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Abstract 

 Since the start of the 20th century, educators have continuously debated the two 

prevailing methods of teaching literature: intensive and extensive. Nancy Coryell’s 

famous 1927 study titled “An Evaluation of Extensive and Intensive Teaching of 

Literature; A Year’s Experiment in Eleventh Grade” is considered the first major English 

education study, and attempts to determine which method is more effective at improving 

reading comprehension and appreciation of literature. Over the last one-hundred years, 

while much has been studied and reported on intensive and extensive approaches to 

reading, nothing since Nancy Coryell’s (1927) study at Columbia University has 

specifically targeted both approaches to determine which one is more effective in 

improving both comprehension and appreciation of literature at the upper secondary 

grade levels.   

This study was a replication of Coryell’s work, and addressed the following 

research questions: (1) Is the intensive or extensive method of teaching literature more 

effective in the improvement of reading comprehension? (2) Is the intensive or extensive 

method of teaching literature more effective in the improvement of appreciation of 

literature? For the purposes of this study, the term “extensive reading” is defined as 

reading more, either by choice or assigned, with less focus on the details and more focus 

on the amount of reading, while the term “intensive reading” is defined as reading the 

minimum amount of texts required by the syllabus with a focus on the details. 
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To answer these questions, the study used a quasi-experimental, non-randomized 

pretest posttest comparison group research design. The independent variable was the 

method of teaching literature: (a) one group received intensive methods of teaching 

literature; (b) one group received extensive methods of teaching literature. The dependent 

variables were reading comprehension of literary works and the appreciation of literature. 

Both dependent variables of reading comprehension and appreciation of literature were 

measured with objective tests. The participants were drawn from the population of 

eleventh grade students in a Division-4A urban high school who were eligible to attend 

regular language arts classes, which included Special Education and English Language 

Learners. 

Analysis of covariance procedures were used to determine whether a statistical 

significance existed in the difference between the posttest scores of the intensive and 

extensive groups, as well as the scores of tests implemented throughout the study. 

Different sets of t-tests were also run to look for differential effect between various levels 

of groups within the pretest scores. 

The results of this study support those of Coryell’s. The students in the extensive 

reading classes did as well as the students in the intensive reading classes in all four tests 

of the literature studied. Improvement in comprehension remained equal, and students in 

the extensive reading classes showed statistically significant higher gains in the ability to 

appreciate literature than the students in the intensive reading classes, with even larger 

statistically significant gains from the low performing extensive group. Therefore, the 

results of this study favor the extensive method over the intensive method for the 

purposes of improving the appreciation of literature with eleventh grade students. 
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Chapter I 

Introduction 

No one can teach English with completeness. It requires more knowledge, wisdom, and 
sympathy than any one man or woman can possess. It requires more reading, more 
writing, more study than the hours of the day allow. It results, as does all teaching, in 
defeats, in regrets, and in disappointments. But it results also in achievement, and adds to 
the very knowledge, wisdom, and sympathy it requires. It deals with the intimate matters 
of the mind, and so terrifies the thoughtful and sensitive teacher. There are a thousand 
reasons why you should not begin to teach English, and if you have begun, why you 
should leave for other fields; there are a thousand reasons, but there are a thousand and 
one why you should begin and why those of us who have begun would not stop -- why, 
despite all we know, we could not leave. We Teach English. 

        (LaBrant, 1951, p. 312) 
             

The enhancement of appreciation and comprehension of literature within students 

has created two general approaches for achieving this end goal: intensive and extensive 

methods. The intensive approach to teaching literature is having the students read less 

with a focus on the details, while the extensive approach to teaching literature is having 

the students read more with less focus on the details. Both the intensive and the extensive 

methods have many different approaches, and what links the two together is the common 

end goal.  Advocates of both approaches agree that teaching literature well should result 

in better comprehension of and an appreciation for the literature their students read in 

class, and what they read once they have left the classroom. 

While the controversy in what literature to teach and how to teach it has always 

been a part of language arts history, it was not until the 1930s that the debate concerning 

the teaching of literature became most pronounced (Yost, 1980). The Commission on 

English (1931) weighed in on the argument at that time with the following statement: 
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It is true that for some students even very guided intensive study serves chiefly to 

create a distaste for the work in question, but for many in each class it may mean a 

real revelation of what great literature has to offer, both in content and form. To these 

latter the school is surely being unfair, if it sends them out without some training in 

methods of intensive reading, and without the thorough familiarity with some great 

works that can come only from such reading (p. 208). 

Obviously, The Commission on English was in favor of “guided intensive study” of 

“great works.” However, four years before The Commission on English published their

report, Nancy Coryell (1927) published what is now considered the first English 

education study concluding that extensive reading of literature is just as effective, and in 

some cases more effective, than the guided intensive study of a few great works for 

enhancing comprehension and appreciation of literature. 

With a focus on the debate between intensive and extensive methods of teaching 

literature, this chapter will attempt to show that the need for efficiency and a lack of 

knowledge of the research has steered teachers toward intensive methods. Therefore, a 

replication of Nancy Coryell’s (1927) study was needed to show how these two methods 

of teaching literature impacted students in the twenty-first century. 

Need for the Study 

When we look at our political agendas and school curricula, arguments over 

intensive and extensive approaches seem to favor intensive reading. Simply put, 

efficiency seems to have pushed aside extensive reading methods.  Language arts 

teachers create their own curriculum based on requirements decided on by their local, 

state, and national institutions.  Objectives that are stated for classroom teachers rarely 
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address the differences in instructional approaches of intensive and extensive reading.  

Skills that are included in the objectives can be taught to the students and mastered 

through either an intensive or extensive reading approach.  However, teachers opt for the 

intensive approach over extensive strategies for three reasons: (1) less time is needed to 

put into lesson preparation since the teacher only needs to read one book as opposed to 

several; (2) the intensive approach allows the teacher to dissect and analyze the same text 

with the entire class; and (3) it mimics the approach used in their college literature 

classes. For these reasons, the extensive approach of teaching literature is a less appealing 

instructional strategy.  Moreover, the extensive approach requires the purchase of more 

books, which creates more tension in already tight school budgets.  

We are also seeing popular professional development books in the field of 

education touting the efficiency of intensive reading and shunning extensive methods. 

One of the most recent books, Teach Like a Champion:  49 Techniques that put Students 

on the Path to College, by Doug Lemov (2010) is quickly becoming the bestselling book 

in the education market and criticizes the extensive reading strategies while insisting that 

teachers use the intensive approach.  He claims that noted extensive reading strategy 

DEAR (Drop Everything And Read) “fails the accountability test.  As a result, the rate of 

return on this activity may be low,” (Lemov, 2010, p. 255) and later shuns this type of 

extensive reading since, unlike intensive reading instruction, he claims you cannot 

“Control the Game” (Lemov, 2010, p. 257).  This type of efficiency in the classroom 

echoes the movements we have seen throughout educational history, most notably the 

“cult of efficiency,” (p. 153) which comes from Raymond Callahan’s (1962) analysis of 
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how educational institutions were modeling their approaches after factories in the early 

twentieth century. 

Thankfully, though, Thomas Newkirk (2010) attempts to fight for some of the 

best literacy practices that are “threatened by ‘the cult of efficiency’” approach to the 

teaching of reading (p.4).  However, Newkirk cites the problem behind the ability to 

defend extensive reading comes from the reputation of the research. Reports like 

Teaching Children to Read (2000) threw out qualitative studies, longitudinal studies, and 

correlational studies because they were considered not part of “scientific literature.”  

Therefore, the panel refused to endorse extensive reading studies claiming that extensive 

reading does not improve reading proficiency and that good readers simply read more, 

but that this extra reading did not necessarily make them better readers.  Instead, the 

report endorsed what they considered scientifically proven strategies, such as phonemic 

awareness, phonics, oral reading fluency, vocabulary, and reading comprehension.   

Literacy standards are also starting to reflect a more intensive approach. The 

Common Core State Standards dictate specific texts under the heading “Texts Illustrating 

the Complexity, Quality, and Range of Student Reading 6–12” (National Governors 

Association, 2010). These standards are quickly becoming adopted by all the states, since 

the Secretary of Education, Arne Duncan, rewards the adoption of national standards in 

Race to the Top: 

Ohio, along with 43 other states and the District of Columbia, has signed on to the 

Common Core State Standards Initiative, a shared set of learning expectations in 

English/language arts and math. That decision earned the state points in the Race to 

the Top competition. All districts in the state, regardless of whether they are 
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participating in the Race to the Top plan, will be expected to follow those standards, 

and their students will be tested on them. (Cavanagh, 2011, Undone by Unknown 

section, para. 4) 

As these “suggested texts” within the Common Core State Standards make their way into 

the hands of the test makers, the next logical mandate will come from Superintendents, 

possibly mandating the same texts that are specified in the standards.  Once this 

movement towards a more prescribed literary diet is on the minds of policy makers and 

school administrators, it is only a matter of time before it finds its way into classrooms, 

creating mandatory reading lists that all students trudge through as the entire class reads 

the same novel stopping every few minutes to analyze each page. 

We see school district curricula that emphasize the teaching of whole class 

novels, utilizing an intensive approach of teaching reading. At the same time, more and 

more professional development and published research is steering English teachers 

toward novel groups and the element of student choice, which are both rooted in a more 

extensive approach.  Either way, teachers need to be informed about both the intensive 

and extensive methods of teaching reading. There are specific purposes for each method, 

and research in the field can help guide teachers to the type of reading instruction that is 

most effective for various objectives. What’s important is that English classrooms reap 

the benefits of utilizing a well-balanced curriculum loaded with both intensive and 

extensive instructional strategies for teaching literature. 

 If the language arts curriculum is going to be well-balanced, English teachers 

need to be familiar with the benefit of both approaches. To that end, this study evaluates 
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intensive and extensive methods of teaching literature so that teachers can make informed 

decisions based on research.  

Statement of the Problem 

 The accountability of student learning is increasingly being placed on high school 

teachers. With the expectations of teaching literature focused on analytical reading, 

teachers are encouraged to find more effective ways to teach literature. The field of 

English education has consistently debated the approaches to teaching literature, and the 

research has more recently been questioned. This study attempted to determine the 

effectiveness between two prevailing methods of teaching literature by examining the 

impact of intensive and extensive methods of teaching literature on students’ 

comprehension and appreciation. 

Purpose of the Study 

 The purpose of the study was to describe the impact that intensive and extensive 

methods of teaching literature have on reading comprehension and the appreciation of 

literature of eleventh grade students. 

Research Questions 

 In order to describe the impact that intensive and extensive methods of teaching 

literature have on reading comprehension and the appreciation of literature of eleventh 

grade students, the study attempted to answer the following research questions:  

1. Is the intensive or extensive method of teaching literature more effective in the 

improvement of reading comprehension?  

2. Is the intensive or extensive method of teaching literature more effective in the 

improvement of appreciation of literature? 
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Definitions 

 For the purposes of the study, the following operational definitions were used: 

Comprehension. The term “comprehension” is defined as the basic 

understanding of culturally diverse written texts. 

Appreciation of literature. The term “appreciation of literature” is defined as 

demonstrating an understanding of the effects of literary elements and techniques in 

culturally diverse written texts, as well as demonstrating the ability to analyze and 

critically evaluate culturally diverse written texts and visual representations.  

Eleventh grade language arts teacher. The term “eleventh-grade language arts 

teacher” is defined as a public school teacher certified in English Language Arts Grades 8 

– 12 in the State of Texas. 

Students. The term “students” is defined as a Spring Woods High School junior 

who is in a regular academic English classroom. 

Literature. The term “literature” is defined as the art of language.

Literary canon. The term “literary canon” is defined as time-honored works of 

literature from a fixed collection. 

Language arts curriculum. The term “language arts curriculum” is defined as 

the concepts and skills mandated by the state and the district to be taught within the 

school year of an eleventh grade English classroom. 

Extensive reading. The term “extensive reading” is defined as reading more, 

either by choice or assigned, with less focus on the details and more focus on the amount 

of reading. 
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Intensive reading. The term “intensive reading” is defined as reading the 

minimum amount of texts required by the syllabus with a focus on the details. 

Significance of the Study 

 A significant aspect of the research was the fact that the study addressed the 

amount of assigned reading. Most studies on the issue, such as three of the most notable, 

Appleby (1967), Norvell (1941), and LaBrant and Heller (1939), as well as the majority 

of studies listed in Krashen’s (2004) work, rest their conclusions on extensive methods 

that include choice and individualized reading, with very few studies in the field of 

literature simply assigning more reading as an extensive method.  Famous studies like 

Appleby (1967), Norvell (1941), and LaBrant and Heller (1939) also support the work of 

Early (1960) and Carlsen (1965), who both helped to establish the stages of growth in 

appreciation of literature.  All of the studies in extensive reading coupled with the 

theoretical work on the stages of reading maturity can all be traced back to the work of 

Nancy Coryell (1927), as she is responsible for first attempting to look at the impact 

reading more has on both comprehension and appreciation. Moreover, Nancy Coryell’s 

(1927) study is an important foundation in the series of research of intensive and 

extensive methods because it represents that more reading, whether it’s of high-interest to 

the reader, easily accessible, or strictly assigned, is more important than reading fewer 

works intensively.  

The results of this study add to the research and provide teachers with the 

information they need to make decisions about how to teach literature. Teachers need to 

be aware of a variety of teaching methods when putting together their curriculum. As 

they plan their teaching objectives and the texts they are going to use, English teachers 
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also need to have a better understanding of the approaches that most effectively help their 

students reach mastery on reading objectives.  

The results of this study show that students in the extensive reading classes did as 

well as the students in the intensive reading classes in all four tests of the literature 

studied. Improvement in comprehension remained equal, and students in the extensive 

reading classes showed statistically significant higher gains in the ability to appreciate 

literature than the students in the intensive reading classes, with even larger statistically 

significant gains from the low performing extensive group. 

When assigning texts to students for reading, these results favor extensive reading 

over intensive reading, and hold significant information to be added to the numerous 

studies on individualized reading, free reading, and literature circles. 

Summary 

As chapter two will show, much as been studied and reported on intensive and 

extensive approaches to reading; however, until this study, nothing since Nancy Coryell’s 

(1927) study at Columbia University, with the exception of Williams’ (1929) experiment, 

has specifically targeted both approaches to determine which one was more effective with 

comprehension and appreciation. While Coryell’s results also favor the extensive method 

of reading instruction over the intensive method, there has not been a study implemented 

recently that compares the two methods. Therefore, a replication of Coryell’s study 

placed in the proper context of today’s student and understanding of research was needed 

to help shed a new light on this pedagogical debate. 



Chapter II 

Review of the Literature 

Every once in a while groups of self-appointed intellectuals get themselves up tight about 
the status of literature and the status of reading in a culture. They feel that something 
must be done to defend a fragile flower against the trampling of barbaric boots. Really 
this seems nonsense to me. Literature is not so delicate that it needs any special 
protection…nor is reading. If it were so, then no outside defense would do much to 
nourish it back to health. 

(Carlsen, 1974, p. 24) 

Introduction 

Teachers of English are constantly looking for better approaches to teaching 

literature. Teachers want to expose their students to as much as they can, but they also do 

not want them to miss the beauty within the craft of writing that makes the works of 

literature something worth studying. Teachers want their students not only to understand 

the books they assign them, but also to understand what exactly makes the book a piece 

of literature that we appreciate on a different level than just another novel. Because 

teachers want their students to understand literature on many levels, many approaches to 

the teaching of literature have been introduced in English education. 

Each approach to the teaching of literature can be classified under one of two 

categories:  extensive and intensive. The extensive approach is reading more with less 

focus on the details, while an intensive approach is reading less with more focus on the 

details. For example, if a teacher wants to teach Shakespeare intensively, she might 

choose one of his plays to read, such as Julius Caesar, with her students, stopping every 

few pages to discuss the style and rhetoric, and have detailed questions at the end of 

every scene. Conversely, an extensive approach might teach Shakespeare by reading 
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Julius Caesar during the same time frame along with two or three other plays by 

Shakespeare, and instead of analyzing language as the class reads or answering the 

detailed questions at the end of each scene, the teacher will discuss the plays with less 

focus on the details as they read, looking for more general, thematic connections. 

Both the intensive and extensive approaches have their unique way of achieving 

the same purpose. The extensive approach allows the students to see more literature and 

gives them more opportunities to make connections to the text that will foster an 

understanding of specific reading skills. For example, if a teacher is teaching figurative 

language, then the extensive reading approach will present more opportunities for the 

student to see figurative language used in literature. The intensive approach, however, 

will not present the student as many opportunities as the extensive approach, but it will 

allow the student to spend more time grappling with the concept of figurative language 

within the limited examples the intensive approach presents.  

While both approaches offer a different way to the same end goal, the research 

presented in this chapter will show that historically teachers of literature tend to utilize a 

more intensive approach over an extensive approach. Throughout America’s history in 

English classrooms, a constant push for more rigor has led teachers toward approaches 

that analyze passages with close readings of whole class novels, which is more of an 

intensive method of teaching literature. However, when looking at the possible end goals 

that teachers attempt to reach, research presented in this literature review suggests that 

the extensive approach may be a more effective method of teaching literature.  

Teachers of English agree that part of their overall goal is for their students to 

understand, through a heightened sense of comprehension and appreciation, what makes 
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literature exceptional. These questions about comprehension and appreciation are what 

spawned the first studies of literature in English education. Nancy Coryell (1927) wanted 

to know the impact of intensive and extensive methods of teaching literature on 

appreciation and comprehension. She found, among many results, that both the intensive 

and extensive were effective in increasing comprehension, but that the extensive 

approach increased appreciation more. Since then, many similar studies have come to the 

same conclusions.  

Many of these studies on the two approaches which support Coryell’s (1927) 

findings are discussed in the review of literature that follows, along with studies on 

comprehension and appreciation of literature.  But these studies are disregarded, as 

Newkirk (2010) points out when discussing the conclusions of the National Reading 

Panel, which completed their report Teaching Children to Read in 2000: 

Qualitative studies, longitudinal studies, and correlational studies were excluded as 

they were not considered part of the “scientific literature.”  The Panel endorsed 

several approaches as scientifically validated – these focused on phonemic awareness, 

phonics, oral reading fluency, vocabulary, and reading comprehension. The panel 

failed to endorse independent reading as a scientifically proven strategy, and the 

shorter, more widely read version of the report even suggested that it’s possible that 

extensive reading does not improve reading proficiency. (p. 21) 

However, the research on extensive versus intensive reading reveals that the 

extensive approach not only allows for an increase in comprehension that rivals the 

intensive approach, but also exposes students to more literature, giving them more text 

connections and a wide perspective in grappling with different genres, modes, and time 
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periods. More importantly, the research reveals that students appreciate literature, in 

terms of evaluative and interpretive ability, more when taught using the extensive 

approach versus the intensive approach.  

The elements of intensive and extensive methods of teaching literature that will be 

discussed in this literature review will start with the history of teaching literature. This 

section will show the major influences throughout the history of teaching literature that 

have led teachers to the methods they used, which will lead up to why we use the 

methods in English literature classrooms today. Then the chapter will discuss the related 

studies on comprehension and the appreciation of literature, which are the two factors 

presented to be measured. What is important to note within these two sections is how the 

research presented defines the measurement of both comprehension and appreciation. 

This will lead to the studies on intensive approaches, followed by the studies on extensive 

approaches.  

In the review of literature that follows, the related studies over the intensive and 

the extensive methods will be separate. However, most of the studies comparatively look 

at the impact of both methods. Therefore, the section on the related studies over the 

intensive methods will focus on how researchers define the intensive approach, along 

with theories that have helped to develop the need for the approach. Also, the related 

studies that examine different intensive approaches on comprehension and appreciation 

will be discussed. 

The review of literature that follows will also separate the extensive methods by 

distinct approaches: free and individualized reading, literature circles, and teacher 

assigned reading. Each section on the approaches will explain the way in which the 
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approach is used in the classroom along with the related studies. Again, related studies 

that examine different extensive approaches on comprehension and appreciation will be 

discussed.

This review of literature will attempt to list the research concerning the elements 

of intensive and extensive methods of teaching literature in order to show the need to 

replicate Nancy Coryell’s 1927 study titled “An Evaluation of Extensive and Intensive 

Methods of Teaching Literature; A Year’s Experiment in the Eleventh Grade.” The

research presented here will show a need to bring an emphasis on focusing efforts on 

comprehension and appreciation of literature. It is important to note that “appreciation of 

literature” is distinctly defined by the research, and does not include “attitudes toward 

reading.” Student “attitude” and “appreciation” are distinctly different, and since this 

review is attempting to show a need to replicate the first English education study, which 

attempted to measure the “appreciation of literature,” the research discussed in this 

review will only cover “appreciation,” not “attitudes.”  

History of the Teaching of Literature 

The history of teaching literature has proven a steady argument over methods and 

content. As research in the field became more prevalent, coupled with a focus on student-

centered awareness, teachers and experts began to voice their concerns about issues over 

what literature to teach and how to teach it. This section will attempt to cover those major 

issues and trends over the last four hundred years in America’s secondary school system 

history. 

In the 1600s, reading instruction was an extension of religious emphasis. 

American reading instruction was tied to England’s motives, methods, and materials. At 
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this time, the church controlled education and used Hornbooks, which were constructed 

in England and commonly used in Colonial America (Smith, 2002).  The first schools in 

Colonial America were reading schools to teach children how to read and understand the 

Bible; therefore, instruction during the seventeenth century was predicated on the Bible, 

psalm books, and hornbooks (Towery, 1979).  

With a biblical foundation, both early hornbooks and the New England Primer 

contained grammatical lessons, the Lord’s Prayer, and biblical stories (French, 1964, p. 

2). During this time, the literary studies were mostly classical, with a focus on Latin and 

classical Greek, which Evans and Walker (1966) claim “were read as models in the 

practice of languages” (p. 2). Dunning (1959) also notes that “rote learning was thought 

to toughen and strengthen the mind, and the classical languages furnished the drill 

materials” (p. 9). 

Once America became independent from Great Britain and established its own 

nation, the government took control of education from religion. With the revolution fresh 

in their minds, the United States’ goal of education at that time was to build national 

strength and good citizens. Nationalistic motive was expressed in the names of the 

readers, such as The American Spelling Book, American Popular Reader, and A History 

of the American Revolution (Smith, 2002). Also included in the reading were moralistic 

materials, such as proverbs, fables, poems, and realistic stories exalting desirable 

qualities centered around religious attributes and morals. Applebee (1974) credits Noah 

Webster’s A Grammatical Institute of the American Language as standardizing the 

language, while also including patriotic or ethical themes alongside religious content (p. 

3).
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In an even bigger step away from religion, academies, such as Benjamin 

Franklin’s Philadelphia Academy established in 1751, began replacing Latin Grammar 

Schools and offered “Latin, English, and Mathematics.” Evans and Walker (1966) also 

note that “this marked the first serious study of certain English classics in the curricula of 

American secondary schools” (p. 4). However, by 1771 Latin and Greek classics replaced 

the English literature studies, leaving the study of grammar the only element left in the 

English curriculum (Evans and Walker, 1966, p. 4). 

In the mid to late 1800s, reading instruction placed emphasis on education for 

intelligent citizenship. This was similar to the nationalistic purpose of bringing unity and 

harmony among various states and instilling loyalty, yet it sought more to realize the 

successes of democracy. Educators realized that the success of the new democracy 

depended not on patriotic sentiment, but upon developing the intelligence of the people. 

Educators knew students would become voters, who would choose the nation’s leaders 

and determined its politics. The series of readers during this time sought a new emphasis 

on reading as a means of obtaining information (Smith, 2002).  

Much of the teaching of literature during this time was shaped by the desire to 

demonstrate that literature, like the rest of the curriculum at that time, offered the “mental 

discipline” that was similar to the type of exercises that honed skills in memory and 

reason. Therefore, it turned to two different fields of scholarship: philology and literary 

history. These fields tended to bog students down with details, and “held little interest for 

students and little relationship to the content of the literary texts themselves” (Applebee, 

Langer, and Nachowitz, 2010, p. 184).   
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William Rolfe’s 1867 American edition of Craik’s Julius Caesar set a pattern of 

structure among literature textbooks, which contained a section on the history of the play 

and detailed notes. By the 1880s, annotated texts were widely used. Hall’s alignment of 

history of culture with child development and Dewey’s progressivism emphasis on 

interrelationships were two major influences on how literature would be taught 

(Applebee et al., 2010, p. 184).   

Another aspect of the 1800s curriculum is college entrance exams. While there 

was secondary education up to this point, not until 1821 do we see the modern high 

school, which began with the English Classical School in Boston (French, 1964). High 

schools were geared to prepare students for college, and taught classical subjects. 

