach |

report of the findings.

23
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written by the children had definite beginnings and definite conclusions.
The children’s cumulative fairy tales often ended abruptly which was typical

of those read in class. Even though the endings of the fairy tales were ot
always fully developed the children ensured that the good character was safe
and happy. See Appendix B for Shona’s story "The Happy Copil" and a

translation from her oral readirg of it: In the majority of the fantasies
the endings were more fully developed: In addition, some of the fantasies
contained fully developed middles. See Appendix C for Heather’s story "The

Dark Old Tunnel” and its translation. It appears that throughout the study;
the children were moving towards a deeper sense of story for even though they
were not always fully developed, events were presented in -hronological
order. The children first achieved competence in developing the beginning,
then the ending, and lastly the middle of the story.

The first poems written by the children showed their attempts to have the
words rhyme. Their attention seemed then to shift to a free verse form where

the children tried to say something meaningful in their poetry: Although the
children used free verse; they were aware that line length in poetry was not
the same as in prose. Many children tried to arrange just a few words on
each line so that the physical appearance distinguished it from prose.
John’s poem is a typical example.

b9 are kittle

£ 1 ware

AS tig iSa

Tree | wand

Be o lad taller

T han yeu,

24
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heo 1Y T war
A big dear. T
Wad Tyt tvaw
the wocds £
War o Swmall
moaonse T wal
S7iik a0d  Swik
0 war o taby
Kitten = wag
neaw ano
rneaw.

John

%@gﬁ ontent. At the end of the twelve weeks fantasies contained greater

present a suitabie background to their stories. In éaaiiiéﬁ, the fantasies
stated a more specific time, as time in the fairy tales was limited to ‘once
upon a time’:

The first fairy tales written by the childten were limited to
characterization but after a couple of weeks, the children began to include
visual descrip’ti’e’hs; By the end of the four weeks, they were using vivid and
described in detail.  Study Lisa’s description of a witch in the following
excerpt. ‘and- rms 73 7('74/6

A Weh. . . - -

GS CI ./l Y)?L 0"7 a
che 'JF”n (/1 %/me - 7

%ﬂ&r‘ LlOS . a é‘/:a/ neff ana/ /ani

- Sc?i:?l a8 A é/a'cit
cf (..Jell’L Gru?/ f?aa/
- 5776/ anj'f’e'y as: a
) ICG gtﬁ OS 5957":;
o - masTer .
- Lisa

25
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The fantasies showed a greéi deal of inconsisiency in the use of

accompanying dialogue brought not only immediacy to the éiofy but also new

insight into character revelation. Dale’s story "The [Iriendly Bear" is

worthy choice for illustration.

THE faid BC”"

Gre . Bcd 81, A faid Bear éam; i
o A Litt]e_gimS _nouse .
Cthe L_u—.w_._gim._.snd’ofcﬂ:141*~~
e UpTm — B Faid Ber—
I- T dard— Cr— Uy jim.i._.__,_
LI TSa i utqp_wnd__
g HL__ZEIt ol T
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Dale
tales. Repetition of words, phrases and events served to heighten the
suspense and to add significance to particular situations. The following

example taken from a child’s story illustrates this; 1 ran ayway fom a
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little old man, a frog a dog a fox a pig and I can run ayway fom you to.
Then he¢ met a bere:" Repetition was also used extensively by the children in
their poetry writing. In many instances it intensified the mood and added a
significanice to the experience that the children were trying to convey-
Sharon’s poem illustratcs this point:
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Voeabulary. The vocabulary of the children showed a steady growth. The

literature many more adjectives were used. In addition, several were
frequently used in reference to the same noun; “Once upon a time, there lived
a nice little kind troll who lived in a little; pretty; putple house™ As
the point where it was rare to find a noun used without an accompanying

adjective: Adverbs of time and place such as;, " After he had walked for a

adverbs of manner were used more extensively in children’s fantasy s‘ories;
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as were adverbs in general, "The fairy said to berself quietly, ‘I must have
that girl for my servant.”