Colleges set up requirements and reading lists, which molded the high school curriculum 

at that time. According to Windover (1979), “The entrance examinations, then, along 

with the influence of college educators like English Conference Chairman Samuel 

Thurber, who saw literature study as an important discipline in its own right, helped to 

establish literature in the secondary curriculum” (p. 33). Windover (1979) also notes that 

while reading lists were being established by colleges, teachers at that time “also called 

for the reading of entire literary works” (p. 32).

Statements from leaders in education at that time also seem to show an increase in 

awareness for the complexity of reading for the first time. The Superintendent of Public 

Instruction in Indiana in 1880 claimed that: 

The public school teaches the child to read, but it does not teach him what to read or 

how to read. It gives him the ability to interpret the printed page, but it fails in a great 
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measure to cultivate in him a taste for that which is pure, elevating, and instructive. 

(as cited by Smith, 2002, p. 109)   

Smith (2002) notes that there were three new developments in the method of 

teaching reading at this time. The first two, which were primarily for the elementary 

grades, are: 1. The sentence method and the story method; 2. The elaborate phonetic 

methods. The third method, however, that Smith (2002) notes is “New techniques to 

arouse appreciation for literature and to establish permanent interest in literature” (p. 

121). This third one is mainly for the upper grades. During this time in the late 1800s, 

emphasis on reading became a means of a cultural asset. The population at this time was 

comfortable and enjoyed a prosperous economy, which allowed reading to be more for 

leisure and peace of mind. People looked to reading as the source of cultural pursuits, 

such as music, art, and literature. Because of the emphasis on gaining cultural tastes, we 

see reading instruction that attempts to instill appreciation.  

Evans (1961) summarizes the development of the teaching of literature in 

secondary schools from the sixteenth century through the nineteenth century:   

The most notable change in the literature program in American secondary schools 

from the Boston Public Latin School of 1635 to the high schools at the end of the 

nineteenth century was the shift from the Latin classics to English classics. This shift 

resulted from the needs of a growing new country and a rapidly rising middle class. 

(p. 19)  

Yost (1980) adds to this summary by claiming that the teaching of literature as a 

separate subject and the need for “students to read works in their entirety began a 
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movement which was to change English instruction to a greater degree in the twentieth 

century” (p. 21). 

Krug (1969) reported that beginning in 1894, the Conference on Uniform 

Entrance Requirements promoted uniform reading lists across the nation, which “became 

the basis for the examinations in English given by the College Entrance Examination 

Board,” and later claims that “these lists came to define the substance of English 

literature throughout the country” (p. 363).

With prescribed lists, secondary teachers felt that the student-centered approach 

was compromised. Mason (1979) notes the criticism of the lists: “The steadily increasing 

objections from school men against the restrictions of entrance requirements were 

obviously influential, as were the demands that the present needs and the growth of the 

pupils, instead of some future needs, should be stressed” (p. 45). However, the National 

Council of Teachers of English (NCTE) met in 1911 to protest the required reading. 

James Fleming Hosic, Secretary of NCTE and Editor of the English Journal, chaired the 

National Joint Committee on the Reorganization of English in the Secondary Schools. 

The committee produced what is called The Hosic Report (1917), which clearly criticized 

the current high school system of solely preparing students for college, claiming that 

preparation for students is best done in the present.   

Hosic (1917) distinguished the high school curriculum from the college 

curriculum, and argued for “a reasonable uniformity of aims and a body of common 

culture” (p. 26). He also felt that English should be recognized as “social in content and 

social in method of acquirement” (Hosic, 1917, p. 27). This led to a certain degree of 

specificity within the curriculum of English concerning the books taught at certain grade 
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levels, and by 1920, most schools were impacted by Hosic’s report which became known 

as the Reorganization Report. It also allowed for individualized reading (Applebee et al., 

2010).

However, during the early 1900s, emphasis on scientific investigation in reading 

became apparent. We start to see measurement instruments, such as Thorndike Scale, 

Hilligas Composition Scale, Buckingham Spelling Scale, and the Gray Standardized Oral 

Reading Paragraphs, used to obtain scientific information on reading education. New data 

determined methods, materials and administration. These measurements resulted in 

innovation in reading instruction, transition from an emphasis on oral reading to silent 

reading, and psychologists began researching reading deficiencies (Smith, 2002). 

But reading also became more realistic. Between 1918 and 1925, Smith (2002) 

notes that this time period is “marked with an exaggerated and, in some cases, almost 

exclusive emphasis on silent reading programs” (p. 150). Smith (2002) cites Dr. Edmund 

Huey at the time as an example of the thinking that emphasized silent reading, stating that 

up until now, reading aloud was the preferred method of reading instruction, 

even in the face of the obvious fact that it is mainly done silently. The consequent 

attention to reading as an exercise in speaking, and it has usually been a rather bad 

exercise in speaking at that, has been heavily at the expense of reading as the art of 

thought getting and thought manipulating. (p. 151) 

Here we see recognition of silent reading and its importance to the reader.  

In the 1930s, Wilbur Hatfield chaired a committee that produced a report known 

as An Experience Curriculum in English. Fay (1979) notes that Hosic and Hatfield 
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fought to put the high school in charge of its own affairs for more freedom for 

teachers and pupils in the selection of subject matter, for a separation of English for 

work and English for pleasure, for a functional approach to grammar, for more oral 

composition, for more varied reading, for more American and contemporary 

literature, for more literature read as a reflection of life, and for more oral and written 

composition dealing with experience. (p. 49)  

This effort and others like it became known as the Curriculum Reorganization 

Movement. However, even with the movement, Fay (1979) notes that “the intensive 

study of a few traditional classics remained the heart of the English course” (p. 49). 

During the 1930s, two issues in teaching literature were debated. The first matter 

concerned the teaching of literature intensively and extensively. The Commission on 

English (1931) stated “that the emphasis should be placed on both extensive and 

intensive study of literary selections” (p. 208). However, in the report, the Commission 

placed more emphasis on the intensive method of teaching literature:   

It is true that for some students even very guided intensive study serves chiefly to 

create a distaste for the work in question, but for many in each class it may mean a 

real revelation of what great literature has to offer, both in content and form. To these 

latter the school is surely being unfair, if it sends them out without some training in 

methods of intensive reading, and without the thorough familiarity with some great 

works that can come only from such reading. (The Commission on English, 1931, p. 

208)

The second concern in teaching literature revolved around what literature to teach. 

Teachers and experts argued for and against current works and the classics. NCTE took 
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the position in favor of the student, which by most accounts went against “the advantages 

of studying traditional masterpieces” (Fay, 1979, p. 208).

In an attempt to find a common ground between the issues of method and content, 

NCTE formed the Basic Aims Committee in the 1940s. Evans and Walker (1942) cite the 

objectives set forth by the Committee: “the literature should help a student develop his 

value system; American literature should dominate the literature curriculum; and 

literature should meet the needs and abilities of all students” (p. 45).

Interestingly, though, during the mid-1920s through the mid-1930s, Smith (2002) 

also notes that “children’s interests in reading proved to be another favorite topic of 

investigation” during this time (p. 190). Smith (2002) goes on to cite the summary of 

studies focused on the different phases of reading interests: 

The most striking fact about children’s preferences in reading is that they vary widely 

at each age and grade level. This is contrary to the view which prevailed earlier to the 

effect that all children in each grade are interested in and should read to a very large 

extent the same kinds of books. (p. 190) 

Here, for the first time, we see a need for individualized reading, a reading method 

developed due to the research in the area of reading interest.  

In the 1930s, curriculums in English also looked more towards experiences, such 

as the project method. Applebee et al. (2010) note that “the project method emphasized 

purposeful activity, which in turn ‘brings satisfaction and thus forges the necessary bonds 

between stimulus and response’” (as cited by Applebee et al., 2010, p. 187). This view 

also meshed well with one of the most influential theorists in the reading of literature at 

that time.
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Louise Rosenblatt’s Literature as Exploration, written in 1938 and now in its fifth 

edition, strongly argues for the importance of this response. In the chapter titled “The 

Literary Experience,” Rosenblatt (1995) discusses how a student derives meaning from a 

text:   

The literary work exists in the live circuit set up between reader and text: the reader 

infuses intellectual and emotional meanings into the pattern of verbal symbols, and 

those symbols channel his thoughts and feelings…It is easy to observe how the 

beginning reader draws on past experience of life and language to elicit meaning from 

the printed words, and it is possible to see how through these words he reorganizes 

past experiences to attain new understanding. (p. 24-25) 

Just thinking about a book that changed your perspective on a topic can prove how 

Rosenblatt’s transactional theory works. Rosenblatt argues that diminishing the 

connection made by the reader only hurts the effectiveness of the teaching. Rosenblatt 

(1995) continues and shows how this mistake can be avoided:   

The teacher of literature, then, seeks to help specific human beings discover the 

satisfactions of literature. Teaching becomes a matter of improving the individual’s 

capacity to evoke meaning from the text by leading him to reflect self-critically on 

this process. The starting point for growth must be each individual’s efforts to 

marshal his resources in relation to the printed page. The teacher’s task is to foster 

fruitful interactions – or, more precisely, transactions – between individual readers 

and individual literary texts. (p. 26)   
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Rosenblatt’s transactional theory puts an emphasis on the readers, and steered the 

direction of teaching literature more toward a student-centered approach, instead of a 

content, or teacher-centered approach. 

The emphasis placed on the reader continued into the 1950s and 1960s. Purves 

and Beach (1972) summarized their studies on literary responses: “It is what the reader 

brings to the text as much as the text itself that determines the nature of the response…the 

reader takes as active a role in determining the message as does the sender” (p. 177). But 

proponents of the intensive method, such as James Squire (1966), continued to voice their 

arguments, claiming that literature programs do not focus enough on the close reading of 

texts, and instead focus “too much on the superficial coverage and talking about texts” (p.

287). Yet Squire’s (1966) research with the National study of High School English 

Programs led him to the following conclusion:   

The data we have assembled leads us to recommend more carefully planned attention 

to teaching the methods and the approaches of close reading of individual texts, far 

less coverage (of history, works, authors); far more guided individual reading 

programs built upon the intelligent use of classroom book collections. (p. 288)  

   During the Post-War Era, English curriculum redefined its role and attempted to 

develop an understanding of patriotism within the student. This led to a curriculum that 

was based on the interests and needs of the student. In 1945, the National Council of the 

Teachers of English responded to these issues by establishing a Commission on the 

English Curriculum under the direction of Dora V. Smith. The commission produced 

three reports which emphasized the organization of language arts activities around a 
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central theme or purpose. One section, which addressed the secondary curriculum, was 

titled “Meeting Youth’s Needs through Literature” (Applebee et. al., 2010, p. 191-192).  

During the 1970s, and more prevalent in the 1980s and 1990s, a more 

constructivist approach to teaching and learning became dominant. The theory suggested 

that learning within meaningful context is most effective. Applebee et al. (2010) cite 

Britton (1967) as arguing “the most important outcome of literary study should be ‘a 

legacy of past satisfactions” (p. 194).

In 1989, the English Coalition Conference spent three weeks to create a report in 

reaction to prescriptive lists. However, the report “fails to offer clear guidelines for the 

teaching of English language arts in general or the teaching of literature in particular” 

(Applebee et al., 2010, p. 194).  Applebee et al. (2010) also cite one of the guidelines as 

an example: “Invite students to read deeply in our diverse literary tradition, including 

writing by men and women of many racial, ethnic, and cultural groups” (p. 194). While 

the guidelines do not give the specificity of learning objectives some might want, it does 

give way to a more extensive approach in reading instruction. 

More recently, we seem to be going back to the prescriptive lists and national 

standards that have roots in the Great Books program of Mortimer Adler and cultural 

literacy of E.D. Hirsch. This is also in parallel with the Social Justice Agenda, which 

again, is prevalent throughout our nation’s educational reform talks. The emphasis is the 

alignment of curriculum, assessment, and teacher materials and education. This type of 

emphasis, under the ideals of Adler and Hirsch, make it clear what each grade level 

should study. This emphasis, also, pushes out much of the progress of individualized and 

extensive reading methods. 
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Overall, the history of teaching literature in English classrooms has been a 

consistent battle between what to teach and how to teach it. The need for the subject to be 

rigorous seems to have driven most of the ideologies throughout its history. Whether 

English class needed the mental discipline that the other subjects claimed, or it was the 

type of reading that is considered challenging, the approach to teaching literature seems 

to be centered around the idea that rigor brings about the best results. 

Measuring Reading Comprehension 

Measuring reading comprehension is elusive. Willis (2008) best describes this 

elusive nature metaphorically:  

I believe reading comprehension is a fluid, cognitive, linguistic, and social process 

that defies exactitude. It is at once and simultaneously invisible, individual, and 

intimate yet it is affected by a host of influences beyond the control of the reader. 

Attempting to capture it, whether through standardized reading comprehension tests, 

informal assessments, or oral reading, is synonymous to catching water with your 

fingers. There will be seepage, there will be missed ideas, and there will be 

misunderstandings of the process. (p. xix) 

Even though experts can agree that there is no perfect instrument in measuring 

comprehension, there have been many attempts to do so through multiple choice tests, 

oral examinations, and written responses. These tests are beyond the scope to list here in 

this study; therefore, this section will list the major research and theories developed over 

the last hundred years that have attempted to define and identify exactly what reading 

comprehension is, as well as the elements taken into consideration when attempting to 

measure it. It is also important to note that the researcher of this literature review plans to 
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use comprehension tests that are created based on the theories and elements listed here 

for the study this literature review is supporting.   

Defining comprehension must come first before we can decide on how to measure 

it. McGraw (2006) claims that defining comprehension is important for three reasons: 

“(a) assessments must accurately assess the behaviors that represent the student’s 

understanding, (b) assessments must yield instructionally relevant information and (c) 

assessments should be efficient in administration and summarization” (p. 24).

Throughout the years, however, these aspects of behavior, relevancy, and efficiency have 

been debated on many levels within the definition of comprehension itself, and can all go 

back to one fundamental debate. 

The major debate in defining comprehension starts with the basis of reading as 

skills based or product base. Johnston (1983) asks if reading should be considered a 

process or a product: “should it be viewed as the change in (or state of) knowledge which 

has occurred through reading, or as the process by which the change (or state) comes 

about?” (p. 2). If viewed as a process, then comprehension has “identifiable subsystems,” 

and if not, then comprehension is seen as a “complex process” (Johnston, 1983, p. 2).

Johnston’s (1983) definition of comprehension is a product of this debate. He contends 

that comprehension is not proven through simple recall of details. Instead,  

readers have comprehended a text only when they have established logical 

connections among the ideas in the text and can express these in an alternate form. In 

this way, inferences are critical acts of comprehension, since they allow us to make 

various words meaningful, join together propositions and sentences, and fill in the 

missing chunks of information. (p. 7) 



28

Thorndike is one of the first researchers to address the mental skills involved in 

comprehension, and claimed that reading comprehension is much like reasoning in math, 

stating “that reading is, in fact, reasoning and therefore, not a series of subskills, can be 

reduced by recognizing that reasoning is not an indivisible ability” (as cited by Johnston, 

1983, p.10). Thorndike (1918), in “Reading as Reasoning,” attempts to characterize, as 

Sarroub and Pearson (1998) note, “what must go on in the mind to produce the sorts of 

answers readers come up with in response to questions about what they have read” (p. 

98).

In the 1970s comprehension was labeled an active process. The paradigm shift 

from behaviorism to cognition focused attention toward the process of comprehension 

instead of specific skills (Sanchez, 2010). The National Reading Panel (2000) agrees with 

both sides, stating: 

First, reading comprehension is a complex cognitive process that cannot be 

understood without a clear description of the role of vocabulary development and 

vocabulary instruction play in the understanding of what has been read.  Second, 

comprehension is an active process that requires an intentional and thoughtful process 

between the reader and the text. (p. 13) 

Some researchers agree that the “cognitive process” that the National Reading 

Panel refers to in their definition of comprehension include memory. Some critics claim 

that memory and comprehension are intertwined, and that the product tests of 

comprehension really test memory, and the longer the subject goes before answering 

questions about the text, the more memory is being tested (Johnston, 1983). 
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However, most approaches today see comprehension as a product of interaction 

between the reader and the text, and feel that the product is more important than the 

process. Snow (2002) agrees with this position, claiming that comprehension is made up 

of three elements: the reader, the text, and the activity. “In considering the reader, we 

include all the capacities, abilities, knowledge, and experiences that a person brings to the 

act of reading” (p. 11).

This perspective of comprehension lends itself to broader assessment. Wilde 

(2002) has a more simple definition of what it means to assess comprehension:  

“Evaluating whether a student has understood what she’s read” (p. 59). She notes that the 

evaluation of such is done either through discussion or multiple choice (p. 59). For the 

discussion, Wilde (2002) claims this could be done in a classroom setting and “might 

involve being able to participate intelligently in a group discussion of a book, or write an 

interesting response to it” (p. 60). With the multiple choice approach, Wilde (2002) 

brings up the “testing well” factor, and notes the “risk of false negatives” due to 

background knowledge unforeseen by the tester or, more importantly, “students who 

understand what they read but don’t score well on comprehension tests” (p. 61).

Another issue of defining comprehension that was briefly considered was 

distinguishing between general reading comprehension and specifically measuring the 

comprehension of literature. Researchers such as Feder (1938) created the 

Comprehension Maturity Test, which distinguishes between facts, appreciation, and 

inferences within reading comprehension. The appreciation portion of Feder’s test is 

unique to the elements of literature. 
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The specificities of literature include the ability to read across the varying genres 

and modes. Because of this aspect, Harris (1948) claims that the measurement of 

comprehension of literature must deal with two questions “concerning the ‘generality’ of 

comprehension”: (a) how do teachers deal with the variety of materials taught in English; 

and (b) how do you test comprehension of these various genres and modes (p. 280). In an 

attempt to answer these questions, Harris (1948) put together a test by “defining 

comprehension in terms of seven behaviors or reactions and then using this definition as a 

guide in preparing test items for the selected passages” (p. 281).

In developing this guide, Harris (1948) identifies “four major kinds of operations” 

for the comprehension of a literary passage: “(1) translating; (2) summarizing; (3) 

inferring the tone, mood, and intent; and (4) relating technique and meaning” (p. 282).

Later, Harris (1948) expanded on these “operations,” and developed the seven 

recognitions listed below as behaviors and skills integral in comprehending literary 

passages:   

1. Recognition of synonyms or equivalents for uncommon words and groups of 

words as they are used in the context.  

2. Recognition of equivalents for words and groups of words that are used 

figuratively or as symbols.  

3. Recognition of antecedents of pronouns, of subjects and predicates in loosely 

organized statements or in statements with inverted or uncommon word order, and 

of missing parts or elliptical statements.  
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4. Recognition of summaries or ideas expressed or implied, including the main idea 

as well as subordinate ideas, the subject of the discourse, the situation being 

discussed or described, etc.  

5. Recognition of summaries of characteristics of persons or characters described in 

the passage, including their actions, motives, attitudes, etc.  

6. Recognition of author’s attitude toward his subject, his characters, etc., of his 

mood or emotion, and of his intent or purpose.  

7. Recognition of the relationship between technique and meaning, including the 

function of comparisons, the function of sentence structure and word choice, etc. 

(p. 332)  

Harris refers to the work of Irion, Hartley, and Davis before listing his seven 

recognitions. Irion (1925) put together five aspects of comprehension that students 

grapple with when dealing with literature, and developed a test to measure each aspect. 

The five aspects of comprehension Irion (1925) tested are: (1) overall reading; (2) facts; 

(3) expression; (4) word knowledge; (5) general information (as cited by Harris, 1948, p. 

281).

Another study that informed Harris was Hartley’s (1930). Hartley looked at 

poetry and noted four aspects of comprehension: “(1) meanings conveyed by figures and 

symbols; (2) meanings conveyed through sense impressions; (3) meanings conveyed by 

suggestion or implication; (4) literal expression when typically condensed or structurally 

irregular” (as cited by Harris, 1948, p. 281).

Lastly, Harris (1948) notes that Davis (1944) identified the following nine “basic 

reading skills”:



32

(1) knowledge of word meanings, (2) ability to select the appropriate meaning for a 

word or phrase in the light of its particular contextual setting, (3) ability to follow the 

organization of a passage and to identify antecedents and referents in it, (4) ability to 

select the main thought of a passage, (5) ability to answer questions that are 

specifically answered in a passage, (6) ability to answer questions that are answered 

in a passage but not in the words in which the question is asked, (7) ability to draw 

inferences, (8) ability to recognize the literary devices used in a passage and to 

determine its tone and mood, (9) ability to determine a writer’s purpose, intent, and 

point of view, i.e., to draw inferences about a writer. (p. 186) 

Even in distinguishing between comprehending literature, the details in all the skills 

listed show that comprehension is about both process and product. Harris, Irion, Hartley, 

and Davis all identify subskills, such as “word meaning,” alongside more encompassing 

skills, like “determine a writer’s purpose.”  

Again, this brings us back to the issue of process versus product, and determining 

which approach to measuring comprehension is best. As Johnston (1983) states:   

For the purpose of diagnosis, in particular, the problem is that we are stuck for the 

most part with product measure, when we are more interested in processes, since 

these are what we can influence through instruction. It seems that the two approaches 

to assessment (process and product) should not be dichotomized but rather should be 

considered complementary approaches to the same problem. This view is based on 

the assertion that both elements of process and product in many forms of assessment 

and that reading comprehension will be impeded by failure of processing, storage, or 

retrieval of information. (p. 17-18) 
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In looking at these definitions of comprehension, it seems that any product based 

measurement should have various elements of reading skills tested within the test itself. 

For the purposes of this study, the comprehension will be predicated on literature, so 

much of the measurements of skills will be geared toward aspects of teaching English 

literature along with basic comprehension of understanding the text in question as an 

entire literary work. 

Attempts to Measure the Appreciation of Literature 

Walter Loban (1948) was referring to the difficulty of measuring abstract end 

goals faced by English teachers when he claimed “no one in the teaching profession is 

more afflicted by that dispersal of energies which results from vague and noble aims and 

from lack of proof that the aims are accomplished” (277).  Loban (1948) is not talking 

about comprehension of a text.  While it is debatable, comparably speaking, 

comprehension is a measurable skill. Measuring the appreciation of literature, though, is 

arguably an impossible feat. Loban (1948) is specifically referring to a student’s reaction 

to “reading emotionally and imaginatively,” as well as the reader’s sensitivity “to the 

system of values expressed by the author” (p. 277).  Carroll (1933) makes this more 

complex by arguing that “it is quite possible that the student who appreciates 

intellectually does not appreciate emotionally” (p. 185).

So what does it mean to “appreciate literature”? In defining appreciation of 

literature, Cooper (1971) distinguishes between discriminating, valuing, and preferring, 

since an individual can “discriminate between two works using various criteria without 

valuing one over the other” (p. 6). Referring to literature, Pooley (1935) defines 

appreciation “as the emotional responses which arise from basic recognitions, enhanced 
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by an apprehension of the means by which they are aroused” (p. 628). Here, Pooley 

(1935) claims that appreciation of literature is the ability to respond emotionally to a text 

and have an intuitive understanding of how the response is created from the text. Again, 

the essence of the appreciation is within the emotions of the reader; therefore, 

controversy over the ability to measure how one “feels” about a given text, and then 

claim that the feeling is better or worse than someone else’s seems to be at the heart of

the argument.  

However, the attempts to objectively measure appreciation of literature are 

documented. And, more importantly, “if the end result of our literature teaching has not 

been the development in the child of the ability to distinguish between really good 

literature and the cheap material with which our news stands are flooded, then we have 

failed in our job” (Carroll, 1933, p. 185). More recent studies also attempt to ask students 

to determine “which author they considered to be a better writer” (Greenlee, Monson, and 

Taylor, 1996, p. 221). So if English teachers agree that distinguishing between good and 

bad literature is important, then there needs to be a way of identifying if approaches to 

teaching this distinction are working.  

Before measuring such a dubious skill as the ability to appreciate literature, 

researchers first clarify the elements that make the measuring difficult. There are three 

major elements of study in the problems of literature: aspects of literature; methods of 

teaching literature; and the characteristics of the reader (Cooper, 1971, p. 5). Aspects of 

literature and methods of teaching it are problems that fall on the side of the teacher. 

Appreciation of literature, however, falls on the third aspect listed: the reader. This 

becomes an important aspect for creating the measuring instrument, since 
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“characteristics” include interests and background knowledge as part of the role in 

determining what is good and what is bad. This becomes the central claim of most 

researchers and teachers as to why appreciation of literature is impossible to measure.

Nonetheless, Cooper (1971) goes on to list the possible classifications of studies 

on the characteristics of readers: (a) Impact of a work of literature or the process the 

reader goes through in interpreting the work; (b) Studies of the reader’s attitude toward a 

particular study of literature or a particular work; (c) Preferences for a particular work; 

(d) Effect on response to literature as a result of some method of teaching; (e) Attempts to 

identify certain types of responders; (f) Attempts to identify correlations between 

response and intelligence or reading ability and variables like teacher or sex (p. 5-6).  

Within these classifications, there is a large amount of work dedicated to the assessment 

of appreciation of literature in order to better understand how teaching impacts these 

characteristics. 

After identifying what to measure, the next issue in measuring appreciation is 

finding a valid and reliable measure. The more common approach to assessing 

appreciation is through discriminating among poems and prose or extracts from poems or 

prose. The validity of the excerpts comes from either a recognized classic or an expert 

opinion. Selections are then ranked by the experts and placed in order. The individual 

who is being tested is then measured against how well they rank the pieces compared to 

the expert ranking.  

In one of the first attempts to look at prose preferences in students between the 

age of nine and fourteen, Ballard (1914) wrote three different versions of an excerpt from 

Sir Thomas Malory’s Morte d’Arthur, which he labeled florid, plain and jocular. He 
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found that kids are more interested in content than they are in style, yet also noted that 

appreciation for style increases with age, and that teachers had an influence (as cited by 

Cooper, 1971). 

In an attempt to “regain a balance in the emphasis in teaching,” Speer (1929) put

together a study that “concerns itself with the measurement of certain appreciative 

functions in the elementary grades” (p. 2). While Speer (1929) contends that because 

appreciation of literature is emotional it is impossible to measure the degree of 

appreciation since one cannot measure the amount a reader emotes, he also feels that the 

pursuance of measurement leads to better teaching. With this in mind, Speer (1929) 

paired thirty prose pieces asking the subjects to differentiate between the pieces to test the 

ability to recognize which is good and better and which is poor and poorer. Speer did 

something similar with poetry, asking the subjects to choose the better selection between 

the two (p. 20-27). 

Carroll (1932) put together a test of prose appreciation using twelve sets of four 

prose pieces that were on the same subject and varied in quality called The Carroll Prose 

Appreciation Test, which is no longer in print. Carroll (1932) took into consideration 

three factors:  “Subject, length, and source.”  Each passage selected, “with the advice and 

cooperation of a literary critic,” was short and similar in length, which all came from 

books of high and poor quality, literary magazines, and “from mutilations” (p. 401). The 

test was given to three thousand Minnesota high school students, and “is based upon the 

assumption that the ability to appreciate literature can be measured by revealing the 

degree to which an individual discriminates among passages of varying worth” (p. 409-

410).
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Carroll (1933) also used The Carroll Prose Appreciation Test on six hundred 

junior high school and two hundred and seventy senior high school students for whom 

intelligent rating scores were available. The study concluded that “brighter students” have 

a much better “literary judgment than the dull” (p. 57).

Williams, Winter, and Woods (1938) used a variety of tests “to ascertain how far 

the various manifestations involve a general aesthetic capacity entering into all, how far 

they depend on general intelligence, and in what ways they are influenced by 

temperamental type, social environment, school teaching and the like” (p. 265). They 

tested over two hundred school children from elementary to secondary. There were five 

tests asking the subjects to rank in order of merit, and the number of comparisons 

increased with the age of the subject being tested. Discussing the grading of the tests, 

Williams et al. (1938) state “we can only ask how closely does his order or his grading 

agree with the standard accepted” (p. 266).

Of the five tests, Test A asks the subjects to read fifteen compositions and “rank 

the passages in order of merit” (Williams et al., 1938, p. 267). Test B asks the subjects to 

sort passages into three piles:  like, neither like nor dislike, and dislike. Of the ranking 

order tests, this is the only one that asks for the subjects’ personal opinion of the piece. 

After separating the passages in test B, subjects are then asked to divide each of the three 

initial piles into three or four more, assigning each of the piles a ranking number 

(Williams et al., 1938, p. 267). Test C has sixty pairs of extracts:  thirty prose and thirty 

verse. With test C, subjects are asked to mark the better excerpt between the two pieces. 

Test D has triple comparisons of fifty sentences of prose only. Each question has three 

versions of each sentence and the test was designed to “bring out different aspects of 
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appreciation.” The aspects included the sound of the sentence, the construct, and the 

“aptness of particular words” (Williams et al., 1938, p. 268). Test E, has thirty prose 

passages and thirty poetry excerpts and asks the subjects to place in correct ranking order 

(Williams et al., 1938, p. 267-268). 

From these tests, Williams et al. (1938) conclude that appreciation “increases 

steadily with increasing age” (p. 283). The results of the testing also show that the 

appreciation of literature correlates highly with intelligence. 

Cooper (1971) cites Harpin as creating a test that combines the Williams, Winter, 

and Woods test with the Carroll test. He claims it is a “test consisting of matched pairs of 

extracts from novels…to be arranged in order of preference” (p. 10).

Attempts to measure the appreciation of poetry have been much the same as 

measuring prose. While much of the measurements aforementioned measure prose and 

poetry appreciation, many tests have been created that solely measure poetry 

appreciation. One of the first, and the one used by Coryell (1927) to measure appreciation 

in poetry, is the Abbott-Trabue Exercises in Judging Poetry. Abbott and Trabue (1921) 

note that teaching literature “should lead to increased ability to tell good from bad, and 

increased preference for the good, as a guide not merely to enjoyment of the classical, but 

to discriminations in the view” (p. 101). Therefore, they devised the test by rewriting 

quality poems into worse versions of the original. From more than one hundred sets of 

poems (four versions of each), Abbott and Trabue (1921) pared down the selections to 

two versions, X and Y, of thirteen sets of poems for each test. They sent these sets to 

approximately three thousand five hundred judges, ranging from fifth grade to graduate 
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school. Each set included the original poem and three inferior versions. Abbott and 

Trabue (1921) discuss how they created the inferior versions:   

In lowering the poetic quality, then, of each poem the attempt has been in one version 

(called hereafter ‘sentimental’) to falsify the emotion by introducing silly, gushy, 

affected, or otherwise insincere feelings; in another version (‘the prosaic’) to reduce 

the poet’s imagery to a more pedestrian and commonplace level; in a third (the 

‘metrical’) to render the movement either entirely awkward or less fine and subtle 

than the original. (p. 103) 

Leopold (1933) tested two groups at the start of thirty-three lessons, the 

experimental group receiving “creative work,” while the other group followed “the usual 

conventional methods of reading and discussions” (p. 45). She used four types of tests, 

labeled Type A, Type B, Type C, and Type D. Type A asks subjects to rank three stanzas 

in order of preference; Type B is the Abbott and Trabue test; Type C asks subjects to 

rank five stanzas; Type D has two passages, an excerpt from a recognized poem 

alongside a mutilated version (Leopold, 1933, p. 47).  

Eppel (1950) investigated the possibility of creating “an adequate test of 

differences in the ability to discriminate poetical quality” (p. 111). The test consisted of 

excerpts of poems with lines missing. The subjects were asked to fill in the gaps with the 

best-suited line from a selection. The choices included the original (correct answer) and a 

variety of lines that were “artificially weakened variants” (p. 112). Eppel’s (1950) test 

was different from the other tests of appreciation since it did not ask the subjects to 

compare different poems or authors.  
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Eppel (1950) took into consideration the following when constructing the test: (a) 

Poems should be of high literary merit; (b) Poems should be from a fair range of genres; 

(c) Poems should be unknown to the subjects; (d) Vocabulary should be appropriate; (e) 

Precautions were made to prevent the variations from being as good or better than the 

original; (f) Correct answer should test the aesthetic nature (p. 112).  

Britton (1954) set out to “employ a ‘test’ to measure the response of a number of 

persons to ‘goodness’ and ‘badness’ in poetry” (p. 196). Britton (1954) used eight poems 

from thirty-one used in a previous study and it was assumed that each poem had a 

specific point to communicate. The “bad” poems were written by the experimenter and 

had no specific point to communicate. Britton (1954) claims that the “bad” poems “were 

made to look like poetry, but, since they have nothing to communicate, they are not” (p. 

197). Subjects were then asked to arrange the poems in order of preference as well as add 

comments wherever possible.  

Melvin Rigg (1937) created The Rigg Poetry Judgment Test, which is another 

popular test of poetry appreciation. There are two forms, both consisting of thirty-five 

items with two possible choices for each. Rigg (1937) describes the items: “A short 

selection, two to six lines, from some standard poet is matched with a spoiled parody, 

similar to it but written with the idea of producing something inferior” (p. 149). The 

student is asked to choose the better of the pair.  

Another way to measure appreciation is through a set of stated objectives in 

teaching literature for appreciation and then test those objectives. The approach can be 

similar to the aforementioned testing of comparisons as long as the objectives are stated 

and taught prior to the testing. One of the first of these types of tests, and also used 
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alongside the Abbott-Trabue poetry test in Coryell’s (1927) study, is the Logasa-McCoy 

Seven Tests in Appreciation of Literature. In 1925, Hannah Logasa and Martha McCoy 

developed multiple choice questions over prose and poetry consisting of “seven leaflets, 

six of them devoted to various elements of appreciation, and the seventh to the composite 

we call taste in poetry” (Hatfield, 1925, pg. 737). The questions on the Logasa-McCoy 

Seven Tests in Appreciation of Literature covered the following: (a) General theme of the 

piece; (b) Reader participation as it relates to emotion; (c) Discrimination of sensory 

images; (d) Comparisons; (e) Recognition of verse movements; (f) Discrimination 

between superficial and insincere expression by the writer; (g) Taste in poetry (Hatfield, 

1925, pg. 737).   

Tests like these seemed to move in the direction of evaluating the responses more 

than simply looking at the objective ranking order or preference. From this perspective, 

Pooley (1935) proposed measuring appreciation through responses to poetry and prose. 

Pooley claims the measurement “must consist of two parts and must measure two 

abilities:  first, the degree of sensitivity to those qualities which make for excellence in 

literature; and second, the degree of apprehension [or intuitive understanding] of the 

means by which literary excellence is achieved” (p. 631). Further, Pooley (1935) notes 

there needs to be three steps in developing such a test:  “(1) analysis of the specific 

sources of appreciation; (2) creation of tests for each element in the analysis; (3) 

experimental validation of each of the basic tests” (p. 632).  Pooley (1935) also notes that 

a test of this type would allow students to measure their own growth in their sensitivity to 

literature and the English classroom will focus more on the aesthetics of literature than 

the facts. However, the test was never developed (p. 633). 
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Smith and Tyler (1942) report the discussions of The Committee on the 

Evaluation of Reading of the Progressive Education Association, which is also known as 

the Eight-Year Study, citing “the committee selected from the preliminary analysis seven 

behaviors or reactions to reading which seemed to them to be of considerable 

importance”: (a) satisfaction in the thing appreciated; (b) desire for more of the thing 

appreciated; (c) desire to express one’s self creatively; (d) identification of one’s self with 

the thing appreciated; (e) desire to clarify one’s own thinking with regard to the life 

problems raised by the thing appreciated; and (f) desire to evaluate the thing appreciated 

(p. 247-248). The study also listed actions and responses that would constitute 

categorizing the reaction under one of the six aforementioned.  

 Responses to literature can also measure appreciation through the level of content 

analysis. This is a seemingly preferred method to discrimination or objective tests 

because, as Cooper (1971) notes, “the material for study is a student’s own written essay 

of response to a literary work rather than the pattern of his choices on a test” (p. 19).  The 

most famous of this type of measurement is I. A. Richards’ Practical Criticism. Richards’ 

(1935) study asked college students to respond to various poems without the attachment 

of the author, taking away any preconceived notions about the quality of the work in 

question. The students’ responses revealed much about the teaching of literature in 

schools and colleges, and continue to have an impact. 

 Richards (1935) found that readers have the following difficulties in reading 

literature: (a) The ability for the reader to make sense out of poetry; (b) Appreciation of 

poetic form; (c) Inability to visualize imagery; (d) Distracted by details with abstract 

associations; (e) Reliance on stock responses; (f) Overuse or reliance on certain emotions; 
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(g) Inability to separate the merit of the poetry from the worth of the views and beliefs 

about the world stated in the poetry; (h) Inability to judge the poem separate from the 

expectations of technical correctness; (i) Inability to separate the merits of the poem from 

the general theories and preconceptions about the poems nature and value (p. 13-17). 

These elements paved the way for much of the measurements in content analysis in the 

appreciation of literature. 

 Taba (1955) also attempted to measure appreciation through content analysis. In 

an eighth grade classroom of twenty-five students, Taba (1955) categorized responses to 

books and stories into four possibilities:  “Projections or attempts to understand, evaluate, 

and explain behavior; Generalizations involving the distillation of facts into general 

principles governing behavior; Self-references; and Irrelevancies” (as cited by Squire, 

1964, p. 6-7). Taba (1955) believes her study revealed four types of responders as well:  

those who read without generalizing or connecting to previous experiences; those who 

find meaning only through associations with their own experiences; those who advise 

characters how to behave; those who generalize and are given a new experience (as cited 

by Squire, 1964, p. 7). 

Squire (1964) refined Taba’s approach of measuring student responses. Using 

four short stories, Squire studied the responses of fifty-two ninth and tenth graders and 

categorized them into seven possible responses: literary judgments, interpretational 

responses, narrational reactions, associational responses, self-involvement, prescriptive 

judgments and miscellaneous (p. 17-18). Squire (1964) reports that “One of the more 

interesting findings is the strong positive correlation between percentages of responses 

labeled literary judgment and self-involvement, indicating that readers who become 
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extensively involved in stories are also inclined to evaluate the literary qualities of a 

selection” (p. 51). He also notes that teachers need more reliable measurements for the 

quality of student responses to literature, as well as the need for techniques to help 

students with misinterpretation, and that English curriculum “should contain a number of 

literary selections which have many points of contact with readers and are thus accessible 

to adolescent involvement” (p. 56).

Wilson (1966) used the same response categories that Squire developed to assess 

instruction of three novels on college freshman. Wilson’s (1966) findings did not show as 

much misinterpretation as Squire’s, which can be explained by the age difference.

Similarly to Squire, however, Wilson (1966) reports the “freedom of response” will 

continue within new assigned work as long as “the instructor…does not impose on the 

students his own interpretation of the work” (p. 41). More interestingly, Wilson 

concludes that while an intensive study of the work will increase the ability to interpret 

the literature, it will also result in the loss of the student’s empathy with the work (p. 41).

 Purves (1966) created a more detailed approach to analyzing responses to 

literature. He looked at the responses of literary critics, teachers, and students and created 

a document of content analysis with one-hundred and twenty elements grouped into four 

broad categories: (a) Engagement-involvement between the reader and the work; (b) 

Perception of the work; (c) Interpretation of the work as the writer conceives it to be; (d) 

Evaluation of the work in relation to the writer and the world. (p. 7-8). Cooper (1971) 

notes, “What seemed most fruitful to Purves was to look at the responder’s relationship to 

the work of literature” (p. 22). Purves (1966) concludes by encouraging teachers of 
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English literature to be “flexible in his treatment of literary study” and to be aware of 

both the successes and failings of the approaches to teaching (p. 65). 

 Greenlee et al. (1996) focused on students’ responses to independent reading and 

their ability to judge literary quality between series books and recommended literature. 

Greenlee et al. (1996) set out to determine the following questions: “Does the trend in

reading series books interfere with readers’ appreciation for nonseries literature?” as well 

as “Will they even recognize the literary quality of recommended books when they read 

them?” (p. 218). She analyzed the student responses and found that while engagement-

involvement responses to open-ended questions was higher by twelve percent in favor of 

series books, the students who liked recommended books as well as series books “showed 

little evidence of being able to articulate a conscious, objective evaluation of the writing” 

(Greenlee et al., 1996, p. 223). 

 While there still is much to debate about in claiming a reliable measurement of 

the appreciation of literature, it seems that the development of the measurement has led 

most researchers to a content analysis approach of student responses. Considering the 

theories that have developed concerning responses to literature, a more empathetic 

approach to identifying appreciation has become prevalent. This empathetic approach 

takes into consideration the reader and his ability to respond to the text with a heightened 

sense of appreciation for what is good and what is bad. Forehand (1966), a psychologist 

who worked with English teachers to develop ways of evaluating curriculum in high 

school English classrooms, claims “What we want to measure is complex but subjective; 

the methods we have to work with are objective but simple. The problem, then, is to 

make our goals more objective and our measures more complex” (p. 369). Through his 
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efforts, Forehand (1966) and a group of English teachers looked at responses to literature, 

and feel that any measurement should take into account understanding, interpretation, 

evaluation, and taste (p. 370). 

Research of Intensive and Extensive Methods 

Let me clarify again the difference between extensive reading instruction and the 

intensive reading instruction. Simply put, the extensive approach is having the students 

read more with less focus on the parts that make up the whole, while an intensive 

approach is reading less with more attention to the details. Much like the examples of 

intensive and extensive approaches using Shakespeare in the introduction of this review, 

here is another example using poetry. During a week of instruction, an intensive approach 

to teaching Shakespearean sonnets might be to read Sonnet XVIII, and analyze the 

quatrains and couplets, and the meter and rhyme that make up the stanzas, as well as 

connecting these structural elements along with the contextual, biographical, and 

historical content to the overall purpose of the poem. This latter part would require a day 

or two of teaching the history of the sonnet and the biographical information of 

Shakespeare. Conversely, an extensive approach might have the students read multiple 

Shakespearean sonnets, either by student choice or assigned by the teacher, during the 

week and discuss structure and content and all the elements listed in the intensive 

approach, but with less depth.  

The definition of extensive opens up the door for many approaches to the teaching 

of reading, such as individualized reading, usually defined as matching a book with a 

child, and free-reading, where the students are afforded a consistent amount of class time 

to read whatever they want. While extensive reading in Coryell’s study, and the study 
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that is the end goal of this literature review, is measured by how much is assigned by the 

teacher, much of what is discussed in this literature review will deal with extensive 

reading as it is utilized with choice; therefore, book clubs fall under the definition of 

extensive reading instruction along with individualized reading and free-reading.  

Intensive methods of reading instruction.  In looking at the research of 

intensive and extensive reading studies, it is important to note the different definitions of 

the two approaches. With variances in wording and semantics, all the studies uniformly 

define the intensive approach as “the detailed, analytical study of the minimum of 

literature required by the syllabus” (Coryell, 1927, p. 2).

The labeling of intensive instruction is also widely defined. Two most commonly 

used terms for the approach are “skill-based” and “strategy-based.”  While both 

approaches tend to have much in common, Morris (1995) notes that a skill-based 

approach has important differences from the strategy-based approach, claiming that the 

skill-based approaches are more concerned with speed, accuracy, or complexity that are 

in reference with normative standards, while the strategy-based approaches “are removed 

from their automatic contexts and used deliberately to achieve a particular goal” (p. 16). 

Morris (1995) further points out that the skills-based approach is bottom-up that places 

emphasis on the text rather than the student, and that meaning is solely within the text, 

disregarding the knowledge of the reader. Conversely, a strategies based approach tends 

to emphasize the utilization of the knowledge and skills of the reader. Simply put, the 

skills-based instruction is text centered, and the strategy-based approach is student-

centered.  
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While both instructional practices tend to fall under the intensive approach, the 

strategy-based approach has certain aspects and details that make it part of the extensive 

reading instruction. With this in mind, few studies have looked at these two approaches 

of intensive reading and compared their effectiveness. The following studies compare 

these two intensive approaches. For the purposes of this literature review, the strategy-

based approach will be considered an extensive approach, compared to the skills-based, 

which will be considered the intensive approach.  

Methods that look at teaching the whole versus teaching by detailed parts look at 

everything that is the text. Instead of breaking down the text into parts, the teacher looks 

at the entire text and the reader and approaches the learning with more general comments 

and overviews that relate to the message of the text. For example, when teaching the 

whole text, the teacher will place emphasis on anticipatory exercises and eliciting the 

experiences of the students that relate to the text. This approach attempts to look more 

superficially at the text, while allowing for a deeper analysis to take place with personal 

interpretations.  

One researcher who looks at the differences in the effectiveness of these two 

approaches is Hosic (1921). Hosic’s study looks at results in comprehension and 

appreciation of ninth year students to whom he taught two poems: one by wholes and the 

other by detailed parts. Hosic’s study, however, was looking at the use of textbooks and 

textbook commentaries as a basis for classroom work. So while the study was an 

experimental study of teaching methods, nothing on reaching specific literary objectives 

in detail was tested.  
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Stickle (1931) followed up with a very similar study looking at the effects on both 

comprehension and appreciation of literature of two different approaches: synthetic and 

analytic. Stickle expands on Hosic’s definitions of the two approaches, and lists the 

distinct differences between synthetic (strategy-based) approach and the analytic (skills-

based) approach. Stickle (1931) lists characteristics of both approaches: Synthetic: (a) 

Emphasis on anticipatory introduction; (b) Attempt to arouse curiosity; (c) Attention is 

centered on main points allowing personal interpretation; (d) Studied as a whole. If a 

story, first read silently; (e) Poems read aloud: Analytic: (a) Emphasis on word meanings, 

expressions, and details; (b) An introduction in which study habits were emphasized; (c) 

Answers written to twenty questions; (d) Aim was to develop as complete comprehension 

as possible. Stickle (1931) concluded that the synthetic approach is as effective as the 

analytic approach in improving comprehension. 

In 1973, Richard Thompson looked at the results of previous studies on methods 

of teaching reading, including Coryell’s (1927), and noted that all of them include the use 

of literary devices to interpret literature. With this understanding, Thompson (1973) 

hypothesized “that students would learn to interpret literature better if they had 

explanations and practice in interpreting literary devices” (p. 114). To prove his 

hypothesis, Thompson implemented two types of instruction on four ninth grade classes. 

Both groups of students read the same short stories and novel. However, the experimental 

instruction included written practice, discussions, and exercises on interpreting various 

devices in literature, while the controlled instruction did not mention the literary devices, 

and instead was organized around the themes within the reading and how they relate to 

the students own lives.
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Thompson’s approach fits well in the synthetic and analytic debate because his 

experimental instruction is simply skills-based approach, while the controlled instruction 

required students to make thematic connections more often to the world around them, 

thus including the students’ past literary diet. Because students were asked to look at the 

literature more intensively in one group and more broadly in another, the definition of 

strategy-based versus skills-based applies well to this experiment. Thompson (1973) 

concludes that “the addition of explanations and written practice in interpreting literary 

devices to class discussions of themes in short stories and a novel has no significant 

effect on ninth grade students’ ability to interpret literature” (p. 117). Moreover, 

Thompson (1973) notes that the greatest difference in the ability to interpret literature is 

not in the instruction, but in the ability of the student (p. 118). This alludes to the breadth 

of prior understanding of literature gained through reading, which ultimately is an 

argument for extensive reading. Also, because the study concludes that the detailed 

approach has no significant effect on interpretation, then the appreciation of literature is 

not effected. 

The next year, Thompson (1974) analyzes the data of Taylor’s (1962) dissertation 

comparing instruction organized around themes to that around literary types. In Taylor’s 

(1962) study, two groups of students read the same three major works. However, the 

experimental group read works thematically linked of their choosing in addition to the 

three major works, and the control group only read the three classics intensively with an 

emphasis upon a detailed analysis of parts in each selection. The experimental group 

instruction is considered student-centered since it allowed students to read books of their 
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choice, and the control group is considered content-centered since the focus is on the 

subject.

Concerning the results of Taylor’s (1962) dissertation, Thompson (1974) notes 

that the “study would seem to be the first in which a subject-centered instructional 

method seemed significantly more effective on literature interpretation than a student-

centered one” (p. 541).  However, in Thompson’s (1974) analysis of the data, he 

concludes that “it seems that students in a student-centered approach will improve 

significantly more in their general reading and appreciation of literature” (p. 543). To 

evaluate the appreciation of literature, Taylor used the Carroll Prose Appreciation Test. 

Extensive methods of reading instruction.  There are more extensive 

approaches to the teaching of literature than there are intensive approaches. In reviewing 

the studies over the last eighty-nine years that compare both approaches to the teaching of 

literature, there are four main extensive methods:  free-reading; individualized reading; 

literature circles; and amount of reading determined by teacher. Free-reading and 

individualized reading differ in the amount of control the teacher has in the student’s 

reading material, but will be grouped together for the purposes of this review, which I 

will explain.

Free-reading and individualized reading.  Free voluntary reading (FVR) is 

simply allowing students to engage in reading whatever they want during a pre-

determined amount of time in class. Individualized reading is often referred to as Free-

reading, but has a few aspects that make it more refined. Most schools and classrooms 

that implement FVR usually call it “Sustained Silent Reading” (SSR) or “Drop 

Everything And Read” (DEAR). The two main elements of FVR are allotted time and 
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choice, whereas individualized reading tends to allow the teacher more involvement in 

the student’s choice. While the two are not synonymous, the research tends to 

interchange the two terms. For this literature review, both Free Voluntary Reading and 

Individualized Reading will be discussed together, but with careful distinctions within 

each study that points more towards either the implementation of free-reading or the 

implementation of individualized reading. However, in most instances, the research is 

really a marriage of the two strategies.