Vigorous action words were only minimally used in the fairy tales but the
children generally tended to use them with greater frequency and with wider
variety in the fantasies: Many of the verbs which were read in the
literature occurred in the children’s stories. Verbs such as ‘scooped,
swooped, leaped, scampered, strolling, gobbled, tramped and splashed’ were

comnion occtrrences: Consider David’s effective verb choices when writing

about his day’s flight with Sam, the giant eagle, "We swooped down to my
place, and I climbed into the window, sncaked into my bed and went to sleep.”
Effective use of similes; primarily in conngction with character
descriptions, was noted in children’s fairy tales. You will recall Lisa’s
description of the witch. 1In fantasies, similes were aisc used to describe
how objects !ooked as well as to describe how actions occurred. In p”o”et’ry,

almost simultaneously when a sh’e’ep’*s white wooly coat is compared to a
blanket and a cloud in' his poem.
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iri a limited way; exampies of persaniﬁcation were used in the fairy tales
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were addressed as if they were capablc of understanding. Flowers, trees and
grass were referred to as wearing dresses and shoes and of dancing and
singing. Rainbows and clouds were said to be smiling. These examples all

serve to magnify a feeling or experience and serve as a means for the
children to reflect and ponder on the workings of the universe.
images. Often the children used contrast in their poems to emphasize images
of sound, Dougie contrasted the noise of guns with the silence of death in
his poem "Army Men";

Fme man L

Tin the foa.;j +ﬁ;i#", T T T

FB:E;;I: o B&U;‘tg—{: ot The-— .

and evoke strong feelings. A few examples of hyperbole were noticed in the

children’s poems; notice that the rain came down in buckets in Dion’s poem:.

29




29

TL.Q Rovy
+he  rlan 1S
copeihg  dowh
in bocits all over
Wwe and I got
wer and wet and
Wwet o Sotaq

a predominance of simple sentences in the

carly fairy tales written by the children. In the fantasies there was a

greater sentence variety. The beginning poetry attempts would have to be
descrived as written with complete sentences. But as the childrer gained
experience in both listening to poetry and writing their own, they learned to

distribution of the imperative and exclamatory sentence: These statements
are illustrated in the following excerpts from the children’s writing: "tak
the acrr up oit of the ohssn and away we will go, siad the captin in a varr
agre laud vis" (take the anchor up out of the ocean and away we will go

said the captain, in a very angry loud voice); "wot is ura pubilm?” ( what

is your problem?); "thaes she wae saef four aver” (there she was safe
forever); and "she opoet the winddo slole and she pekd down and saw a hug
dog" (she opened the window slowly and she peeked down and saw a huge dog):

Writer Reaction and Originality.  Although the fairy tales were largely

originality began to blossom in fantasy as new characters and situations were
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provided. In poetry, originality was displayed in the comparisons and unique
ways words were used to express the children’s feclings and ideas. In the

(1982)  suggests that this is common with young writers and that the themes
may serve as a means of consolidating and recombining concepts and skills.

The children’s wonder and curiosity about their world arcund them was
revealed: The children’s poems are not merely descriptions of nature, they
contain personal cominents, reflections and queries. Jane’s poem Silver seems
to do all of these.
Silver Land
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children’s fairy tales. A greater use of cmotion was evident in the

fantasies through examples of sadness, happiness, joy, surprise, fear,
g P PP Joy P

jealousy, remorse, and compassion. Not only did the children make use of a
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concerned with feelings:
Other observations of the literature approach class suggested that as the

and ever increasing amount of each of the features discussed. An exception

element that of creating original plots which seemed to take precedence over
the previously learned skill of characterization.