Donelson (1969) titles his article “Free Reading:  Another View,” yet begins with 

“While individualized reading is hardly a novel approach to literature…”  Again, this 

contradiction is prevalent within the literature that deals with these two approaches. 

Donelson (1969) then clearly defines “a free reading program…as a series of consecutive

class periods in which students are given opportunity to read several books” (p. 545). Yet 

Donelson goes on to talk about the importance of teachers knowing all the books that 

their students might have interest in so that they are able to capitalize on opportunities to 

match a student with a book. This seems to be the preferred approach of most of the 

extensive reading studies. 

What Donelson (1969) lists, however, for the aspects of free-reading and 

individualized reading to be effective are that the teacher is familiar with many books at 

many levels, familiar with the levels and tastes of their students, and that there is a wide 

variety of books available (p. 546). Individualized Reading requires teachers to not only 

aid in matching the child with the book, but also usually asks that the teachers have some 

level of accountability for the reading, as in scheduling conferences with the student to 

discuss the book.
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Ivey and Broaddus (2001) note the preference of this approach, surveying 

seventeen hundred and sixty-five sixth graders in reading and language arts classrooms in 

twenty-three diverse schools in the mid-Atlantic and northeastern United States to 

determine what motivates them to read. The survey asked questions about choice and 

opportunity (extensive) and about class novels (intensive). The survey set out to 

determine how “institutionalized structures and curricula in schools that are not 

responsive to students may foster both negative attitudes and school failure” (p. 23). The 

study shows: (a) students value independent reading and the teacher reading aloud as part 

of instruction; (b) students focused more on personal reasons for reading rather than on 

social aspects or activities related to reading; (c) and what motivated students to read at 

school was the quality and diversity of reading materials (Ivey and Broaddus, 2001).  

This survey supports the use of free voluntary reading and individualized reading since 

the strategies of both instructional approaches offer the choice among the students, and 

diversity of the reading material. 

Stephen Krashen (2004), in The Power of Reading: Insights from the Research,

discusses the impact that free-reading has on comprehension.  According to the research, 

thirty-eight of the forty-one studies showed that “free voluntary reading did as well or 

better in reading comprehension tests than students given traditional skill-based reading 

instruction” (pg. 2). More impressively, Krashen (2004) notes “studies that last longer 

show more consistently positive results” in favor of free-reading (p. 3). Krashen (2004) 

also notes the effectiveness that in-school free-reading has on vocabulary development, 

grammar tests performance, writing, and oral language ability (p. 3).   
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At the second grade level, Andersen (1930) compared the results on the Stanford 

Achievement Test, The Burgess A Scale for Measuring Ability in Silent Reading, The 

Monroe Silent Reading Test, and The Gray’s Silent Reading Test between a free-reading 

group and a group who received directed assigned reading.  For the free-reading group, 

interesting material of appropriate difficulty was made available, while the directed 

reading group had a limited amount of reading carefully selected which is read and 

studied according to direction from the teacher.  Andersen (1930) concludes that free-

reading is more effective for improving rate and comprehension.  While Andersen (1930) 

also concludes that direct reading is more effective in meeting individual differences in 

comprehension, he also states that increases in individual rate are gained more with free-

reading. 

In England, a study with seven to nine year olds, the classes with the largest gains 

in reading achievement in one school year were the classes whose teachers implemented 

the most time to free-reading (Southgate, Arnold, and Johnson, 1981, p. 254).  

Alexander (1986) revealed a clear connection between eighth grade students’ 

daily reading and the California Assessment Program test of English and Language arts, 

which tests both basic comprehension as well as critical thinking. Foertsch (1992) reveals 

similar results with fourth, eighth and twelfth graders. The study, again, showed that 

those students who read more outside reading tested higher on reading comprehension. 

Conversely, students with more workbook assignments and direct instruction did not 

show superior reading ability. 

Sustained silent reading studies with the use of comic books also show positive 

results in favor of free-reading. Sperzl (1948) looked at reading comprehension and 
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vocabulary growth of two groups:  one using comics during the free-reading time, and the 

other using material other than comic books. The study lasted fifteen weeks and Sperzl 

(1948) found no difference, with both groups showing acceptable gains. However, Sperzl 

(1948) notes that the group using the comic books looked forward to their free-reading 

time more than the other group (p. 111).  

Another study that looks at the use of comic books is Arlin and Roth (1978). 

Their study compared the use of “educational” comics, such as remakes of classics, with 

another group reading “high-interest” books. While both groups showed gains in reading 

comprehension, poor readers gained more from the book reading. However, the poor 

readers reading comic books still showed expected growth of .26 years in ten weeks. 

At the secondary level, McNeil examined the effects of free reading on reform 

school boys (Fader, 1976). The study lasted two years, and readers in the free-reading 

program improved in reading comprehension, had a better attitude toward school, and 

more self-esteem than the comparison group.   

Timothy Bell (2001) set out to determine if extensive reading procedures and 

intensive reading procedures differed in their impact on reading speed and 

comprehension amongst elementary students. The students of the extensive reading 

program had class readers, a class library of books for students to borrow, and regular 

visits to the library. The intensive group, conversely, was based on the reading of short 

passages and the completion of tasks designed to teach grammar, lexis, and rhetorical 

patterns within the text. Bell’s (2001) “results indicate that subjects exposed to 

‘extensive’ reading achieved both significantly faster reading speeds and significantly 

higher scores on measures of reading comprehension” (p. 2).
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Outside of the strictly free-reading approaches are the hybrids of free-reading and 

individualized reading. Field (1930) measured comprehension through the understanding 

of paragraph meaning, sentence meaning, and word meaning in her study titled Extensive

individual reading versus class reading; a study of the development of reading ability in 

the transition grades.  She set out to determine if extensive individual reading or class 

reading was more valuable in building up skills in reading in the second, third, and fourth 

grades. The extensive reading group was given a reading period and material fitted to 

their reading ability and chosen by them individually with guidance from a teacher. 

Conversely, the intensive reading group was reading done by all students in the class at 

the same time with the same text. Field (1930) found that there is no significant 

difference between procedures in building up general reading ability. 

Walker (1957) set out to find the growth of reading attitudes, habits and skills in 

grades four, five, and six using basal texts and an extensive-individualized reading 

program. He used the California Test of Mental Maturity to measure reading skills, while 

the habits and attitudes were analyzed through recorded discussions and opinions. For the 

intensive approach, Walker conducted a formal reading program according to lesson 

plans suggested in teachers’ manuals of well-known reading series, such as Scott 

Foresman, Gates-Ayer, and Rowe Peterson. The extensive reading was self-directed and 

self-selected among textbooks and trade books on many subjects and levels of difficulty. 

While the tests showed little difference in gains in skills between groups, the children’s 

opinions showed that they enjoyed the individualized reading program better, although 

the better pupils appeared to enjoy both. 
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Reeves reported in 1958 an experiment of using extensive reading to improve 

reading in the junior high school. The study falls under the individualized reading method 

since the extensive reading was individualized based on reading ability. Within three low 

eighth-grade classes, three English teachers, three social studies teachers, and three 

science teachers were selected to work with the three groups of students. Reeves (1958) 

reports that “instead of using one textbook in each of these classes the students would 

read extensively in books on their level of ability” (p. 16).

Through the use of standardized reading tests, Reeves (1958) shows that all 

students improved in their reading from September to May. In September, Class A lists 

seven students below average, Class B lists thirteen students below average, and Class C 

lists eleven students below average. In May, Class A lists no students below average, 

Class B lists eight students below average, and Class C lists two students below average 

(p. 19).  

LaBrant and Heller (1939) traced the reading interests of two groups of students 

over a three-year period (1932-1935), following one class through junior high school and 

another through high school. This study not only documented the students’ interests, but 

also looked at the effect a free-reading program would have on their interests: “From 

grades seven to nine, students’ amount, variety, and sophistication of reading increased… 

From grades ten to twelve, an increase in reading of drama, poetry, American writers, and 

narrative-fiction was found” (p. 26). 

LaBrant and Heller implemented a strict approach to individualized reading. The 

study tested the comprehension of the students using the Iowa Silent Reading Test and 

the Thorndike McCall Reading Scale to ensure that the selections available were 
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appropriate. They began the study by spending time having the students discuss their 

reading habits and preferences with the teacher. Their second year was predicated on the 

limitations discovered within their reading background from the previous year, which led 

them to read a variety of modes, time periods, and genres. At the start of the third year, 

the students were then given a variety of topics to study, and each student was asked to 

choose one. Students were then required to keep record of their readings, and informal 

conferences over the readings were part of the classroom procedures. 

But what is even more impressive is LaBrant’s follow-up study in 1961, when she 

surveyed forty-two of the fifty-four students she had written about in 1939. She 

determined that the students taught under the extensive reading approach retained 

superior habits as adults, which includes reading a wide variety of genres, modes, and 

culturally diverse texts, when compared to similar groups that had been reported in other 

studies. Willis (1961) reported that these former students were now teaching their own 

children by using similar principles of motivation and literature selection with which they 

had been taught. 

Like LaBrant and Heller’s, another study that more specifically targets the text-to-

self foundation and free-reading is the work of Appleby (1967), who set out to determine 

what effect individualized reading had as a method on high school literature teaching. 

Seniors were divided into three groups of instruction: Individualized Reading, labeled the 

experimental group; a control group who used an anthology; and another control group 

who took an English elective class. He found, “ability to interpret literary materials is 

significantly affected by instruction in literature, be it through the individualized reading 

approach or a required course” (p. 32). When looking at students’ ability to interpret
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literature, he found that individualized reading made students more aware of the 

contributions literature has on self-improvement and in gaining satisfaction in reading for 

style and technique. Appleby’s results also show that students from the individual reading 

group had fewer dislikes of fiction (p. 40).  

Norvell (1941), in one of the most acclaimed studies in the field of free-reading, 

set out to “determine the effectiveness of wide reading versus traditional plan of studying 

literature” (p. 603). Norvell’s study is a true integration of the free-reading and 

individualized reading approaches. The methods used in the control group were intensive 

in nature:  selections were class novels, mainly classics, and studied intensively, while the 

same type of literature that was scheduled for the control class was studied in the 

experimental class without specification of the selection. For example, if the control 

group was studying Milton, then the teacher in the experimental group “was asked to 

regard the period to be devoted to poetry as an opportunity to provide the pupil with an 

enjoyable and stimulating introduction to reading in the general field of poetry” (p. 605).

He used the Thorndike-McCall Reading Scale to measure comprehension and simply 

asked the subjects their preference in the approach. The experimental group (extensive) 

was superior in both Thorndike-McCall Scale results and preference by pupils. 

Handlan (1946) used mainly a free-reading approach. She found that extensive 

free reading must be guided by the teacher if the student is ever to progress to more 

difficult reading. She reported: 

Only in a guided program will adults realize that young people’s general interests 

must be interpreted, not read directly, if young people are to be led subtly and 
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carefully to books which will satisfy some of their psychological needs and at the 

same time provide more successfully artistic fare. (p. 186) 

Among other notions about free-reading, Handlan (1946) found that “Since 

students are reading ‘reputable’ adolescent books, they will similarly read reputable adult 

books…Without direction, students will naturally transfer their adolescent reading 

interests to productive adult reading books” (p. 184-187). 

Morris (1995) compared two approaches of reading instruction in developmental 

reading at the collegiate level. One group received traditional, textbook-based, skills 

instruction while the other grouped received a reading workshop approach, which 

included abbreviated textbook instruction, sustained silent reading in self-selected books, 

and informal response journals (p. 9). The study lasted two semesters with five teachers 

utilizing the workshop approach and three teachers using the traditional approach. While 

both groups made significant gains in achievement on the Test of Adult Basic Education, 

there was no significant difference between the results. The study also measured the 

students’ attitudes toward reading, using the Secondary Reading Attitude Assessment.

The analysis of the data concerning reading attitudes reveals, again, no significant 

differences. However, an analysis by student reveals a significant difference in favor of 

the reading workshop approach. 

Kinder (1989) looks at the impact of basal readers and literature group study on 

comprehension among fifth graders (p. 9). She looked at comprehension, fluency after a 

semester of basal readers, and then again after a semester of literature study groups. 

During the time literature group study dominated basal readers, students demonstrated 

either increased proficiency in their control of the reading cueing systems, strategies used 
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when reading orally, and retelling proficiency, or an ability to perform at the same level 

of proficiency when asked to read texts of increasing difficulty.  

The research on FVR and individualized reading show that both of the extensive 

methods, as well as a combination of the two, are effective strategies for improving 

reading comprehension.  However, only a few of the studies listed deal with appreciation 

of literature, such as Appleby’s (1967), and the measurement is done through analysis of 

student responses. Studies of FVR and individualized reading that measure appreciation 

of literature similarly to Coryell (1927) were not found. 

Literature circles. Literature circles, also known as novel groups, or book clubs, 

are a compromise between individualized reading and whole class novels. They are small 

groups within the class discussing the same text. While literature circles can be four or 

five small groups within a classroom all talking about the same text, typically the four or 

five groups are all talking about different books guided by the same end goal. 

Normally, teachers who implement literature circles or novel groups will give 

their classes a choice between a group of books, around four or five choices. The books 

can be connected thematically, or taught through skills, such as identifying figurative 

language or analyzing character development.  

 Teachers who utilize novel groups or literature circles will find anywhere from 

three to six novels that students can chose from. (While these numbers are typical, 

teachers are not limited to them.)  The novels are normally linked thematically or skill-

based, depending on what the teacher chooses to focus on. Students are introduced to the 

novels and then asked to choose the one they are interested in reading. Once selections 
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are made, teachers then put the groups together, depending on the selections and 

resources.  

 Novel groups are then directed as tightly or loosely as the teacher prefers. 

Typically, the novel groups are given guidelines to follow and days when a certain 

amount of reading is to be done, and the students are expected to fill in the details as a 

group to complete the novel. On the specified days the reading is due, the teacher will 

direct the novel groups to discuss what they’ve read with guidance, either through verbal 

instructions or specified written questions. After the novel groups have their discussions, 

the teacher will then lead a class discussion that is more generally aimed at the elements 

being taught that relates to all the novels. 

 For example, if a teacher wants to focus on a specific theme, then she would 

choose novels that express the theme being taught. The discussions would be guided by 

the thematic element and how the authors uniquely develop the theme as discussed by 

each group. Class discussions would center around the themes and how each novel differs 

in how the theme is expressed. Similarly, if a teacher wants to teach a specific skill within 

a novel, such as character development, then the teacher would select a group of novels 

that exude that specific literary element well. As the students read the novels, the 

discussions would be guided by the development of the character within each novel. 

Class discussions would then center around how the authors develop the characters 

within the novels.  

 The research on literature circles, like FVR and individualized reading, mainly 

deals with student attitudes, not appreciation of literature, and shows that students’ 

attitudes toward reading improve with the use of literature circles (Pittman 1997; Culli, 
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2002; Balkind, 2009; Gall, 2010; Manning, 2010). While the research listed here 

measures other forms of attitudes towards reading, such as self-confidence, the impact on 

reading comprehension is the only measurement discussed. 

At the elementary level, Manning (2010) utilized literature circles with second 

graders to examine the effects on reading comprehension using a DRA Assessment. The 

results indicate that more than half of the students in the study improved their reading 

comprehension skills. 

Pitman (1997) researched the use of literature circles with non-fiction to 

determine its effectiveness on comprehension, student attitudes about reading, and 

development of self-confidence and cooperation. The study included twenty-six fifth and 

sixth graders, and the researcher notes improved comprehension through observations. 

In a more unique study, Balkind (2009) wanted to see if the improvement in the 

ability to summarize a text contributed to an increase in reading comprehension, and if 

literature circles contributed to the ability to write summaries. She found that fourth 

graders’ participation in literature circle groups contributed to summarizing as a reading 

comprehension strategy.  

Literature circles have also been used with expository texts. Nolasco (2009) 

utilized literary circles with twenty-six fifth grade students to determine its effectiveness 

on reading comprehension of an expository, scientific text. Nolasco (2009) concluded 

that “literature circles had a positive effect” on comprehension (p. 29).

At the middle school level, Marshall (2006) tested eighty-six eighth graders’ 

comprehension through cloze passages before and after the implementation of literature 

circles for four weeks and again after direct instruction for another four weeks. Scores 
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showed no significant differences between the two instructional methods. However, 

Marshall (2006) concludes that literature circles have a practical significance for non-

struggling readers, but only with how the students interact within the literature circles. 

 At the secondary level, Walston (2006) compared the results of two groups 

consisting of high school seniors: experimental group consisting of two classes using 

literature circles and a control group consisting of two classes receiving direct 

instructional practices. Reading comprehension was assessed through the Kansas State 

Reading Assessment. The results showed that a significant improvement using literature 

circles over direct instruction in comprehension was only prevalent with the lower 

achieving students. 

 While the bulk of research on literature circles is limited to only comprehension 

and not appreciation, the studies do show that the extensive method of literature circles is 

effective in improving reading comprehension. However, there are not enough studies 

comparing the extensive method of literature circles to an intensive method to conclude 

that the extensive method of literature circles is more effective than intensive methods of 

reading instruction for improving reading comprehension. 

Teacher-assigned extensive reading.  Coryell (1927) defines this approach as 

“the rapid reading of a comparatively large amount of literature with general comments 

and discussions in class” (p. 2). Unlike FVR and individualized reading, the reading 

material in this approach is completely decided on by the teacher. The most important 

element in this strategy is quantity. Here, the teacher wants to put together a syllabus that 

attempts to require three times as much reading compared to a normal syllabus for the 

same given year.
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In the English classroom at the secondary level, Bernard, Anderson, and 

Raybourn (1928) secured reports from senior high school students that showed a wide 

reading course in modern literature “cultivated literary taste and aided in preparing pupils

for the worthy use of leisure time” (Gray, 1932, p. 34).

Similarly to Coryell’s study, Williams (1929) performed an experiment on ninth 

graders. Williams split up two hundred ninth graders at Hyde Park High School in 

Chicago amongst four English teachers and instructed intensive reading with half of the 

students and extensive reading with the other half. Williams (1929) states the problem as 

follows: “For achieving the aims of instruction in literature, is the extensive reading of 

literature more effective than the intensive study of a few selections?” (p. 666). The study 

attempts to measure the following:  Comprehension of the literature taught, memory of 

basic literary elements within the works taught, improvement of overall basic 

comprehension, improvement of word knowledge, and appreciation as recorded through 

comments, recitations, and reading logs. 

Williams concludes that the differences in the scores on the tests that measured 

comprehension and vocabulary were too insignificant to show a considerable difference. 

However, Williams notes that in all areas of objectives other than tests, the students of 

extensive reading showed more favorable statements about reading and had noted more 

reading outside of the classroom. Therefore, Williams’ (1929) findings corroborate those 

of Hosic and Coryell that “extensive-reading methods are more effective in achieving the 

aims of instruction in literature than are intensive-study methods” (p. 678).

In 1946, The English Journal reported Goldberg’s “Can Reading Ability Be 

Improved More Effectively through Wide Reading or Intensive Drill?”  Goldberg 
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attempted to determine the “relative effectiveness of the two most widely used methods 

in teaching remedial reading:  intensive exercise and drill on individual reading skills and 

extensive reading of simple, interesting material” (“Summary and Report,” 1946, p. 276).

The findings of his report are that extensive reading is more effective than intensive drill 

in improving vocabulary, and paragraph comprehension can be improved with equal 

effectiveness through either teaching method (“Summary and Report,” 1946, p. 276).

 Yost (1980) set out to answer three questions: (a) Does the study of the junior 

novel help eighth grade students understand a more difficult work? (b) Does either the 

extensive or the intensive study of the junior novel increase eighth grade students’ 

understanding of a more difficult work? (c) Do the attitudes of eighth grade students 

change during the extensive or the intensive study of the junior novels?  Yost defines the 

intensive approach as an “in-depth study of a particular literary work in which the teacher 

explores characterization, plot, point-of-view, and setting as a formal part of the 

classroom instruction” (p. 11). For this study, the definition of the extensive approach is 

similar to Coryell’s (1927):  reading of a number of works “with general comments and 

discussion in class” (p. 2). 

 Yost (1980) found that neither the extensive nor the intensive study of the junior 

novel increase eighth grade students’ understanding of a more difficult work. However, 

the intensive study group had a more positive attitude toward English at the end of the 

study than they did at the outset (p. 105). 

 Burke (1986) used the performance on the Nelson Denny test, PSAT, and the 

SAT to determine if an Advanced Reading Course increases test scores. Within this 

study, there was no comparison of intensive versus extensive; however, the Advanced 
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Reading Course required three outside reading books while the control group did not. 

Therefore, the experimental group is considered to be using an extensive reading 

approach, while the control group is not. Burke (1986) found that the experimental group 

compared with the control group made significant gains on all tests. 

Studies are also prevalent with a focus on poetry. Dean (1933) looked at the 

intensive and extensive approaches to poetry. She defines the intensive approach as:  

drill on vocabulary, allusions and scansion; by selection and analysis of figures of 

speech and tone color; by interpretation of phrases; by selection of passages effective 

for rhythm, beauty of thought, imagery, and ideals; by listening to poems read aloud 

and retelling incidents of the poems studied… (p. 25-26) 

and defines the extensive-reading method as emphasizing “wide-reading activity” from 

teacher selected texts (p. 26). With regards to comprehension, Dean (1933) reports that 

within all aspects of testing comprehension, students in the extensive reading group did 

as well as the intensive study group, while results in the Logasa-Wright, Abbott-Trabue 

Tests on appreciation, as well as the students reading records, reveal that the extensive 

reading approach is more effective. Dean (1933) concludes “that the extensive-reading 

method is more effective in achieving the aims of instruction in literature than the 

intensive-study method” (p. 94). 

Three years later, Manicoff set off to find out the effects of extensive reading on 

junior high students with poetry. Manicoff (1939) was not concerned so much with 

comparing the effects of intensive and extensive teaching of poetry. Instead, she claims: 

“The main objective of my study was to ascertain what effects on pupils resulted from the 

enrichment of the regular literature course of study by means of ‘saturation’ with poetry” 
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(p. 51). Manicoff attempted to find the effects of interest and appreciation extensive 

reading has using poetry. Manicoff’s (1939) conclusions show that an extensive reading 

approach to poetry showed an increase in enjoyment of poetry, an increase in a desire to 

read poetry, an increase of creative writing, and a development for a sense of appreciation 

(p. 55). Manicoff (1939) determined appreciation development based on a pretest and 

posttest of appreciation and an evaluation of student responses. 

Terrey (1965) looked at how the close study of a few poems and the reading of 

many poems differed in effect on the students’ ability to judge the merit in poetry. The 

extensive group read three times as many poems with less care than did the intensive 

group, who read a few poems more closely. Terrey (1965) used the Rigg Poetry 

Judgment Test to measure the students’ ability to evaluate poetry, and the study resulted 

in being statistically insignificant to support his hypothesis that the intensive approach is 

more effective. 

In the field of social sciences, Carter Good (1925) performed an experimental 

study of the merits of extensive and intensive reading on classes in the College of 

Education at the University of Chicago and in the University High School. Good (1925) 

defines extensive and intensive reading somewhat differently than Coryell. He claims that 

the terms have two definitions:  designation of the amount of reading that is done and the 

varied procedures over the same material (p. 756). In the former definition, the extensive 

reading group may read two hundred pages on a topic, while the intensive reading group 

reads twenty pages over the same topic. For the latter definition, the extensive reading 

group would read the material once, while the intensive group reads the material twice. 



69

This assumes that an extensive reading procedure would only read the material once due 

to the additional material associated with extensive reading. 

Good (1925) performed two types of experiments in the study:  course-material 

experiments and extraneous-material experiments (p. 757). The intensive reading group 

only read the textbook, while the intensive reading group read both the textbook and a 

large amount of supplementary material. The experiment tested information gathered and 

retained (retention was also evaluated by a number of retests) and problem solving, on 

both the material from the textbook and supplementary texts. 

The results of the information testing remained the same for both the intensive 

and extensive reading groups. However, tests over the supplementary materials showed 

higher scores among the extensive reading group in every instance (Good, 1925, p. 764). 

While these results of the supplementary materials are expected, Good (1925) notes: 

…the striking fact is that the extensive group was compelled to surrender an 

appreciable degree of mastery of the text in order to cover the assigned 

supplementary readings. Thus, the discrepancy in the informational text test is 

balanced out by the supplementary test results. (p. 765) 

But the most compelling results come from the problem solving tests. Good (1925) 

reports that “the results of the experiments in problem-solving point to the superiority of 

extensive reading in evaluating and solving problem situations” (p. 765). The results of 

the retention tests also reveal higher scores among the extensive group. 

In 1931, Robert Weaver reported an investigation of two groups of seventh grade 

students and the teaching of United States history looking at both the intensive study of 

historical accounts compared with the understandings gained from extensive reading of 
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historical accounts. For example, the intensive study group would read three historical 

accounts and complete prepared exercises during the first forty minutes of class, and then 

discuss certain aspects with the instructor the last ten minutes of class. Conversely, the 

extensive reading group would read as many historical accounts over the given topic 

during the first forty minutes of class, and then discuss the same aspects during the last 

ten minutes of class. While the experiment looks at the development of historical 

understandings, Weaver (1931) concludes: 

It appears that the understanding of United States history gained by pupils in the 

seventh grade when they read extensively from carefully selected accounts of a 

subject of study is as good as, if not better than, the understanding which they gain 

when they study a few carefully selected accounts intensively and prepare exercises 

focused on these accounts. (p. 226) 

In 1936, Rice performed an exhaustive four-year study on the impact of extensive 

reading on the appreciation and attainment of knowledge in high school science 

classrooms. The study looked at the implementation of extensive reading through 

supplementary materials versus what the students obtained from intensive textbook study 

(Rice, 1936, p. 376). Over the four-year period, just over seventeen hundred students 

participated and completed the study. The extensive reading group read approximately 

2.8 times as much as the intensive reading group. Rice (1936) concludes:  Extensive 

reading of scientific material is an effective method for acquiring knowledge of scientific 

facts and principles; Extensive reading students remember more scientific facts than the 

intensive reading group; Extensive reading students learn more scientific facts and 
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principles than do intensive reading students; Many students preferred the extensive 

reading to the intensive textbook study (p. 400). 

While more studies have been done measuring both appreciation of literature and 

comprehension using a teacher-assigned extensive method, none has been more 

comprehensive at measuring both variables than Nancy Coryell’s (1927) study.

The First English Education Study 

Nancy Coryell’s (1927) study attempts to determine whether the extensive 

method of teaching English literature or the intensive method of teaching English 

literature is more effective for comprehension and appreciation on the part of high school 

students. The use of the extensive method would use the rapid reading of a comparatively 

large amount of literature with general comments and discussions in class, while the 

intensive approach would look at the literature in more detail, and analytically study the 

literature required by the syllabus.   

Coryell (1927) worked with a group of teachers and designed three classes to 

teach students intensively, three classes extensively, and three control classes. Students 

were classified into three groups:  superior, average, and low. The classifications were 

determined by five factors: (a) Previous achievement in English; (b) Terman Score; (c) 

I.Q.; (d) Thorndike-McCall Reading Assessment; (e) Reading Quotient. For the classes, 

the superior extensive and intensive classes had the same teacher, the average extensive 

and intensive classes were taught by another teacher, and yet another teacher taught the 

low extensive and intensive classes. Three different teachers taught the three control 

groups. The results of the study were based on one hundred and thirty-eight students for 

the experimental group and ninety students for the control group. 
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The extensive groups received six times the amount of reading than the intensive 

group.  Within the extensive classes, teachers purposely stayed away from teaching 

literary history and biographical fact, style and technique, or other extraneous material. 

The teachers’ role in the extensive class was mainly to help the students understand what 

was read.   

The researchers used a variety of measurements. The teachers worked together to 

decide on the most important objectives to be taught for the major works that would be 

tested, and put together multiple-choice exams for the works that were taught in both the 

intensive and extensive classes. Neither the extensive nor intensive classes were tested on 

the extra reading done in the extensive classes.  Along with the detailed objective tests 

created by the teachers, Coryell used the Thorndike-McCall Reading Scale, Forms 1 and 

3, along with the Thorndike-McCall Test of Word Knowledge, as a pretest and posttest of 

comprehension. The Logasa-McCoy Seven Tests in Appreciation of Literature and the 

Abbott-Trabue Exercises in Judging Poetry, Forms X and Y, were used as a pretest and 

posttest to measure the appreciation of literature.  Also included were the school uniform 

exams. 

Along with the objective tests and measurements were stenographic notes and 

student responses. For the extensive classes, students were asked to keep index cards to 

note how much was read with a short comment to show a personal reaction or impression 

made by the text. The cards were handed in daily, and the students were held responsible 

for oral discussions and reports on the poems or stories they listed on their index cards. 

For each of the required texts in both the extensive and intensive classes, the department 

chair noted reactions in each of the classes during discussion.   
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In this study, the subjects of the extensive reading classes did as well as the 

students in the intensive reading classes in all six tests on the literature studied. In the 

extensive reading classes, subjects wrote three times as much to objectives, which call for 

appreciation of poetry. Improvement of comprehension remained equal within both 

groups, but the greatest improvement occurred in the case of the low extensive reading 

group. These conclusions show that the extensive approach is as effective or more in all 

areas, and the extensive reading group read six times more literature.  

The researchers also report that subjects from the low extensive reading group 

made recitations in length and in quality that were better than those from the intensive 

reading group. This supports the idea that the extensive method of reading literature is as 

practical and valuable for the classes of low ratings as it is high rating classes. This is 

further supported by the data that shows the total number of words spoken by the students 

in the extensive classes is considerably larger than the total for the intensive study 

classes. This is most noticeable in the low-ability group. When looking at pupil activity 

under the two methods, the extensive reading students are more active than the intensive 

reading group in relation to the proportion of pupil and teacher activity. Most 

impressively, results show the extensive reading method, even though more demanding, 

is better liked by the students. 

Summary of the Literature 

Throughout the history of debating the intensive and extensive approaches to 

reading, it seems that an extensive approach has shown more positive results and 

conclusions. However, there are those who are critics of the extensive reading approach, 

or at least feel the need to give the approach a caveat. Hanna (1931) protested that there 
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“should be no conflict between the extensive and the intensive methods; the purpose and 

type of reading should determine the method to be employed” (p. 592). Seven years later, 

however, Hanna (1938) criticized extensive reading when he wrote that it led “to 

disintegration, to confusion, and to indigestion,” and is one reason for the discarding of 

classical literature (p. 775).  Foley (1942) also concurred with this point of view and 

argued that because extensive reading places its emphasis on quantity rather than quality, 

it produces careless readers and discourages the teacher from being an “interpretive 

artist,” which is considered the teacher’s main purpose (p. 449).

However, a review of the literature only supports that there is a debate over the 

methods of teaching literature, as well as results that yield further studies. While there is 

much research on extensive and intensive methods concerning comprehension, it seems 

that studies on “appreciation of literature,” as defined by Coryell, have waned. History of 

measuring appreciation suggests that teachers and researchers put aside attempting to 

measure such an abstract concept which most agree cannot be measured. But it is true 

that the pursuit of such a measurement, and the attempt to compare methods that best 

attain such an end goal, only help the field to better understand the most effective 

methods of teaching literature. Therefore, a study that replicates the first English 

Education study by Nancy Coryell, with as much resemblance as an eighty-four year 

difference will allow, was needed.  

 This study utilized both intensive and extensive methods of teaching literature for 

one school year on eleventh grade high school students to determine the following two 

questions:
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1. Is the intensive or the extensive method of teaching literature more effective in 

improving students’ reading comprehension? 

2. Is the intensive or the extensive method of teaching literature more effective in 

improving students’ appreciation of literature? 



Chapter III 

Methodology

The teacher of literature, then, seeks to help specific human beings discover the 
satisfactions of literature. Teaching becomes a matter of improving the individual’s 
capacity to evoke meaning from the text by leading him to reflect self-critically on this 
process. The starting point for growth must be each individual’s efforts to marshal his 
resources in relation to the printed page. The teacher’s task is to foster fruitful 
interactions – or, more precisely, transactions – between individual readers and 
individual literary texts. 

                   (Rosenblatt, 1995, p. 26)

Introduction 

 The purpose of the study was to determine whether intensive or extensive 

methods of teaching literature to eleventh grade high school students is more effective for 

increasing both reading comprehension and appreciation of literature. Therefore the study 

attempted to answer the following research questions:  

1. Will there be a significant difference in reading comprehension scores between 

the students who receive the intensive reading instruction of literature and those 

who receive the extensive reading instruction of literature? 

2.  Will there be a significant difference in the scores that reveal the appreciation of 

literature between the students who receive the intensive reading instruction of 

literature and those who receive the extensive reading instruction of literature? 

 This chapter outlines the methodology of the research, and describes the 

following aspects of the study: (a) research design; (b) participants; (c) instrumentation; 

(d) treatment; (e) data collection procedures; (f) data analysis procedures; and (g) 

limitations of the study. 
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Research Design 

A quasi-experimental, non-randomized, pretest posttest comparison group 

research design was implemented to answer the research questions. The design for this 

study was used because: 1) the research intended to find a cause-effect relationship; 2) 

the independent variable could be manipulated; and 3) the study compared two different 

independent variables. A pretest allowed for the group comparisons to be more likely 

attributed to the treatment instead of the differences in the groups’ initial abilities. The 

same eleventh grade language arts teacher taught both groups being compared in order to 

eliminate the extraneous variable of teaching ability. The extraneous variable of teaching 

method preference was also eliminated since the teacher of record believes that a 

combination of both teaching methods being employed is most effective and does not 

prefer one method over the other. A true experimental design could not be used since 

randomization was not possible. The following research paradigm was used for the study: 

O  X1 O 
_______

O X2 O 

In addition, tests were run to compare the results of four different assessments at 

four additional points in the year. The tests ran comparisons of results between the 

intensive and extensive groups on assessments of specific content and skills, and were 

intended to measure the differences in reading comprehension and appreciation of 

literature. 

In this study, the independent variable was the method of teaching literature: (a) 

one group received intensive methods of teaching literature; (b) one group received 

extensive methods of teaching literature. The dependent variables were reading 
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comprehension of literary works and the appreciation of literature. Both dependent 

variables of reading comprehension and appreciation of literature were measured with 

objective tests. 

Participants 

The participants of the study were drawn from the population of eleventh grade 

students from a Division 4-A urban high school who were eligible to attend regular 

language arts classes. Of the student population, 70% were Hispanic, 17% were White, 

9% were Black, 4% were Asian or Pacific Islander, and <1% Native American. Other 

student subpopulations include 66% economically disadvantaged, 13% special education, 

5% gifted and talented, and 14% limited English proficiency (Great Schools, 2011). 

 The students for both groups were selected through the high school scheduling 

process, and the researcher had no input into student assignment. Students identified on 

Individual Education Plans (IEP) as well as Advanced Placement classes were not a part 

of this study. However, students labeled with instructional or behavioral modifications as 

well as students with limited English proficiency were included in the study. 

 The school ran on a seven-period bell schedule for the 2011-2012 school year. 

The schedule had seven 50-minute periods on Mondays, Tuesdays, and Fridays. On 

Wednesdays and Thursdays, classes ran for 1 hour and 34 minutes each, with odd-

numbered periods on Wednesdays and even-numbered periods on Thursdays. The time 

difference was made up on Thursdays with the addition of an intervention/study hall 

period and an advisory, which is time allotted for the school to hold presentations, advise 

students on scheduling, and inform students of opportunities after high school, such as 

college and the work force. Students participating in the study were assigned seven 
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periods through the scheduling process led by the school counselors, with English III 

Academic as one of their scheduled classes. The teacher was given six teaching classes 

and one conference period. 

 Once the students were assigned, three of the six classes were labeled as 

intensive, and three were labeled extensive. The intensive and extensive classes were 

staggered throughout the day to eliminate the threat of the extraneous variable that the 

time-of-day poses. The determination of the classes was made prior to any testing or 

demographic analysis so that gender, ethnicity, socioeconomic status and/or results of 

student scores did not impact the selection of which methods were taught to the six 

periods.

Instrumentation 

The dependent variables of comprehension and appreciation were measured 

through the state exam and computer generated reading exams from the Holt textbook 

ancillary technology resources provided to the district English teachers, as well as by the 

eleventh grade teachers at Spring Woods High School. The state exam, Texas 

Assessment of Knowledge and Skills (TAKS), is implemented by the district in 

November as a benchmark (see Appendix A), and by the state in March as part of the 

high school graduation requirements (this exam is not available for publication). The 

pretest results are from the district benchmarks for the TAKS exam, while the posttest 

results are from the state assessment implemented in March.  

 The reading portion of the eleventh grade exit-level English Language Arts (ELA) 

TAKS exam consists of twenty-eight multiple-choice questions over two reading 

selections and a visual representation, which can be a photograph, cartoon, or 
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advertisement that is thematically linked to the readings: eleven questions over the 

fictional selection; eleven questions over the nonfictional selection; three questions over 

both the fictional and the nonfictional; and three questions over the visual representation. 

Along with the multiple-choice questions, there are three short answer questions, or open-

ended response (OER) questions: one over the fictional selection; one over the 

nonfictional selection; and one over both the fictional and nonfictional selections. Results 

from the OER questions and the writing portion, both the essay and multiple-choice 

items, were not used in the study (“Texas Education Agency,” 2007). 

The development of the TAKS exam included “teachers, administrators, parents, 

members of the business community, professional education organizations, faculty and 

staff at Texas colleges and universities, and national content-area experts” (“TAKS 

Information Booklet,” 2004, p. 1). Starting in 1999, the creation of the test was a series of 

planned activities. Committees of Texas educators identified those Texas Essential 

Knowledge and Skills (TEKS) student expectations that should be assessed statewide. 

Texas Education Agency (TEA), which is a government funded agency that oversees 

primary and secondary public education in the state of Texas, placed these selected TEKS 

student expectations into eleventh grade exit level surveys, which were then sent to 

middle and secondary level educators. TEA received more than 27,000 responses from 

the surveys, and created a second draft of the objectives and TEKS student expectations. 

This second draft of the objectives and TEKS student expectations for eleventh grade exit 

level was distributed for review at the campus level, and were also posted on the Student 

Assessment Division’s website to encourage input from the public (“TAKS Information 

Booklet,” 2004). 



81

 TEA claims that these processes involving the draft focused on:  

first, whether the objectives included in the draft were essential to measure on a 

statewide assessment; and, second, whether students would have received enough 

instruction on the TEKS student expectations included under each objective to be 

adequately prepared to demonstrate mastery of that objective in the spring of the 

school year. (“TAKS Information Booklet,” 2004, p. 2) 

TEA then used the 57,000 plus campus consensus survey responses, as well as feedback 

from national experts, to finalize the TAKS objectives and student expectations (“TAKS

Information Booklet,” 2004) 

In developing the tests, TEA relied “on educator input to develop items that are 

appropriate and valid measures of the objectives and TEKS student expectations the 

items are designed to assess” (“TAKS Information Booklet,” 2004, p. 2). Educators 

across the state review the items on the test before and after field-testing. This process is 

accompanied by an annual review of the assessments that are to be given that year by a 

“panel of recognized experts” in the field of English language arts (“TAKS Information 

Booklet,” 2004, p. 2). This review each year is the final step in ensuring quality 

assessments are administered each year (TAKS Information Booklet, 2004). 

 The English Language Arts TAKS exam is a paper and pencil exam that attempts 

to measure the following six stated objectives by the state: 1. The student will 

demonstrate a basic understanding of culturally diverse written texts; 2. The student will 

demonstrate an understanding of the effects of literary elements and techniques in 

culturally diverse written texts; 3. The student will demonstrate the ability to analyze and 

critically evaluate culturally diverse written texts and visual representations; 4. The 
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student will, within a given context, produce an effective composition for a specific 

purpose; 5. The student will produce a piece of writing that demonstrates a command of 

the conventions of spelling, capitalization, punctuation, grammar, usage, and sentence 

structure; 6. The student will demonstrate the ability to revise and proofread to improve 

the clarity and effectiveness of a piece of writing (“Texas Education Agency,” 2007). Of 

the six objectives, only objectives 1, 2, and 3 will be used in the results of this study. 

TAKS objective 1 will be used to measure comprehension, while TAKS objectives 2 and 

3 will be used to measure appreciation. Objectives 4, 5, and 6 of the test will not be used 

in analyzing the results of this study. Each TAKS objective has a list of correlating Texas 

Essential Knowledge and Skills (see Appendix B). Moreover, each item on the 

assessments in the appendix lists both the Texas Essential Knowledge and Skill and 

correlating objective.  

 When referencing the TEKS listed under each objective (see Appendix B), it is 

important to note that some TEKS are listed under two objectives.  In 2010, the state of 

Texas rewrote the TEKS for English Language Arts. In the process, there were some 

TEKS that were combined. If each of the TEKS that were combined were under two 

different objectives, then the new TEKS that replaced the outdated TEKS would be listed 

under both objectives. For example, TEKS 1B, which is “analyze textual context to draw 

conclusions about the nuance of word meanings,” is listed under objective 1 and 

objective 3. 1B is an updated version of the outdated 11.6B that states “rely on context to 

determine meanings of words and phrases, such as figurative language, connotation and 

denotation of words, analogies and technical vocabulary,” which is listed under objective 

1. However, 1B also represents the outdated 11.6F, which states “discriminate between 
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connotative and denotative meanings and interpret the connotative power of words,” 

which was listed under objective 3. Therefore, because 1B represents 11.6B under 

objective 1 and 11.6F under objective 3, 1B is listed twice, under both objective 1 and 3 

(“Comparison of ELA/R TEKS,” 2010, p. 52-60). The distinguishing factor that 

determines which objective the new TEKS represents is the difficulty of the question. 

 A stratified coefficient alpha was used to measure reliability of the TAKS. The 

measurement of reliability is .87-.90 out of 1.0 (“Texas Education Agency,” 2007).  The 

validity of the TAKS is supported through validity evidence, which includes field-testing, 

writing questions to specified objectives, and review by university experts and educators 

(“Texas Education Agency,” 2007). 

 The second instrument in measuring reading comprehension and appreciation was 

computer-generated exams from the Holt McDougal technology resources that 

accompany the Holt McDougal 2010 American Literature textbook (see Appendices C, 

D, E, and F).  The exams were administered the week of October 5th, December 14th,

February 22nd, and May 16th, respectively. The textbook selections come from a panel of 

experts in the field who collaborated to create the textbook: Janet Allen, Arthur N. 

Applebee, Jim Burke, Douglas Carnine, Yvette Jackson, Carol Jago, Robert T. Jimenez, 

Judith A. Langer, Robert J. Marzano, Mary Lou McCloskey, Donna M. Ogle, Carol 

Booth Olson, Lydia Stack, and Carol Ann Tomlinson.  

The accompanying software that creates the exams for a limited amount of 

selections allows a teacher to select specific types of questions according to the desired 

cognitive level he or she wishes to assess, and create a test that corresponds to the 

selection chosen in the textbook. For example, if I chose to teach “The Tell-Tale Heart” 
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by Edgar Allen Poe and would like a multiple-choice exam that tests comprehension, 

then I would select the corresponding objectives along with the number of questions and 

answer choices. The software will then produce a test according to the guidelines. Like 

the TAKS objectives, the questions that require the student to demonstrate the ability to 

analyze and evaluate were separated from those questions asking the students to 

demonstrate comprehension. However, there are many questions that were created by the 

three eleventh grade teachers at Spring Woods High School, including the researcher, 

because the Holt McDougal Exam generator did not have questions that either targeted a 

specific text we wanted to use, or it did not frame the questions to assess a skill in a 

particular way.  

Treatment 

 Throughout the duration of a year, the two groups of students received two 

approaches to teaching literature: a group received mostly intensive methods of teaching 

literature and a group received mostly extensive methods of teaching literature. The 

intensive group read the minimum number of texts that were on the curriculum with a 

specific focus on the details of those texts. The extensive group read up to six times the 

amount of literature than the intensive group with a focus on the amount of reading. The 

extra readings of the extensive group were linked to the readings of the intensive group 

by at least one of the following: theme; genre; common literary elements; and/or skills 

taught within the literature. 

 The objectives for each unit of study were compiled by the eleventh grade 

teachers at Spring Woods High School, including the researcher. All of the reading 

objectives for each nine-week assessment came from the Texas Essential Knowledge and 
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Skills, which are student expectations set by the Texas Education Agency, an agency that 

oversees primary and secondary public education in the state of Texas. 

 The teacher utilized intensive methods of teaching literature to three classes of 

eleventh grade English and extensive methods of teaching literature to three different 

classes of eleventh grade English. All six classes took pretests in comprehension and 

appreciation of literature in November on the district TAKS benchmark, and in March, 

all six classes took the actual TAKS exam as the posttest in comprehension and 

appreciation of literature. Approximately every nine weeks throughout the duration of the 

year, starting in September and ending in May, all six classes were taught a specific list 

of texts and tested on skills taught within those texts throughout the year using the Holt 

McDougal software resources to generate tests, as well as questions derived from both 

the teacher of record and the teachers on the eleventh grade team. In the intensive classes, 

students read a limited number of specific texts in preparation for the exams, while the 

extensive classes read the same texts, but also read up to five more texts that were linked 

by appropriate skills, theme, genre, or a combination of two or all of these linking 

characteristics. 

 For example, if Shakespeare’s Julius Caesar was on the syllabus, then the 

intensive classes read the play and answered questions about each scene and analyzed the 

rhetorical and literary style within the passages. Conversely, during the same amount of 

time, the extensive classes read Julius Caesar along with another of Shakespeare’s plays 

of their choice and/or assigned another Victorian play or multiple plays. Ultimately, 

students in the extensive classes would have also received various examples of similar 
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passages and excerpts during the class time that exhibit the same rhetorical and literary 

style being analyzed in the intensive classes. 

It’s also important to note that all the unit plans of study, example lesson plans, 

and assessments mentioned in this study were for the purposes of teaching 

comprehension and appreciation of literature. Only the skills that were related to the 

research questions were included, and not the entire scope and sequence of the state 

required skills in eleventh grade English for the year. The researcher created most of the 

lessons, and some were a product of planning with the other two eleventh grade English 

teachers at Spring Woods High School.  

The literature was not taught chronologically by date, nor was it arranged by 

genre. The units of study were organized by skills taught. Therefore, it is possible to see a 

unit that was intended to teach a specific skill use non-fiction, fiction, poetry, and other 

modes of writing from various periods. More often than not, the selections were also 

linked thematically; sometimes, though, the selections were only part of the unit because 

the text had good examples of a literary element, such as imagery or setting description, 

which was specifically being taught. 

However, many skills were assessed in the writing assignments instead of on the 

major nine-week, multiple-choice assessments. The same differentiated instruction was 

used in preparation for each writing assignment: the extensive classes read up to six times 

more than the intensive classes. These texts were also included in the number of texts 

read as part of the study. 

There were four major writing assignments that the students were to take through 

multiple drafts, and many timed-writing assessments. However, not all of the major 
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writing assignments are included in the appendix of this study. Only those writing 

assignments that require one or more of the readings listed are included. For example, the 

unit of study that focused on The Things They Carried by Tim O’Brien required a literary 

analysis to be written over the novel. Since the essay question directed the type of 

analytical reading that was taught, as well as closely corresponded with the skills 

assessed on the major nine-week assessment, the writing assignment is included in the 

appendix. Conversely, the persuasive essay that the students wrote on a contemporary 

issue did not require the analysis of one of the texts taught; therefore, the assignment is 

not included in the appendix.  

For the first nine-week unit of study, the objectives covered the skills for reading 

and analyzing persuasive texts and rhetoric (see Appendix G). The intensive classes spent 

five days on a majority of “Letter from Birmingham Jail” by Martin Luther King, while 

during those same five days, the extensive classes read the entire “Letter from 

Birmingham Jail,” as well as excerpts from “Stride Toward Freedom” by Martin Luther 

King. When reading texts from Revolutionary writers, the intensive classes read Henry’s 

“Speech in the Virginia Convention,” while the extensive classes read Henry’s speech as 

well as Jefferson’s “Declaration of Independence” and excerpts from Paine’s “The 

Crisis.” For more recent persuasive pieces, students from both groups read articles from 

New York Times Upfront Debates, all of which were persuasive pieces on various topics 

of oppression and individual rights. The intensive classes read two of these articles, while 

the extensive classes read eight of these articles in the same time frame. Overall, the 

extensive classes read three times more literature than the intensive group (see Appendix 

H).
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The lessons for the readings focused on author’s purpose and the rhetorical 

strategies and techniques used in order to achieve the purpose, as well as the appeals to 

logos, pathos, and ethos that are created (see Appendix I). The assessment created by the 

Holt McDougal Exam Generator software and the eleventh grade English teachers at 

Spring Woods High School, which included the researcher, assessed these skills using the 

sermon “Sinners in the Hands of an Angry God,” by Jonathan Edwards (see Appendix 

C).