Over the twelve week period attempts to edit their writing were also
noted. At the end of phase one on fairy taies; only three children had
started to use an arrow to insert a single word: Most children considered
their fairy tales finished when written. By the time the children were
meaning, that is ; with their writing making sense: Many more children began

inserting missing words but none inserted sentences: They tended to give the

During the twelve weeks of the study certain developmental trends were
suggested by the writing of the children in the literature approach class.

progressed over the twelve wéeks:
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A descriptive analysis of the fairy tales written by the grade one
children revealed that tremendous growth had occurred in the children’s

written language. The majority of the children were capable of producing

middles and endings were not always developed. They were able to include in

their tales the features of repetition, past tense and have a formal

beginning and ending: There was a gradual increase in the number of
descriptive words used as well as an increase in vigorous verbs and more

Complex and varied sentences were being used: Whiie much detail was being
included many of the storics were still very much a listing of events.

It should be pointed out that it took the children a few days to make the
transition in their writing from fairy tales to fantasy: A descripiive
analysis of the fantasy storiss written by the children showed that a few who

had used the fairy tale form quite competently, occasionally reverted to

egocentric writing. In the majority of samples the foeus was directed away
from self to other characters: Inconsistency was noted in the area of
characterizaiion. Sometimes the children depended less on visual
aescriptions and more on dialogue to reveal character. Other times, both
descripiion of character and dialogue were used sparingly by the same
children. 1In still some other stories, description of character and dialogue
were handled very well. The fact that some children had not developed
characterization as well in fantasies as they hac done in fairy talgs is
another confirmation that literacy development does not occur in a linear

fashion.
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the <lass differing in one or several aspects of characters, of setting, or
of situations. The majority of the children’s stories included a sstting.

ome stories included worldly settings while more original stories had

realistic settings with highly imaginative events or characters. In one
particular story a character was endowed with the supernatural ability of

flying.

of story. Evidence of effective use of chronology in the beginming, middie
and ending of their stories was noted. There was evidence that the children
were concerned with meaningful communication. They often inserted words
(iever whele sentences) to enhance clarity when they read their stories and

was not always fully developed therc was a certain unity and coherence. In
most stories there was a growing towards an inciusion of details and an

unfolding of action.

and the complexity of sentence structure. More adjectives, adverbs and
stronger action words were included which helped give the stories clarity and
exactriess. Figures of speech from ihe stories read to the children were
noted in their writing. Personification was extensively used. Stories
contained a gradual increase in the usc of sentencc inversions, compound and

complex sentences; phrases; and clauses.
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)

occurred. Censider their initial attempts when they wrote such lines as ‘My

cat sat on the mat’ to the final weeks of a twelve week study when ths same

student wrote; after a major sleet storm; such lines as ‘The land is covered
with silver, silver trees, silver houses; silver everywhere, I love if'.

Although many of the children’s writings would probably be classified as
prose; their examples illustrate that they are aware of certain poetic
elements such as simile, metaphor, personification, exaggeration, and
repetition. They demonstratsd a marvelous capability of crystalizing theit

and evoke images. Some of the children’s poetry gave new insight into
otherwise ordinary and conimon occuirences: The originality of the children’s
absent prior to hearing poetry read. While many of the children’s poems Were
about nature, they did not stop at mere Statemeént and facts but rather
succeeded in growing beyond to add their personal views and reflections: One

evident when the children shared their poems. They plowed with the sense of

sharing their poems with triends and when listening to others:
It should be pointed out that not ail the elements mentioned above Wwere
present in all of the children’s writing samples but all of the samples did

contain an increasing amount of many of the elements: Also; much diversity
and variability were noticed in the chiidren’s writings, for instance, some

children were clearly better fantasy writers than poets.



The importance of reading children’s literature to children as & precursor

to success in written language development seems unquestionable. It seems

experiences beyond their own egocentric worlds to such an extent that they

were able to produce alternate forms of writing. These grade one children
wrote using features which allowed their writing to be < .ssified as either
fairy tale, fantasy or poetry.