For the second nine-week unit of study, the objectives covered the skills for 

reading and analyzing a literary novel (see Appendix J). More specifically, this unit 

focused on analyzing the impact of literary elements within a text and how they 

contribute to the overall theme of a longer text. While poetry was taught during this unit, 

it was not part of the major assessment. The poetry was read as a way to introduce the 

theme of the novel we would read, as well as spark discussion and build background 

about the Vietnam War. Within the six week unit, the students in the intensive classes 

read specific chapters from the novel The Things They Carried by Tim O’Brien, while 

the extensive classes read the same chapters as well as two and half times more from the 

same book (see Appendix K). The novel is unique in the fact that it is made up of 

chapters that are vignettes of a larger plot about the Vietnam War. This allowed the 

teacher to teach only pieces of the novel. (However, students were encouraged to 

complete the novel in place of one of their individual reading novels, and were offered 

the novel to take home to complete on their own.) 

The lessons for the unit focused on the author’s use of literary elements and the 

development of theme through conflict (see Appendix L). There was a major writing 
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assignment that accompanied the reading (see Appendix M), which also guided the 

dialectical journal entries (see Appendix N). The assessment created by the Holt 

McDougal Exam Generator software and the eleventh grade teachers, which included the 

researcher, assessed these skills using the chapter “Ambush” from the novel The Things 

They Carried, written by Tim O’Brien (see Appendix D). This chapter was read with 

both the intensive group and extensive group as part of instruction leading up to the 

assessment. When reading this chapter with the students prior to the nine-week exam, the 

teacher only questioned students about the text to ensure comprehension, and avoided 

questioning the students in the same way they would be questioned on the exam. Because 

the students had already read the chapter prior to the exam, the questions that assessed 

comprehension would have be compromised, and would not have been a valid 

measurement of the students’ comprehension. Therefore, none of the questions on the 

nine-week exam assessed comprehension. The questions on the assessment focus on the 

author’s use of literary elements.

For the third nine-week unit of study, the objectives covered the skills for reading 

and analyzing the elements of the personal narrative and short story (see Appendix O). 

This unit focused on how plot, characterization, setting, dialogue, imagery, and details 

contribute to the overall intended impact of a personal narrative or short story. Much like 

the second nine-week unit, poetry was taught, but it was not part of the major assessment. 

The poetry was read as a way to introduce the themes of the narratives we would read. 

Because the personal narratives came from the Harlem Renaissance, it followed that we 

read Harlem Renaissance poetry and discussed authorial intent so that the students could 

get a better understanding of what motivated the authors. All classes also read 
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informative background information, but the extensive classes also read speeches from 

different times in history that grappled with the same issues of oppression and civil rights 

(see Appendix P). 

 As we moved into the study of short story, classes read pieces that were rich in 

the literary element being taught. For example, in the intensive classes we spent four days 

reading “The Tell-Tale Heart” with a focus on imagery, while during those same four 

days in the extensive classes we read “A Tell-Tale Heart” along with four other short 

stories and discussed the use of imagery more generally across the works (see Appendix 

Q). The same approach was used to teach dialogue using Hemingway’s “Hills Like White 

Elephants.”

 The lessons for this unit focused on the structure and elements of the personal 

narrative and short story. The assessment created by the Holt McDougal Exam Generator 

software and the eleventh grade English teachers at Spring Woods High School, which 

included the researcher, assessed these skills using “The Way Things Will Be,” written

by Judy Troy (see Appendix E). 

For the fourth nine-week unit of study, the objectives covered skills for analyzing 

the style of an author and understanding what makes the writing unique (see Appendix 

R). Students read pieces by Faulkner, Fitzgerald, and Hemingway and compared their 

craft across various texts. The classes were also introduced to satire during this time, but 

were not tested on these elements for the major assessment (see Appendix S). 

The lessons for this unit focused on analyzing an author’s craft and comparing 

and contrasting stylistic differences between authors (see Appendix T). There was also a 

major essay that accompanied the readings (see Appendix U), which required analytical 
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reading of one of the selections read in class. The assessment created by the eleventh 

grade teachers at Spring Woods High School, which included the researcher, assessed 

these skills using the stories “An Error in Chemistry,” written by William Faulkner, and 

“Indian Camp,” written by Ernest Hemingway (see Appendix F). These stories were 

chosen because they clearly demonstrated the unique craft of both authors that was 

discussed during instruction when reading other stories written by Hemingway and 

Faulkner. The Holt McDougal Exam generator did not have questions that compared the 

works of study within this unit, nor did it have questions that targeted the comparison of 

stylistic elements between authors; therefore, the eleventh grade English teachers at 

Spring Woods High School, which included the researcher, created the questions for the 

assessment.

Along with the four nine-week assessments aforementioned, there was a pretest 

posttest implemented. The pretest, which was the English Language Arts TAKS 

benchmark that measured both comprehension and appreciation, was implemented 

between the first and second nine-week assessments and the posttest, which was the 

English Language Arts TAKS test administered by the state, was implemented between 

the third and fourth nine-weeks assessment. There were approximately three months of 

instruction between the two assessments, with the extensive classes reading six times 

more than the intensive classes. The entire list of readings from the third nine-weeks 

assessment were covered as well as parts of the readings from the second nine-weeks 

assessments and the fourth nine-weeks assessments (see Appendix V). 

Throughout the year, students’ class schedules were prone to change for a variety 

of reasons, such as mistakes when they initially signed up for classes, or simply because 
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students decided to play a sport or take a different elective class that required them to be 

in a certain period. To limit the impact of schedule changes, the implementation of the 

differing methods did not begin until the end of September. Until the different methods 

were used in the classes, both the intensive and extensive groups were taught the same 

curriculum. This accounted for the students who started the school year late, students 

who transferred from other teachers, and students who transferred from another group in 

the experiment. After the first few weeks of school, schedule changes were less frequent 

and students were less likely to transfer from another school. 

 To ensure that the results of the study were from students who had been exposed 

to solely the extensive methods classes or solely the intensive methods classes, the results 

of the students whose schedules were changed from one group to another were not 

included in the conclusions of the study. 

Prior to the start of the study, a teacher other than the researcher discussed the 

study by reading a script to the classes (see Appendix W). In order to address the threat of 

diffusion, students were asked not to discuss the elements of the study outside of class. 

Students and parents were given a letter to sign at the start of the study (see Appendices 

X and Y). Prior to being given the letters, a teacher other than the researcher read from a 

script (see Appendix Z) that outlined the specifics and asked for their cooperation in 

keeping certain aspects of the study confined to the classroom. 

Data Collection Procedures 

Following approval from the proper authorities in the school district, the building 

principal, and the Committee for the Protection of Human Subjects at the University of 

Houston, all participants were given an introduction and explanation of the study. The 
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intentions behind both the district TAKS benchmark pretest given in November for 

comprehension and appreciation were explained before the students completed the 

exams. In March, different versions of the same exams were given as the posttest, which 

was the actual state assessment. The scores indicating mastery or non-mastery of 

objective 1 of TAKS were used to measure comprehension, while the scores indicating 

mastery or non-mastery of objectives 2 and 3 of TAKS were used to measure 

appreciation.  

 Tests measuring predetermined student expectations set by the state and district 

were given at the completion of each unit. The tests were created using the Holt 

McDougal software titled Exam Generator that accompanies the textbook. When specific 

skills were not addressed in the questions offered by the Exam Generator, or did not 

accompany a selection preferred by the eleventh grade teachers, the eleventh grade 

teachers at Spring Woods High, which included the researcher, collaborated to create the 

assessments. The questions created by the eleventh grade teachers and Holt McDougal 

software were intended to target specific skills and content set out by the district and the 

state at a comprehension level as well as an analytical and evaluative level. The 

comprehension level questions were used to measure comprehension, and the analytical 

and evaluative level questions were used to measure the appreciation of literature.  

 Each question on the Holt McDougal tests is labeled with the specified Texas 

Essential Knowledge and Skills it is intended to measure. To determine the 

corresponding Texas Assessment of Knowledge and Skills objective that each question 

measures, see Appendix B. For those questions generated by the researcher and the 

eleventh grade teachers, a consensus was reached for each question with regards to the 
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objective it measures before and after the implementation of the assessment. The use of 

test items already labeled by both the Holt McDougal assessments as well as the state 

assessments was used in determining the objectives for test items created by the 

researcher and the eleventh grade teachers. 

Data Analysis Procedures 

 A t-test was performed on the pretest of reading comprehension and appreciation 

scores to determine comparability. The quantitative data were analyzed at the end of the 

study using analysis of covariance procedures in which the dependent variable was 

reading comprehension and appreciation of literature of eleventh grade students as 

measured by the posttest, while the covariate was reading comprehension and 

appreciation of literature as measured by the pretest.  

 The analysis of covariance procedures was used to determine whether there was 

statistical significance in the difference between posttest scores of the intensive and 

extensive groups. The analysis of covariance procedures were used to statistically equate 

the groups so that results could be attributed to the treatment rather than the initial 

differences of the pretests. A ninety-five percent confidence level (p < .05) was the 

criterion level for determining statistical significance.  

Scores collected at the end of each unit exam implemented throughout the study 

were measured through a t-test to compare results between the intensive group and the 

extensive group.  Different sets of t-tests were run to look for differential effects between 

different levels of groups within the pretest scores. There were two different levels of 

students: high and low. The students in the intensive group with the lowest fifteen scores 

on the pretest were compared to the students in the extensive group with the lowest 
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fifteen scores on the pretest, and the students in the intensive group with the highest 

fifteen scores on the pretest were compared with the students in the extensive group with 

the highest fifteen scores on the pretest. 

Limitation of the Study 

The purpose of the study was to determine if the intensive or the extensive 

method of teaching literature is more effective for improving reading comprehension and 

the appreciation of literature of eleventh grade students. The study included the following 

limitations: (1) random assignment was not used because random selection was not 

feasible in a high school setting; (2) the researcher as teacher may have introduced 

potential bias into one of the treatments; and (3) generalizations made on the results of 

the TAKS.  The TAKS exam poses a certain bias to students who may have more 

background knowledge of the text selections due to certain exposure or cultural norms 

and traditions. Because of this bias, generalizations based on results from the TAKS 

exam pose certain limitations. 

Another potential limitation was the difference in the difficulty of texts used in 

the unit tests compared to the difficulty of the texts used in the ELA TAKS exams. 

Because the texts on the nine-week exams were considered more difficult than the texts 

on the TAKS exam, the comparison of results between the four nine-week exams and the 

pretest-posttest were not considered a reliable comparison.  

If there were inconsistencies within the results of any of the exams, then a focus 

group was going to be formed to determine comparability through a content analysis of 

both the texts presented and the questions. While a focus group was not needed to review 

the results, the eleventh grade teachers were asked to meet by the researcher to further 
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discuss how the questions were labeled with regards to the objectives they were intended 

to measure. However, none of the data was changed as a result of the meeting. 

Summary  

 This chapter described the research methodology that was used to achieve the 

purpose of the study. More specifically, the research design, samples and sampling 

procedures, the instrumentation, the treatment, the data collection procedures, the data 

analysis procedures, and the limitations of the study were all presented. 



Chapter IV 

Results 

Having clear, definite goals and measuring pupil progress toward those goals is fairly 
easy for a teacher of typewriting. Such good fortune does not bless the teacher of 
literature. No one in the teaching profession is more afflicted by that dispersal of 
energies which results from vague and noble aims and from lack of proof that the aims 
are accomplished.         

 (Loban, 1948, p. 277)

Introduction 

 The purpose of the study was to determine whether intensive or extensive 

methods of teaching literature to eleventh grade high school students was more effective 

with increasing both reading comprehension and appreciation of literature. Therefore the 

study attempted to answer the following research questions:  

1. Will there be a significant difference in reading comprehension scores between 

the students who receive the intensive reading instruction of literature and those 

who receive the extensive reading instruction of literature? 

2. Will there be a significant difference in the scores that reveal the appreciation of 

literature between the students who receive the intensive reading instruction of 

literature and those who receive the extensive reading instruction of literature? 

 The remainder of this chapter describes the results obtained in the study and will 

include the following sections: (a) descriptive statistics; (b) quantitative results for the 

first research question; (c) quantitative results for the second research question; (d) 

summary. 



98

Descriptive Statistics 

Due to schedule changes and student transfers, each assessment has a slightly 

different number of students who took the exam. In each of the following tables, the even 

periods (2, 4, and 6) were taught with the intensive method, and the odd periods (3, 5, and 

7) were taught with the extensive method. These tables represent the total number of 

questions answered correctly that assessed both comprehension and appreciation. 

Table 1 

Descriptive Statistics for the First Nine-Weeks Assessment 

Descriptive Statistics 
Dependent Variable: Assessment One 
Class Period Mean Std. Deviation N
Period 2 .6700 .16235 15
Period 3 .7094 .17148 16
Period 4 .7643 .11339 14
Period 5 .6333 .13184 15
Period 6 .7033 .16526 15
Period 7 .6684 .08852 19
Total .6899 .14267 94

Table 2 

Descriptive Statistics for the Second Nine-Weeks Assessment 

Descriptive Statistics 
Dependent Variable: Assessment Two 
Class Period Mean Std. Deviation N
Period 2 .5781 .13901 16
Period 3 .5941 .10137 17
Period 4 .6733 .06779 15
Period 5 .5900 .13784 15
Period 6 .6733 .14864 15
Period 7 .6500 .09428 19
Total .6263 .12100 97
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Table 3 

Descriptive Statistics for the Third Nine-Weeks Assessment 

Descriptive Statistics 
Dependent Variable: Assessment Three 
Class Period Mean Std. Deviation N
Period 2 .7118 .11528 17
Period 3 .7105 .11970 19
Period 4 .6500 .16514 12
Period 5 .7147 .15285 17
Period 6 .7607 .10774 14
Period 7 .7095 .11138 21
Total .7110 .12803 100

Table 4

Descriptive Statistics for the Fourth Nine-Weeks Assessment 

Descriptive Statistics 
Dependent Variable: Assessment Four 
Class Period Mean Std. Deviation N
Period 2 .6588 .18811 17
Period 3 .6579 .08702 19
Period 4 .6346 .15053 13
Period 5 .6559 .12232 17
Period 6 .6536 .14737 14
Period 7 .6476 .12397 21
Total .6520 .13452 101

The results of the pretest posttest reflect only those students who completed both 

tests. Any students who switched groups due to schedule changes were not included in 

the results of the pretest posttest. 
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Table 5 

Descriptive Statistics for Pretest Posttest 

Descriptive Statistics 
Dependent Variable: Pretest Posttest 
Intensive or Extensive Mean Std. Deviation N
Intensive .8590 .09898 39
Extensive .8754 .09093 45
Total .8678 .09454 84

 Results for all students who participated in the study showed growth on the 

pretest posttest. 

Table 6

Results Obtained from T-Test of All Questions Assessing Comprehension and 
Appreciation for the Pretest Posttest 

Paired Samples Statistics 
Mean N Std. Deviation Std. Error 

Mean 
Pair 1 Pretest .8206 84 .12322 .01344

Posttest .8678 84 .09454 .01031

As shown in Table 6, the mean score on the pretest for all students was .8206 and 

the mean score on the posttest was .8678. The t-test of individual samples yielded an 

adjusted t-value of -4.140 that was statistically significant (p = .000). Figure 1 represents 

the growth of all students by class period on the pretest-posttest. 
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Figure 1.  Comparison of Pretest Posttest Scores for each Class Period

Quantitative Results for the First Research Question 

 The first research question asked: Will there be a significant difference in reading 

comprehension scores between the students who receive the intensive reading instruction 

of literature and those who receive the extensive reading instruction of literature? 
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Table 7 

List of Questions by Number that Attempt to Measure Comprehension on the Assessments  

Assessment Questions that Measure 
Comprehension 

First Nine-Week Assessment – Persuasion and 
Rhetoric (see Appendix C)

14, 15, 16, 17, 18, 19, and 20 

Third Nine-Week Assessment – The Personal 
Narrative and Short Story (see Appendix E) 

7, 10, 11, 14, 17, and 18 

Fourth Nine-Week Assessment – Author’s Style (see 
Appendix F)

6, 12, 13, 14, and 15 

Pretest (see Appendix A) 1, 2, 3, 4, 12, 13, 14, and 15 

Posttest 1, 2, 3, 4, 12, 13, 14, and 15 

 Assessment two did not measure comprehension because the chapter used on the 

exam had been read in class with both groups. The analysis of the literary elements in the 

chapter, however, were not part of the lesson, which was the skill taught and evaluated by 

the eleventh grade teachers. 
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Assessment one. 

Figure 2.  Comparison of Means of Comprehension Questions Correct on the First Nine-
Weeks Assessment across Class Periods 
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Figure 3. Comparison of Means of Comprehension Questions Correct on First Nine-
Weeks Assessment between Groups 
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A univariate analysis of variance was conducted with questions assessing 

comprehension to test the effect size between the intensive and extensive groups. 

Table 8

Results Obtained for Univariate Analysis of Variance for Comprehension on the First 
Nine-Weeks Assessment

As shown in Table 8, the observed power of the sample was .273. The analysis of 

variance yielded an F-ratio that was not statistically significant (p = .174) and the effect 

size (d = .020) was not educationally meaningful.  

A Levene’s test of equality of error variance was also conducted to test the 

hypothesis that the error variance of the dependent variable was equal across groups. This 

resulted in a significance of .761, which indicates that equality does exist because the P-

value is greater than .05. 

Tests of Between-Subjects Effects 
Dependent Variable: Comprehension  
Source Type III 

Sum of 
Squares 

df Mean
Square

F Sig. Partial
Eta

Squared 

Noncent. 
Parameter 

Observed 
Powerb

Corrected 
Model 

.084a 1 .084 1.877 .174 .020 1.877 .273

Intercept 46.805 1 46.805 1047.091 .000 .919 1047.091 1.000
Group .084 1 .084 1.877 .174 .020 1.877 .273
Error 4.112 92 .045
Total 50.939 94
Corrected 
Total

4.196 93

a. R Squared = .020 (Adjusted R Squared = .009) 
b. Computed using alpha = .05 
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Assessment three.

Figure 4.  Comparison of Means of Comprehension Questions Correct on the Third Nine-
Weeks Assessment across Class Periods
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Figure 5. Comparison of Means of Comprehension Questions Correct on Third Nine-
Weeks Assessment between Groups 
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A univariate analysis of variance was conducted with questions assessing 

comprehension to test the effect size between the intensive and extensive groups. 

Table 9

Results Obtained for Univariate Analysis of Variance for Comprehension on the Third 
Nine-Weeks Assessment

  As shown in Table 9, the observed power of the sample was .091. The analysis of 

variance yielded an F-ratio that was not statistically significant (p = .969) and the effect 

size (d = .010) was not educationally meaningful.  

A Levene’s test of equality of error variance was also conducted to test the 

hypothesis that the error variance of the dependent variable was equal across groups. This 

resulted in a significance of .535, which indicates that equality does exist because the P-

value is greater than .05. 

Tests of Between-Subjects Effects 
Dependent Variable: Comprehension  
Source Type III 

Sum of 
Squares 

df Mean
Square

F Sig. Partial
Eta

Squared 

Noncent. 
Parameter 

Observed 
Powerb

Corrected 
Model 

.024a 5 .005 .183 .969 .010 .913 .091

Intercept 68.878 1 68.878 2600.225 .000 .965 2600.225 1.000
Class .024 5 .005 .183 .969 .010 .913 .091
Error 2.490 94 .026
Total 73.917 100
Corrected 
Total

2.514 99

a. R Squared = .010 (Adjusted R Squared = -.043) 
b. Computed using alpha = .05 
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Assessment four. 

Figure 6.  Comparison of Means of Comprehension Questions Correct on the Fourth 
Nine-Weeks Assessment across Class Periods
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Figure 7.  Comparison of Means of Comprehension Questions Correct on the Fourth 
Nine-Weeks Assessment between Groups 
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Table 10

Results Obtained for Univariate Analysis of Variance for Comprehension on the Fourth 
Nine-Weeks Assessment.

Tests of Between-Subjects Effects 
Dependent Variable: Comprehension  
Source Type 

III Sum 
of

Squares 

df Mean
Square

F Sig. Partial
Eta

Squared 

Noncent. 
Parameter 

Observed 
Powerb

Corrected 
Model 

.097a 5 .019 .323 .898 .017 1.615 .128

Intercept 36.587 1 36.587 606.773 .000 .865 606.773 1.000
Class .097 5 .019 .323 .898 .017 1.615 .128
Error 5.728 95 .060
Total 43.640 101
Corrected 
Total

5.826 100

a. R Squared = .017 (Adjusted R Squared = -.035) 
b. Computed using alpha = .05

As shown in Table 10, the observed power of the sample was .128. The analysis 

of variance yielded an F-ratio that was not statistically significant (p = .898) and the 

effect size (d = .017) was not educationally meaningful.  

A Lavene’s test of equality of error variance was also conducted to test the 

hypothesis that the error variance of the dependent variable was equal across groups. This 

resulted in a significance of .714, which indicates that equality does exist because the P-

value is greater than .05. 
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Pretest posttest. 

Figure 8. Comparison of Means of Comprehension Questions Correct on Pretest Posttest 
across Class Periods 
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Figure 9.  Comparison of Means of Comprehension Questions Correct on Pretest Posttest 
between Groups 

The analysis of covariance procedures was used to determine whether there was 

statistical significance in the difference between posttest scores of the intensive and 

extensive groups. The analysis of covariance procedures were used to statistically equate 

the groups so that results could be attributed to the treatment rather than the initial 

differences of the pretests. 
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Table 11

Results Obtained for Univariate Analysis of Variance for Comprehension on the Posttest

Tests of Between-Subjects Effects 
Dependent Variable: Comprehension 
Source Type 

III Sum 
of

Squares 

df Mean
Square

F Sig. Partial
Eta

Squared 

Noncent. 
Parameter 

Observed 
Powerb

Corrected 
Model 

.019a 2 .009 .574 .566 .014 1.148 .142

Intercept 1.099 1 1.099 66.476 .000 .451 66.476 1.000
PreObj1 .019 1 .019 1.141 .289 .014 1.141 .184
Group 6.579E-

005
1 6.579E-

005
.004 .950 .000 .004 .050

Error 1.339 81 .017
Total 66.328 84
Corrected 
Total

1.358 83

a. R Squared = .014 (Adjusted R Squared = -.010) 
b. Computed using alpha = .05 

An analysis of covariance was used to control for the differences in the pretest 

scores. As shown in Table 11, the observed power of the sample was .142. The analysis 

of variance yielded an F-ratio that was not statistically significant (p = .566) and the 

effect size (d = .014) that was not educationally meaningful.  

A Levene’s test of equality of error variance was also conducted to test the 

hypothesis that the error variance of the dependent variable was equal across groups. This 

resulted in a significance of .448, which indicated that equality does exist because the P-

value is greater than .05. 

Students were also grouped within the extensive and intensive as high performing 

and low performing, based on their pretest scores. The growth in comprehension between 
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high-intensive and high-extensive groups were compared, as well as the low-intensive 

and low-extensive groups. 

Table 12

Descriptive Statistics for Comparison of Low Performing Students on Comprehension 
between Groups 

Descriptive Statistics 
Dependent Variable: Comprehension 
Low Extreme Mean Std. Deviation N
Low Intensive .7981 .15761 13
Low Extensive .8250 .14015 15
Total .8125 .14633 28

Table 13

Results Obtained for Univariate Analysis of Variance for Comprehension between Low 
Performing Groups 

Tests of Between-Subjects Effects 
Dependent Variable: Comprehension 
Source Type 

III Sum 
of

Squares 

df Mean
Square

F Sig. Partial
Eta

Squared 

Noncent. 
Parameter 

Observed 
Powerb

Corrected 
Model 

.007a 2 .003 .148 .863 .012 .296 .070

Intercept .452 1 .452 19.777 .000 .442 19.777 .990
PreObj1 .002 1 .002 .075 .787 .003 .075 .058
Low
Extreme 

.005 1 .005 .207 .653 .008 .207 .072

Error .571 25 .023
Total 19.063 28
Corrected 
Total

.578 27

a. R Squared = .012 (Adjusted R Squared = -.067) 
b. Computed using alpha = .05 
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An analysis of covariance was used to control for the differences in the pretest 

scores. As shown in Table 13, the observed power of the sample was .070. The analysis 

of variance yielded an F-ratio that was not statistically significant (p = .863) and the 

effect size (d = .012) that was not educationally meaningful.  

A Levene’s test of equality of error variance was also conducted to test the 

hypothesis that the error variance of the dependent variable was equal across groups. This 

resulted in a significance of .387, which indicated that equality does exist because the P-

value is greater than .05. 

Table 14

Descriptive Statistics for Comparison of High Performing Students on Comprehension 
between Groups 

Descriptive Statistics 
Dependent Variable: Comprehension 
High Extreme Mean Std. Deviation N
High Extensive .8750 .11411 13
High Intensive .9423 .06486 13
Total .9087 .09720 26
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Table 15

Results Obtained for Univariate Analysis of Variance for Comprehension between High 
Performing Groups 

Tests of Between-Subjects Effects 
Dependent Variable: Comprehension 
Source Type 

III Sum 
of

Squares 

df Mean
Square

F Sig. Partial
Eta

Squared 

Noncent. 
Parameter 

Observed 
Powerb

Corrected 
Model 

.033a 2 .016 1.858 .179 .139 3.716 .347

Intercept .152 1 .152 17.196 .000 .428 17.196 .978
PreObj1 .003 1 .003 .385 .541 .016 .385 .091
High
Extreme 

.028 1 .028 3.159 .089 .121 3.159 .399

Error .203 23 .009
Total 21.703 26
Corrected 
Total

.236 25

a. R Squared = .139 (Adjusted R Squared = .064) 
b. Computed using alpha = .05 

An analysis of covariance was used to control for the differences in the pretest 

scores. As shown in Table 14, the observed power of the sample was .347. The analysis 

of variance yielded an F-ratio that was not statistically significant (p = .179) and the 

effect size (d = .139) that was not educationally meaningful.  

A Levene’s test of equality of error variance was also conducted to test the 

hypothesis that the error variance of the dependent variable was equal across groups. This 

resulted in a significance of .556, which indicated that equality does exist because the P-

value is greater than .05. 



118

Figure 10.  Growth in Comprehension between Extremes on the Pretest Posttest 

Quantitative Results for the Second Research Question 

The second research question asked: Will there be a significant difference in the 

scores that reveal the appreciation of literature between the students who receive the 

intensive reading instruction of literature and those who receive the extensive reading 

instruction of literature? 
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Table 16 

List of Questions by Number that Attempt to Measure Appreciation on the Assessments  

Assessment Questions that Measure 
Appreciation 

First Nine-Week Assessment – Persuasion and 
Rhetoric (see Appendix C)

1, 2, 3, 4, 5, 6, 7, 8, 9, 10, 11, 
12, and 13

Second Nine-Week Assessment – Aesthetics of War 
in Literature (see Appendix D)

All Questions 

Third Nine-Week Assessment – The Personal 
Narrative and Short Story (see Appendix E) 

1, 2, 3, 4, 5, 6, 8, 9, 12, 13, 15, 
16, 19, and 20

Fourth Nine-Week Assessment – Author’s Style (see 
Appendix F)

1, 2, 3, 4, 5, 7, 8, 9, 10, 11, 16, 
17, 18, 19, and 20

Pretest (see Appendix A) 5, 6, 7, 8, 9, 10, 11, 16, 17, 18, 
19, 20, 21, 22, 23, 24, 25, 26, 
27, and 28

Posttest 5, 6, 7, 8, 9, 10, 11, 16, 17, 18, 
19, 20, 21, 22, 23, 24, 25, 26, 
27, and 28
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Assessment one. 

Figure 11.  Comparison of Means of Appreciation Questions Correct on the First Nine-
Weeks Assessment across Class Periods 
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Figure 12.  Comparison of Means of Appreciation Questions Correct on First Nine-
Weeks Assessment between Groups 
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Table 17 

Results Obtained for Univariate Analysis of Variance for Appreciation on the First Nine-
Weeks Assessment  

As shown in Table 17, the observed power of the sample was .457. The analysis 

of variance yielded an F-ratio that was not statistically significant (p = .250) and an effect 

size (d = .071) that was not educationally meaningful.  

A Levene’s test of equality of error variance was also conducted to test the 

hypothesis that the error variance of the dependent variable was equal across groups. This 

resulted in a significance of .153, which indicates that equality does exist because the P-

value is greater than .05. 

Tests of Between-Subjects Effects 
Dependent Variable: Appreciation 
Source Type III 

Sum of 
Squares 

df Mean
Square

F Sig. Partial
Eta

Squared 

Noncent. 
Parameter 

Observed 
Powerb

Corrected 
Model 

.163a 5 .033 1.353 .250 .071 6.764 .457

Intercept 43.387 1 43.387 1803.850 .000 .953 1803.850 1.000
Class .163 5 .033 1.353 .250 .071 6.764 .457
Error 2.117 88 .024
Total 45.959 94
Corrected 
Total

2.279 93

a. R Squared = .071 (Adjusted R Squared = .019) 
b. Computed using alpha = .05
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Assessment two. 

Figure 13. Comparison of Means of Appreciation Questions Correct on the Second 
Nine-Weeks Assessment across Class Periods
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Figure 14.  Comparison of Means of Appreciation Questions Correct on the Second 
Nine-Weeks Assessment between Groups 
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Table 18 

Results Obtained for Univariate Analysis of Variance for Appreciation on the Second 
Nine-Weeks Assessment 

As shown in Table 18, the observed power of the sample was .275. The analysis 

of variance yielded an F-ratio that was not statistically significant (p = .172) and an effect 

size (d = .020) that was not educationally meaningful.  

A Levene’s test of equality of error variance was also conducted to test the 

hypothesis that the error variance of the dependent variable was equal across groups. This 

resulted in a significance of .116, which indicates that equality does exist because the P-

value is greater than .05. 

Tests of Between-Subjects Effects 
Dependent Variable: Appreciation 
Source Type 

III Sum 
of

Squares 

df Mean
Square

F Sig. Partial
Eta

Squared 

Noncent. 
Parameter 

Observed 
Powerb

Corrected 
Model 

.038a 1 .038 1.891 .172 .020 1.891 .275

Intercept 44.724 1 44.724 2218.389 .000 .960 2218.389 1.000
Group .038 1 .038 1.891 .172 .020 1.891 .275
Error 1.855 92 .020
Total 46.633 94
Corrected 
Total

1.893 93

a. R Squared = .020 (Adjusted R Squared = .009) 
b. Computed using alpha = .05
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Assessment three. 

Figure 15. Comparison of Means of Appreciation Questions Correct on the Third Nine-
Weeks Assessment across Class Periods
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Figure 16.  Comparison of Means of Appreciation Questions Correct on the Third Nine-
Weeks Assessment between Groups
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Table 19 

Results Obtained for Univariate Analysis of Variance for Appreciation on the Third Nine-
Weeks Assessment 

Tests of Between-Subjects Effects 
Dependent Variable: Appreciation 
Source Type 

III Sum 
of

Squares 

df Mean
Square

F Sig. Partial
Eta

Squared 

Noncent. 
Parameter 

Observed 
Powerb

Corrected 
Model 

6.297E-
5a

1 6.297E-
5

.003 .958 .000 .003 .050

Intercept 41.893 1 41.893 1876.848 .000 .950 1876.848 1.000
Group 6.297E-

5
1 6.297E-

5
.003 .958 .000 .003 .050

Error 2.187 98 .022
Total 44.903 100
Corrected 
Total

2.188 99

a. R Squared = .000 (Adjusted R Squared = -.010) 
b. Computed using alpha = .05

As shown in Table 19, the observed power of the sample was .050. The analysis 

of variance yielded an F-ratio that was not statistically significant (p = .958) and an effect 

size (d = .000) that was not educationally meaningful.  

A Levene’s test of equality of error variance was also conducted to test the 

hypothesis that the error variance of the dependent variable was equal across groups. This 

resulted in a significance of .552, which indicates that equality does exist because the P-

value is greater than .05. 
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Assessment four. 

Figure 17. Comparison of Means of Appreciation Questions Correct on the Fourth Nine-
Weeks Assessment across Class Periods
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Figure 18.  Comparison of Means of Appreciation Questions Correct on the Fourth Nine-
Weeks Assessment between Groups 
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Table 20

Results Obtained for Univariate Analysis of Variance for Appreciation on the Fourth 
Nine-Weeks Assessment 

As shown in Table 20, the observed power of the sample was .080. The analysis 

of variance yielded an F-ratio that was not statistically significant (p = .983) and an effect 

size (d = .007) that was not educationally meaningful.  

A Levene’s test of equality of error variance was also conducted to test the 

hypothesis that the error variance of the dependent variable was equal across groups. This 

resulted in a significance of .635, which indicates that equality does exist because the P-

value is greater than .05. 

Tests of Between-Subjects Effects 
Dependent Variable: Appreciation 
Source Type 

III Sum 
of

Squares 

df Mean
Square

F Sig. Partial
Eta

Squared 

Noncent. 
Parameter 

Observed 
Powerb

Corrected 
Model 

.015a 5 .003 .138 .983 .007 .689 .080

Intercept 43.490 1 43.490 1975.554 .000 .954 1975.554 1.000
Class .015 5 .003 .138 .983 .007 .689 .080
Error 2.091 95 .022
Total 46.818 101
Corrected 
Total

2.106 100

a. R Squared = .007 (Adjusted R Squared = -.045) 
b. Computed using alpha = .05
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 Pretest posttest. 

Figure 19.  Growth in Appreciation Objective 2 between Class Periods on the Pretest 
Posttest
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Figure 20.  Growth in Appreciation Objective 2 between Groups on the Pretest Posttest
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Table 21 

Results Obtained for Univariate Analysis of Variance for Objective 2 Appreciation on the 
Posttest

Tests of Between-Subjects Effects 
Dependent Variable: Objective 2 Appreciation 
Source Type III 

Sum of 
Squares 

df Mean
Square

F Sig. Partial
Eta

Squared 

Noncent. 
Parameter 

Observed 
Powerb

Corrected 
Model 

.225a 2 .112 5.192 .008 .114 10.384 .816

Intercept 1.063 1 1.063 49.084 .000 .377 49.084 1.000
PreObj2 .225 1 .225 10.369 .002 .113 10.369 .889
Group .012 1 .012 .537 .466 .007 .537 .112
Error 1.755 81 .022
Total 65.203 84
Corrected 
Total

1.980 83

a. R Squared = .114 (Adjusted R Squared = .092) 
b. Computed using alpha = .05 

An analysis of covariance was used to control for the differences in the pretest 

scores. As shown in Table 21, the observed power of the sample was .816. The analysis 

of variance yielded an F-ratio that was statistically significant (p = .008) but an effect 

size (d = .114) that was not educationally meaningful.  

A Levene’s test of equality of error variance was also conducted to test the 

hypothesis that the error variance of the dependent variable was equal across groups. This 

resulted in a significance of .486, which indicates that equality does exist because the P-

value is greater than .05. 
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Figure 21.  Growth in Appreciation Objective 3 between Class Periods on the Pretest 
Posttest
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Figure 22.  Growth in Appreciation Objective 3 between Groups on the Pretest Posttest 
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Table 22 

Results Obtained for Univariate Analysis of Variance for Objective 3 Appreciation on the 
Posttest

Tests of Between-Subjects Effects 
Dependent Variable: Objective 3 Appreciation 
Source Type 

III Sum 
of

Squares 

df Mean
Square

F Sig. Partial
Eta

Squared 

Noncent. 
Parameter 

Observed 
Powerb

Corrected 
Model 

.142a 2 .071 4.916 .010 .108 9.833 .793

Intercept 1.571 1 1.571 109.091 .000 .574 109.091 1.000
PreObj3 .117 1 .117 8.151 .005 .091 8.151 .805
Group .011 1 .011 .762 .385 .009 .762 .139
Error 1.166 81 .014
Total 63.451 84
Corrected 
Total

1.308 83

a. R Squared = .108 (Adjusted R Squared = .086) 
b. Computed using alpha = .05 

An analysis of covariance was used to control for the differences in the pretest 

scores. As shown in Table 22, the observed power of the sample was .793. The analysis 

of variance yielded an F-ratio that was statistically significant (p = .010) but an effect 

size (d = .108) that was not educationally meaningful.  

A Levene’s test of equality of error variance was also conducted to test the 

hypothesis that the error variance of the dependent variable was equal across groups. This 

resulted in a significance of .547, which indicates that equality does exist because the P-

value is greater than .05. 
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Table 23 

Results Obtained for Univariate Analysis of Variance for Objective 2 and 3 Appreciation 
on the Posttest 

Tests of Between-Subjects Effects 
Dependent Variable: Objective 2 and 3 Appreciation 
Source Type 

III Sum 
of

Squares 

df Mean
Square

F Sig. Partial
Eta

Square
d

Noncent. 
Paramete

r

Observe
d Powerb

Corrected 
Model 

.249a 2 .124 13.87
1

.00
0

.255 27.742 .998

Intercept .797 1 .797 88.83
7

.00
0

.523 88.837 1.000

PreObj2and
3

.239 1 .239 26.60
9

.00
0

.247 26.609 .999

Group 5.127E
-005

1 5.127E
-005

.006 .94
0

.000 .006 .051

Error .727 81 .009
Total 63.550 84
Corrected 
Total

.976 83

a. R Squared = .255 (Adjusted R Squared = .237) 
b. Computed using alpha = .05 

An analysis of covariance was used to control for the differences in the pretest 

scores. As shown in Table 23, the observed power of the sample was .998. The analysis 

of variance yielded an F-ratio that was statistically significant (p = .000), with a moderate 

effect size (d = .255).  

A Levene’s test of equality of error variance was also conducted to test the 

hypothesis that the error variance of the dependent variable was equal across groups. This 

resulted in a significance of .525, which indicates that equality does exist because the P-

value is greater than .05. 



139

Table 24

Descriptive Statistics for Comparison of Low Performing Students on Appreciation 
between Groups 

Descriptive Statistics 
Dependent Variable: Appreciation 
LoEx Mean Std. Deviation N
Low Extensive .8300 .13336 15
Low Intensive .8038 .13611 13
Total .8179 .13279 28

Table 25

Results Obtained for Univariate Analysis of Variance for Appreciation between Low 
Performing Groups 

Tests of Between-Subjects Effects 
Dependent Variable: Appreciation 
Source Type 

III Sum 
of

Squares 

df Mean
Square

F Sig. Partial
Eta

Squared 

Noncent. 
Parameter 

Observed 
Powerb

Corrected 
Model 

.135a 2 .068 4.960 .015 .284 9.920 .760

Intercept .137 1 .137 10.031 .004 .286 10.031 .861
PreObj2and3 .130 1 .130 9.570 .005 .277 9.570 .844
LoEx .009 1 .009 .681 .417 .027 .681 .125
Error .341 25 .014
Total 19.205 28
Corrected 
Total

.476 27

a. R Squared = .284 (Adjusted R Squared = .227) 
b. Computed using alpha = 

An analysis of covariance was used to control for the differences in the pretest 

scores. As shown in Table 25, the observed power of the sample was .760. The analysis 

of variance yielded an F-ratio that was statistically significant (p = .015), with a moderate 

effect size (d = .284).  
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A Levene’s test of equality of error variance was also conducted to test the 

hypothesis that the error variance of the dependent variable was equal across groups. This 

resulted in a significance of .970, which indicates that equality does exist because the P-

value is greater than .05. 

Table 26

Descriptive Statistics for Comparison of High Performing Students on Appreciation 
between Groups 

Descriptive Statistics 
Dependent Variable: Appreciation 
HiEx Mean Std. Deviation N
Hi Extensive .9231 .05633 13
Hi Intensive .9269 .07532 13
Total .9250 .06519 26

Table 27

Results Obtained for Univariate Analysis of Variance for Appreciation between High 
Performing Groups 

Tests of Between-Subjects Effects 
Dependent Variable: Appreciation 
Source Type 

III Sum 
of

Squares 

df Mean
Square

F Sig. Partial
Eta

Squared 

Noncent. 
Parameter 

Observed 
Powerb

Corrected 
Model 

.001a 2 .000 .059 .943 .005 .117 .058

Intercept .048 1 .048 10.429 .004 .312 10.429 .871
PreObj2and3 .000 1 .000 .096 .759 .004 .096 .060
HiEx 2.187E-

006
1 2.187E-

006
.000 .983 .000 .000 .050

Error .106 23 .005
Total 22.352 26
Corrected 
Total

.106 25

a. R Squared = .005 (Adjusted R Squared = -.081) 
b. Computed using alpha = 
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An analysis of covariance was used to control for the differences in the pretest 

scores. As shown in Table 27, the observed power of the sample was .058. The analysis 

of variance yielded an F-ratio that was not statistically significant (p = .943) and an effect 

size (d = .005) that was not educationally meaningful.  

A Levene’s test of equality of error variance was also conducted to test the 

hypothesis that the error variance of the dependent variable was equal across groups. This 

resulted in a significance of .200, which indicates that equality does exist because the P-

value is greater than .05.

Figure 23.  Growth in Appreciation between Extremes on the Pretest Posttest
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Figure 24.  Average Mean Comprehension Scores of Both Intensive and Extensive 
Groups over the Four Nine-Week Assessments. 

Figure 25.  Average Mean Appreciation Scores of Both Intensive and Extensive Groups 
over the Four Nine-Week Assessments. 
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Summary 

The purpose of the study was to determine whether intensive or extensive 

methods of teaching literature to eleventh grade high school students was more effective 

in increasing both reading comprehension and appreciation of literature.  

The results obtained through quantitative analysis yielded no statistically 

significant difference between comprehension scores or appreciation scores on the four 

nine-week assessments.  However, the results obtained through quantitative analysis 

yielded statistically significant difference between appreciation scores, but not 

comprehension scores, on the pretest posttest results. All the students showed statistical 

significance in growth on the pretest posttest results.  



Chapter V 

Discussion and Conclusions 

“Delight is the essence of the work of art itself; the reader can grasp this delight when he 
has acquired a sensitivity of emotional response that is equal to the demands of the 
artist’s subject and style.” 

(Early, 1960, p. 161) 

Introduction 

This study was a replication of Nancy Coryell’s (1927) work; therefore, before a 

discussion of the results can begin, it is important to first understand the details of her 

study to better see how this research compares. Nancy Coryell’s (1927) landmark study, 

which is considered the first major research study in English education, attempted to 

determine whether the extensive method of teaching English literature or the intensive 

method of teaching English literature was more effective for improving comprehension 

and appreciation of literature on the part of high school students. The use of the extensive 

method would use the rapid reading of a comparatively large amount of literature with 

general comments and discussions in class, while the intensive approach would look at 

the literature in more detail, and analytically study the literature required by the syllabus.   

The purpose of this study was the same as Coryell’s (1927): to determine whether 

intensive or extensive methods of teaching literature to eleventh grade high school 

students was more effective at increasing both reading comprehension and appreciation 

of literature. Similarly, this study defined extensive reading instruction as reading more, 

either by choice or assigned, with less focus on the details and more focus on the amount 

of reading, and defined intensive reading instruction as reading the minimum amount of 
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texts required by the syllabus with a focus on the details. Therefore, the study attempted 

to answer the following research questions: 

1. Will there be a significant difference in reading comprehension scores between 

the students who receive the intensive reading instruction of literature and those 

who receive the extensive reading instruction of literature? 

2. Will there be a significant difference in the scores that reveal the appreciation of 

literature between the students who receive the intensive reading instruction of 

literature and those who receive the extensive reading instruction of literature?  

For the purposes of this study, “comprehension” was defined as the basic understanding 

of culturally diverse written texts, and the term “appreciation of literature” was defined as 

demonstrating an understanding of the effects of literary elements and techniques in 

culturally diverse written texts, as well as demonstrating the ability to analyze and 

critically evaluate culturally diverse written texts and visual representations.  

In Coryell’s (1927) study, the extensive groups received six times more reading 

than the intensive group, while in this study the extensive groups receive four and half 

times more reading than the intensive group.  Within the extensive classes, teachers in 

Coryell’s study purposely stayed away from teaching literary history and biographical 

fact, style and technique, or other extraneous material, while in this study, the teacher, 

also the researcher, did read a minimal amount of biographical pieces with the extensive 

groups. Also, in preparation for assessment four that covered author’s style, the extensive 

group reviewed terms and specific sentence structures to be familiar with the wording 

that would be on the exam. However, like the teachers in Coryell’s study, the teacher’s 

role in the extensive class was mainly to help the students understand what was read.   
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Coryell’s (1927) study used a variety of measurements. The teachers worked 

together to decide on the most important objectives to be taught for the selections of 

literature that would be tested, and put together six multiple-choice exams throughout the 

year for the selections that were taught in both the intensive and extensive classes. 

Neither the extensive nor intensive classes were tested on the extra reading done in the 

extensive classes.  Along with the detailed objective tests created by the teachers, Coryell 

used the Thorndike-McCall Reading Scale, Forms 1 and 3, along with the Thorndike-

McCall Test of Word Knowledge, as a pretest and posttest of comprehension. The 

Logasa-McCoy Seven Tests in Appreciation of Literature and the Abbott-Trabue 

Exercises in Judging Poetry, Forms X and Y, were used as a pretest and posttest to 

measure the appreciation of literature. Also included were the school uniform exams. 

Much like Coryell’s (1927) work, this yearlong study based its results on four 

multiple-choice assessments that were created using objectives decided on by the 

eleventh grade teachers. In addition to the four multiple-choice assessments, the results 

from a pretest posttest were also used. While Coryell (1927) utilized separate assessments 

to measure comprehension and appreciation, this study measured both comprehension 

and appreciation together on each assessment. The pretest posttest was used to measure 

the differences in growth between groups in comprehension and between groups in 

appreciation, while Coryell’s (1927) research used a separate pretest posttest for 

comprehension and a separate pretest posttest for appreciation. This study did not use the 

same approach as Coryell (1927), because the measurements of appreciation and 

comprehension used in her study are no longer available. 

To determine the effectiveness of each method, the participants of this study were 
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assessed four times throughout the year, approximately nine weeks apart, and were also 

given a pretest on November 30, 2011 and a posttest March 7, 2012. Both the pretest and 

the posttest had eight questions that measured comprehension and twenty questions that 

measured appreciation, with eight questions that measure their understanding of the 

effects of literary elements and techniques in culturally diverse written texts, and twelve 

questions that ask students to demonstrate their ability to analyze and critically evaluate a 

text.  The four assessments consisted of a reading selection and twenty multiple-choice 

questions, and the pretest was a released English Language Arts (ELA) Texas 

Assessment of Knowledge and Skills (TAKS) test and the posttest was the actual ELA 

TAKS exam, both consist of two reading selections and twenty-eight multiple-choice 

questions.

Each question for each assessment measured a specific objective. The first three 

objectives from the English Language Arts (ELA) Texas Assessment of Knowledge and 

Skills (TAKS) were used, which are defined as follows: 1. The student will demonstrate a 

basic understanding of culturally diverse written texts; 2. The student will demonstrate an 

understanding of the effects of literary elements and techniques in culturally diverse 

written texts; 3. The student will demonstrate the ability to analyze and critically evaluate 

culturally diverse written texts and visual representations. TAKS objective 1 was used to 

measure comprehension, while TAKS objectives 2 and 3 were used to measure 

appreciation. Each TAKS objective has a list of correlating Texas Essential Knowledge 

and Skills (see Appendix B). Moreover, the assessments in the appendix list both the 

answer and the corresponding objective that the question intended to measure. 
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The second instrument in measuring reading comprehension and appreciation was 

computer-generated exams from the Holt McDougal technology resources that 

accompany the Holt McDougal 2010 American Literature textbook (see Appendices C, 

D, E, and F).  The exams were administered the week of October 5th, December 14th,

February 22nd, and May 16th, respectively. Like the ELA TAKS exam, questions that 

require the student to demonstrate the ability to understand the effect of a literary element 

or to analyze and evaluate the text were separated from those questions asking the 

students to demonstrate comprehension, with questions that measure comprehension 

labeled objective 1, and questions that measure appreciation labeled either objective 2 or 

3. The questions for each assessment that address comprehension are shown in Table 7, 

and the questions for each assessment that address appreciation are shown in Table 16. 

In Coryell’s (1927) study, students were classified into three groups:  superior, 

average, and low. The classifications were determined by five factors: (a) Previous 

achievement in English; (b) Terman Score; (c) I.Q.; (d) Thorndike-McCall Reading 

Assessment; (e) Reading Quotient. The researcher of this study, however, did not have 

access to these tests or the participants’ I.Q. scores. Therefore, tests were run between the 

intensive and extensive groups comparing low performing students on the pretest and 

high performing students on the pretest. The participants were classified based on their 

pretest scores. Students whose scores were in the bottom one-third of the pretest scores 

within the intensive group and the extensive group were labeled low performing, and 

students whose scores were in the top one-third of the pretest scores within the intensive 

group and the extensive group were labeled high performing. 
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The biggest difference between Coryell’s (1927) study and this study is the extra 

measurement of appreciation used in Coryell’s (1927) findings. Along with the objective 

tests and measurements, her study looked at stenographic notes and student responses. 

For the extensive classes, students were asked to keep index cards to note how much was 

read with a short comment to show a personal reaction or impression made by the text. 