The rich and diverse vocabulary from the stories and poems read to the
childten was used in their writtén languags: Many of th: vigorous action
words, the rich figurative and sensory language from the literature appeared
repeatedly in the children’s writing. MWuch of thie vocabulary not onl’ was

used on the day in wh'ch it was heard but often even weeks later. This

information when needed. The length, fluency, and literary quality of their
writing flourished.

stylistic features. They lacked breadth and depth of vocabulary in their

writing as was the case prior to the studv, whereas the iiterature class

appeared to be much more sophisticated in their writing as eviden-ed in the
increased complexity in vocabulary and sentence structure. It would seem
that literature should be used extensively with all children on & regular

basis to assist them in their language development, to assist them in their

flow of ideas from which to write; and fo offer them alternate forms of
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writing.  Professor Margaret Gill in her plenary address at the Fourth
International Conference on the Teaching of English said " English is about

what we can do and what children can do.” She went on to say that we as
educators often prevent children from doing what they can do.

The writing of stories and poetry should net be dclayed in the zrade one
program just because children cannot read or spell. The children's first

children’s oral translations. Nevertheless, they were given control of their
language by being encouraged and supported io write their ideas. As the
children continued to writc they learned to make correct word segmentation

and to arrive at a closer approximation of the conventional word spelling.

opportunitics to write but also that it is our responsibility to do so.
Children should be given a purpose for their writing through listening to
good literature so that it becomes a focus of communication. This can be
copying from the chalkboard or practicing the letters of the alphabet during
writing. Children should share their writing. When the children in this
make sense. They became critical listeners of their own stories because they
wanted cthers to understand what they had written and to experience what they

had felt.
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other factors in their environment may alsc have contributed to thé
children’s overall development. Acknowledging these potential influences
there are some important points to be made from this stady. First, that not
only arc grade one children capable of writing but they are also cupable of a
high standard of performance in both written language development and in
using literary techniques. Second, grade one children can effectively
produce alternate forms of Wwriting such as fairy tales, fantasy and poetry,

and can enjoy doing so, if they are exposed to and acquainted with some of

the various features of each genre, and when encouraged to do so daily.

Third, educators should be cognizant of the writing process and of the

tremendous influence of literature on young children’s written language
quality writing in various forms. The findings from this study suggest
possible twchniques that could be used in our téaching of writing to
children.

Although this study was exploratory and comparative in nature, the
findings are striking and warrant further investigation. The results of this
study strongly suggest causal links between the use of children’s literature
and children’s written language development: Related factors such as
children’s linguistic abilities and teacher influence also warrant further
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- Appendix C

The Dark Old Tunnel

~ One cold winter’s day a litile girl was
playing in the nice cool snow. She was
building a silly snowman. Then she made a

snow angel and a snow house. She becamie so

tired she went over to a tree and sat
down. Then she spied a little docr in the

tree. She tapped on the docr but no one answered:

Then she took tyhe little door knob and

opened the little door. "Himmmm I wonder if

I will go in and see what is down there.

It’s pretty dark down there." “I will ruti in
the house and get a lantern.” So she ran
into the house and got a lantern

and went cutside and down the stairs in
the tree she went. "It’s really dark

down here." "There’s a dooron
the wall I wonder what is down there.”
She opened the little door and made

one step and down she fell for hundreds of
years until she was ten. _First she was seven;
'gii_’%ht; nine; ten. Then she was down there:
"Himmmm, I wonder what is down

here." "I will walk around aud see

exactly what is down here."
Hal this place is creepy and cold too

brrrr I hope there is a blanket down
here." Just before her eyesa =
blanket fell. She was very surprised:
"Himmmm, I know that there is
something fishy lg'o’iﬁg on around
here." So, I will wander around
here and see what is wrong down

here and I hope that thereis a

house around here with somebody

whio can tell me how to get home.
So she wandered and wandered until she
saw a big big house; she tapped on

the big door. A ffétfyjirlfangwgred

the door and said "Come in little

zirl and make yourself at home."

I can’t I want to go back to six -
cause I fell down" "Try my shoes on"
"Okay"” so she tried them on and feil
asleep when she woke up she was six
and she was home safe.
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