The cards were handed in daily, and the students were held responsible for oral 

discussions and reports on the poems or stories they listed on their index cards. For each 

of the required texts in both the extensive and intensive classes, the department chair 

noted reactions in each of the classes during discussion.  This study did not have a 

qualitative measurement that mimicked Coryell’s (1927) qualitative approach.

This study attempted to mirror Coryell’s work as closely as possible. However, 

eighty-four years of research has changed the way we measure comprehension and 

appreciation, which did not allow for certain measurements to be administered. The 

remainder of this chapter outlines the conclusions reached based on the data from the 

study and compares them to Coryell’s (1927). This chapter will also discuss the 

implications of the study, as well as the limitations, and identify subjects for future 

research based on the results. 

Conclusions and Interpretations for Research Question One 

 Research question one attempted to determine whether the intensive method of 

teaching literature or the extensive method of teaching literature was more effective for 

improving comprehension of literature. To answer this question, the participants were 

assessed approximately every nine weeks, for a total of four times throughout the year, 

with multiple-choice exams containing questions that were aimed at measuring both 



150

comprehension and appreciation. In addition to the four assessments throughout the year, 

the participants were also given a pretest posttest with questions that were aimed at 

measuring both comprehension and appreciation. The questions for each assessment that 

address comprehension of literature are shown in Table 7, and the questions that address 

appreciation of literature are shown in Table 16. For the purposes of answering research 

question one, the conclusions and results that follow are based on the questions that were 

aimed at measuring comprehension of literature, which are listed in Table 7. 

Examples of questions that measure comprehension are “Which of these is the 

best plot summary of the selection?” or “In paragraph 8, the word brusquely means…” 

The student would then be given four answer choices to choose from.  

The results on the four assessments throughout the year, as shown on Tables 8, 9, 

and 10 did not reveal a statistically significant difference between the two groups in the 

number of questions correct that address comprehension. The results on the posttest, as 

shown on Table 11, also revealed no statistical significance between the two groups’ 

performance on questions measuring comprehension.  

The mean scores on assessments one, three, and four for the intensive group were 

.7370, .8411, and .6136, respectively, compared to .6771, .8480, and .6105, respectively, 

for the extensive group. The mean score on the posttest for the intensive group was .8782, 

and .8806 for the extensive group. On the first assessment, the effect size between the 

two groups’ mean scores of correct responses to questions that measure comprehension 

was .020. The effect size between the two groups on assessment three was .010, and .017 

on assessment four, which are not educationally meaningful. The posttest scores reveal an 
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effect size of .14, which is also not educationally meaningful. In addition, none of these 

results have statistical significance, with the p-value < .05.  

Tests were also run comparing the high performing students and the low 

performing students within each group on the posttest. The mean score in the number of 

questions correct that address comprehension of literature for the low performing 

intensive group was .7981, and .8250 for the low performing extensive group. The mean 

score in the amount of questions correct that address comprehension of literature for the 

high performing intensive group was .9423, and .8750 for the high performing extensive 

group. The effect size between the low performing groups was .012, and the effect size 

between the high performing groups was .139, neither of which is educationally 

meaningful. Moreover, these results reveal no statistical significance, with the p-value < 

.05.

These results on the posttest, which measured growth, align with Coryell’s (1927) 

study, which showed that improvement of comprehension remained equal within both 

groups. Overall, the results match those of Coryell (1927), Williams (1929), Dean (1933), 

and Yost (1980). 

After completing almost the same study as Coryell (1927) on ninth-graders, 

Williams (1929) concludes that the differences in the scores on the tests that measured 

comprehension and vocabulary were too insignificant to show a considerable difference. 

Similarly, Yost (1980) found that neither the extensive nor the intensive study of the 

junior novel increases eighth grade students’ understanding of a more difficult work.

These results also corroborate studies with a focus on poetry. Dean (1933) looked 

at the intensive and extensive approaches to poetry. With regards to comprehension, 
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Dean (1933) reports that within all aspects of testing comprehension, students in the 

extensive reading group did as well as the intensive study group. 

Even though the results for comprehension were not scientifically significant, and 

the differences between the mean scores were not educationally meaningful, the students 

in the extensive classes read more literature. In preparation for assessment one, students 

in the extensive classes read three times more literature than the students in the intensive 

classes (see Appendix H); and in preparation for assessments three and four, students in 

the extensive classes read five times more literature than the students in the intensive 

classes (see Appendices P and S). In the time between the pretest and the posttest, 

students in the extensive classes read six times more literature than the students in the 

intensive classes (see Appendix V).  

Even though there were differences in the amount of literature read between to the 

two groups, these results suggest, however, that for the purpose of improving the 

comprehension of literature, neither the intensive method nor the extensive method is 

more effective.  

Conclusions and Interpretations for Research Question Two 

Research question two attempted to determine whether the intensive method of 

teaching literature or the extensive method of teaching literature was more effective in 

improving appreciation of literature. To answer this question, the participants were 

assessed approximately every nine weeks, for a total of four times throughout the year, 

with multiple-choice exams containing questions that were aimed at measuring both 

comprehension and appreciation. In addition to the four assessments throughout the year, 

the participants were also given a pretest posttest with questions that were aimed at 
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measuring both comprehension of literature and appreciation of literature. The questions 

for each assessment that address comprehension of literature are shown in Table 7, and 

the questions that address appreciation of literature are shown in Table 16. For the 

purposes of answering research question two, the conclusions and results that follow are 

based on the questions that were aimed at measuring appreciation of literature, which are 

listed in Table 16. 

Examples of questions that measure appreciation are “Why is the setting of the 

story important?” and “The author uses sentence fragments at the beginning of paragraph 

1 and at the end of paragraph 3 to…” The student would then be given four answer 

choices to choose from. 

The results on the four assessments throughout the year, as shown on Tables 17, 

18, 19, and 20 reveal that there were no statistically significant differences in the number 

of questions correct that measure appreciation of literature between the two groups. 

However, the results on the posttest, as shown on Tables 21, 22, and 23 reveal statistical 

significance between the two groups’ performance on questions measuring appreciation 

of literature.  

The mean scores on assessments one, two, three and four for the intensive group 

were .6976, .6402, .6545, and .6621, respectively, compared to .6677, .6137, .6529, 

.6678, respectively, for the extensive group. The mean score on the posttest for objective 

two, which measures the students understanding of the effects of literary elements and 

techniques, were .8654 for the intensive group, and .8694 for the extensive group. The 

mean score on the posttest for objective three, which measures the students’ ability to 

analyze and critically evaluate a text, were .8419 for the intensive group, and .8759 for 
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the extensive group. The results on the posttest for both objective two and three that 

measure appreciation were .8513 for the intensive group and .8733 for the extensive 

group.   

On assessments one, two, three, and four the effects sizes were .009, .012, .000, 

and .000, respectively, between the two groups, none of which are educationally 

meaningful. Moreover, with a p-value  < .05, none of the tests run on the four 

assessments given throughout the year reveal a statistically significant difference between 

the number of correct answers on the questions that measure appreciation. 

On the posttest scores, the effect size for the difference in performance on 

objective two was .114, and .108 for the difference in performance on objective three, 

none of which are educationally meaningful. The effect size for the difference in 

performance on both objectives that measure appreciation was .255, which is considered 

a moderate effect size. The extensive group has higher mean scores of correct answers to 

questions that measure appreciation on all three tests run on the posttest. More important, 

all three tests reveal statistical significance, suggesting that the extensive method is more 

effective with improving the appreciation of literature. 

Tests were also run comparing the high performing students and the low 

performing students within each group on the posttest. The mean score in the number of 

questions correct that address appreciation of literature for the low performing intensive 

group was .8038, and .8300 for the low performing extensive group. The mean score in 

the number of questions correct that address appreciation of literature for the high 

performing intensive group was .9269, and .9231 for the high performing extensive 

group. The effect size between the low performing groups was .284, which is a moderate 
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effect size, and the effect size between the high performing groups was .005, which is not 

educationally meaningful. However, while the differences in the mean scores on the 

posttest between the high performing groups do not reveal a statistically significant 

result, the results of the differences between the low performing groups were statistically 

significant, with the low performing extensive group scoring higher than the low 

performing intensive group. These results show that for the purposes of teaching the 

appreciation of literature, the extensive method is more effective with low performing 

students than the intensive method. 

These findings support Coryell’s (1927) conclusions that the extensive approach 

is as effective as the intensive approach, and in some areas more effective, for improving 

the ability to appreciate literature. Moreover, the extensive group in Coryell’s (1927) 

study wrote three times as much to objectives, which call for appreciation of poetry. The 

researchers also report that subjects from the low extensive reading group in Coryell’s 

(1927) study made recitations in length and in quality that were better than those from the 

intensive reading group. Overall, these results for research question two also corroborate 

the results of Coryell (1927), Williams (1929), Dean (1933), and Manicoff (1939). 

Williams (1929) measured appreciation as recorded through comments, 

recitations, and reading logs, and notes that in all areas of objectives other than tests, the 

students of extensive reading showed more favorable statements about reading and had 

noted more reading outside of the classroom.  

Dean (1933) reports that within all aspects of testing comprehension, students in 

the extensive reading group did as well as the intensive study group, while results in the 

Logasa-Wright, Abbott-Trabue Tests, which were also used in Coryell’s study, on 
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appreciation as well as the students’ reading records, reveal that the extensive reading 

approach is more effective. Manicoff also attempted to find the effects of interest and 

appreciation extensive reading has using poetry. Manicoff’s (1939) conclusions show that 

an extensive reading approach to poetry showed an increase in enjoyment of poetry, an 

increase in a desire to read poetry, an increase of creative writing, and a development for 

a sense of appreciation (p. 55). This study did not attempt to measure enjoyment, desire, 

or writing, but does support Manicoff’s (1939) results on developing appreciation.

While there are other studies that compared the intensive and extensive methods 

of teaching literature, the studies mentioned here are more closely related to this study 

because they specifically measured the appreciation of literature. In all of the previous 

studies, and this study, the results favor the extensive method over the intensive method 

for teaching the appreciation of literature. 

 In order to credit the extensive method for the results, it is important to look at 

the difference in the number of reading selections that were used between the two groups. 

In preparation for assessment one and two, students in the extensive classes read three 

times more literature than the students in the intensive classes (see Appendices H and K); 

and in preparation for assessments three and four, students in the extensive classes read 

five times more literature than the students in the intensive classes (see Appendices P and 

S). In the time between the pretest and the posttest, students in the extensive classes read 

six times more literature than the students in the intensive classes (see Appendix V).  

The conclusion that the difference in the amount of reading accounts for the 

higher mean scores on questions correct that measure the appreciation of literature by the 

extensive group is supported by the work of Margaret Early.  In “Stages of Growth in 



157

Literary Appreciation,” Margaret Early (1960) argues that the growth of literary 

appreciation is dependent on the ability to respond to a work of art. These experiences 

come from more reading as we get older and collect more experiences to connect with 

our reading. The extensive method offers more of these experiences than the intensive 

method. Compared to the intensive classes, students in the extensive classes had from 

three to six more experiences within the literature to respond.  

With both the overall groups and the low performing groups, the results for the 

improvement and effectiveness of teaching appreciation of literature showed statistical 

significance on the posttest, suggesting the extensive method is more effective; therefore, 

for the purposes of improving the appreciation of literature, the results of this study favor 

the extensive method over the intensive method. 

Implications for Practice 

In an attempt to align the diverse states’ curricula across the nation, the Common 

Core Standards Initiative created a clear set of standards for success in every school 

(National Governors Association, 2010). These standards are quickly becoming adopted 

by all the states, since the Secretary of Education, Arne Duncan, rewards the adoption of 

national standards through the Race to the Top initiative. 

One of the writers of the new Common Core State Standards and the new 

President of College Board, David Coleman, gave a speech in April of 2011 at the New 

York State Education Building. In his presentation, he explained the English Language 

Arts standards and answered questions from the audience of educators. In the speech, he 

talked about six specific shifts that we need to make in literacy standards, claiming, “The 

first major shift I want you to consider is far longer amounts of classroom time spent on 
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text worth reading and rereading carefully, a kind of diligent close attention” (Coleman, 

2011, p. 16) His fourth shift also addressed the method of teaching reading that the 

standards advocate: “The fourth shift in literacy is a shift towards focusing on questions 

that require you to pay attention to the text itself. I call them text-dependent questions” 

(Coleman, 2011, p. 10). He summed up the standards by saying, “they require you to read 

like a detective and write like an investigative reporter” (Coleman, 2011, p. 11). 

In order to further make his point about what it meant to “read like a detective,” 

Coleman told his audience that a lesson on Martin Luther King’s “Letter from 

Birmingham Jail” “is at least six days” long (Coleman, 2011, p.16). He also further noted 

that he created an exemplar lesson for Lincoln’s “Gettysburg Address” that “is for three 

days of instruction on those three paragraphs and that is not by bringing in other 

resources yet. That's by focusing on the text itself” (Coleman, 2011, p. 16).  

His intensive approach is also pervasive in the Common Core State Standards, 

which dictate specific texts under the heading “Texts Illustrating the Complexity, 

Quality, and Range of Student Reading 6–12” (National Governors Association, 2010). 

Under “Reading Standards for Literature Grades 6-12,” nine of the ten “anchor 

standards” require analytical reading of a text (National Governors Association, 2010). 

These broad standards leave little room for simply reading and enjoying literature in the 

way that the extensive method of teaching literature would allow. 

What the Common Core Standards and David Coleman are arguing for is a more 

intensive approach to reading. The standards that Coleman advocates do not seem to give 

credibility to extensive reading methods that require the student to simply enjoy a story. 

Summarizing how readers develop, Krashen (2005) claims, “The way all of us developed 
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our reading ability was through extensive reading of texts that did not require strain or 

suffering and that were so interesting that we were completely absorbed in the message” 

(p. 447). However, it is this “strain” that the Common Core Standards and its writers are 

claiming should take up most of the language arts class time.  

More importantly, this close study of texts that Coleman advocates for in his “six 

shifts” limits the amount of reading done in the classroom. Yet, The Organisation for 

Economic Co-operation and Development (OECD) has indicated that reading widely is a 

skill necessary for students if they are to become proficient readers, and the National 

Assessment for Educational Progress concludes that “the more you read, the better your 

vocabulary, your knowledge of the world, your ability to read, and so on.” (NICHD, 

2000, p. 3-21) 

This study suggests that the direction of the literacy standards within the Common 

Core Standards Initiative, which have recently been adopted by 45 states, needs to be 

more balanced with both intensive and extensive reading methods (National Governors 

Association, 2010) 

Another area of practice that this study holds implications for is in how we define 

extensive reading in the classroom. Most of the studies that compare intensive and 

extensive reading methods define extensive reading with the element of student choice. 

Studies cited by Krashen (2004) that show the benefits of free-reading, and LaBrant and 

Heller’s (1939) research on individualized reading, as well as Appleby’s (1967), that 

suggest individualized reading has positive implications far beyond the classroom, are all 

studies that favor student choice. 
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Even Norvell’s (1941) study, which is the most closely aligned with this research, 

involves student choice. In one of the most acclaimed studies in the field of free-reading, 

Norvell (1941) set out to “determine the effectiveness of wide reading versus traditional 

plan of studying literature” (p. 603). The methods used in the control group were 

intensive in nature:  selections were class novels, mainly classics, and studied intensively, 

while the same type of literature that was scheduled for the control class was studied in 

the experimental class without specification of the selection. For example, if the control 

group was studying Milton, then the teacher in the experimental group “was asked to 

regard the period to be devoted to poetry as an opportunity to provide the pupil with an 

enjoyable and stimulating introduction to reading in the general field of poetry” (p. 605). 

He used the Thorndike-McCall Reading Scale to measure comprehension and simply 

asked the subjects their preference in the approach. The experimental group (extensive) 

was superior in both Thorndike-McCall Scale results and preference by pupils. 

But the extensive method that was primarily used for this study is unique in the 

field of what is considered wide reading. All of the pieces that the students read are noted 

for their literary quality, and the participants did not have a choice for a majority of the 

reading selections. Because the study attempted to mimic Nancy Coryell’s (1927) 

research, the extensive method used was simply reading more assigned texts. While this 

approach is much different from the more notable extensive methods that involve student 

choice, the results play a distinct role in supporting the research on the other extensive 

methods.

However, the most important supporting claim that this study makes is that 

students need to read more literature when studying specific literary elements. For 
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example, when teachers want to teach imagery within a selection, they need to expose 

students to more examples of imagery being used in literature instead of spending more 

time on one selection that uses imagery really well. Instead of a three-day lesson that 

requires the students to read and analyze the imagery in Poe’s “Tell-Tale Heart” through 

guided questioning, lecturing, writing, and discussions, the results of this study would 

suggest that during those same three days, teachers would increase the students’ ability to 

analyze and evaluate imagery more by reading the “Tell-Tale Heart,” along with Poe’s 

“The Black Cat,” and Bierce’s “The Occurrence at Owl Creek Bridge,” and “The Secret 

Life of Walter Mitty,” by James Thurber. Furthermore, while reading the selections, 

instead of stopping frequently to discuss guided questions or have the students write 

analytically, it would be more effective if the students read through the stories, only 

stopping to ensure comprehension, and discussed the use of imagery more generally at 

the completion of the selections. Ultimately, the results of this study would favor the 

reading of more selections with less focus on the details instead of reading fewer 

selections with more focus on the details. 

This study did not allow student choice, yet the extensive reading of assigned 

texts showed to be as effective as the intensive method, and even more effective in some 

areas. These results are similar in studies that examine extensive reading methods that 

involve choice versus intensive reading instruction. Therefore, this study suggests that 

extensive reading should not only be designated to methods that involve student choice; 

instead, if teachers are planning to assign whole class texts over a specific period of time, 

they need to consider reading more with less focus on the details. For example, if a 

teacher wishes to teach imagery within a specific text over three-days, then he or she 
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should consider teaching multiple texts that have good examples of imagery during those 

same three days instead of using one text and having the students stop frequently to 

answer guided questions. 

Limitations of the Study 

One of the most prevalent limitations of the study is the assessments that were 

used to measure comprehension of literature and appreciation of literature. 

Comprehension and appreciation of literature are both dependent on a number of factors, 

many of which cannot be evaluated on a multiple-choice test. Both comprehension and 

appreciation can be measured as either a product, such as a multiple-choice test, or a 

process, such as discussions and journal entries. Because this study measured 

comprehension and appreciation as a product, it presents limitations. 

Johnston (1983) states the dilemma that is presented when determining which 

approach to measuring comprehension is best:   

For the purpose of diagnosis, in particular, the problem is that we are stuck for the 

most part with product measure, when we are more interested in processes, since 

these are what we can influence through instruction. It seems that the two approaches 

to assessment (process and product) should not be dichotomized but rather should be 

considered complementary approaches to the same problem. This view is based on 

the assertion that both elements of process and product in many forms of assessment 

and that reading comprehension will be impeded by failure of processing, storage, or 

retrieval of information. (p. 17-18) 

The issue of product-based assessments is also present in multiple-choice exams. 

Because students are required to select an answer at the end of a reading without the 
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ability to show how they arrived at the answer, the multiple-choice assessment is 

considered a product approach. 

 Discussing the issues with measuring comprehension using the multiple-choice 

approach, Wilde (2002) notes the “testing well” factor, and the “risk of false negatives” 

due to background knowledge unforeseen by the tester or, more importantly, “students 

who understand what they read but don’t score well on comprehension tests” (p. 61).

Because the study did not measure comprehension as a process, these issues that come 

along with measuring it as a product present certain limitations 

The same can be said for attempting to measure the appreciation of literature. 

However, the limitations with measuring the appreciation of literature are in both the 

definition of appreciation and the ability to measure it using a multiple-choice test.  

In defining appreciation of literature, Cooper (1971) distinguishes between 

discriminating, valuing, and preferring, since an individual can “discriminate between 

two works using various criteria without valuing one over the other” (p. 6). Referring to 

literature, Pooley (1935) defines appreciation “as the emotional responses which arise 

from basic recognitions, enhanced by an apprehension of the means by which they are 

aroused” (p. 628). Here, Pooley (1935) claims that appreciation of literature is the ability 

to respond emotionally to a text and have an intuitive understanding of how the response 

is created from the text. 

For the purposes of this study, the definition of appreciation of literature is 

defined as demonstrating an understanding of the effects of literary elements and 

techniques in culturally diverse written texts, as well as demonstrating the ability to 

analyze and critically evaluate culturally diverse written texts and visual representations. 
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Yet compared to how the term is defined in many other studies, the definition here is 

limited, since it does not account for the emotional responses or intuitive understanding. 

Walter Loban (1948) was referring to the difficulty of measuring abstract end 

goals faced by English teachers when he claimed “no one in the teaching profession is 

more afflicted by that dispersal of energies which results from vague and noble aims and 

from lack of proof that the aims are accomplished” (277). Here, Loban (1948) is 

specifically referring to a student’s reaction to “reading emotionally and imaginatively,” 

as well as the reader’s sensitivity “to the system of values expressed by the author” (p. 

277). Carroll (1933) makes this more complex by arguing that “it is quite possible that 

the student who appreciates intellectually does not appreciate emotionally” (p. 185).

Because the factors involved in appreciating literature are so complex, it is hard to 

justify the responses to a multiple choice test as valid interpretations of “reading 

emotionally and imaginatively.” Moreover, because of the limited answers given for a 

student to choose from, there is a greater chance for a student to appreciate intellectually 

by choosing the correct answer, but not “appreciate emotionally,” since there is no way to 

measure the emotional response.  

Assessing the ability to comprehend, analyze, and evaluate a text through 

multiple-choice exams presents possible issues with student background knowledge and 

the way a question is worded. Ultimately, it would be best to evaluate the understanding 

of a text through discussion or writing. However, for purposes of measuring the results 

quantitatively, multiple-choice exams were necessary. 

The second issue concerning the assessments is that the eleventh grade teachers at 

Spring Woods High School, which includes the researcher, created them. Since the 
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researcher was the teacher of record, having a part in creating the exams presents the 

possibility of bias to certain items on the test. 

Another limitation of the study is the fact that the results reveal only a moderately 

educationally meaningful effect size for results that measure appreciation on the posttest, 

and were not educationally meaningful on all other tests. Therefore, generalizability of 

the results of this study is not very strong for comprehension, and only moderately strong 

for appreciation. Moreover, the sample sizes are too small to make strong generalizations 

as well. For assessments one, two, three, and four, there were 94, 97, 100, and 101 

participants, respectively, and 84 participants on the pretest-posttest, with 39 participants 

in the intensive group, and 45 participants in the extensive group. The number of 

participants changed within assessments due to schedule changes and absences. Also, 

students’ scores were only included in the posttest results if they also took the pretest.

Finally, a pure implementation of both intensive methods and extensive methods 

was not possible, and is also a limitation of the study. Part of the researcher’s philosophy 

as an approach to teaching reading is that students will see reading as an alternative 

recreational activity. With research from Krashen (2004), Applbee (1967), Labrant and 

Heller (1939), and Norvell (1941), the researcher was obligated to include free-reading 

and individualized reading as part of the curriculum for both groups. This also explains 

the difference in the amount of reading this study was able to complete, with the 

extensive classes reading four and a half times more literature than the intensive classes, 

versus Coryell’s six-to-one ratio. 

However, the results of this study suggest that not having the students in the 

intensive method group participate in an individualized reading program would warrant 
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an even larger gap between the groups with regards to appreciation of literature. This is 

evident in the effect size of the statistically significant results favoring the extensive 

method. Had there been a more pronounced difference in the amount of reading between 

the two groups, the results suggest that the effect size would have been greater, resulting 

in even more practical significance. 

Implications for Future Research  

 The purpose of the study was to determine the difference in effectiveness between 

the intensive reading method and the extensive reading method on both comprehension 

and appreciation of literature. The quantitative results suggest that neither the intensive 

method nor the extensive method is more effective with increasing comprehension of 

reading literature. However, the quantitative results do reveal a statistically significant 

difference in the number of correct answers to questions that measure appreciation, 

suggesting that the extensive method was more effective.  

 Although the current study demonstrated no statistically significant difference 

between the two methods in improving comprehension, further research in this area is 

necessary to reveal its potential effectiveness. One area in particular is in vocabulary 

acquisition. Research suggests that wide reading improves vocabulary (Herman, 

Anderson, Pearson, and Nagy, 1987). Cunningham and Stanovich (1998) also show a 

correlation between wide reading and word knowledge, after “a series of studies 

investigating the importance of encounters with words in written language” (Blachowicz,

Fisher, Ogle, and Watts-Taffe, 2006, p. 527). While much of the research is based on 

reading done outside of school, research on vocabulary acquisition with regards to 

intensive and extensive reading should be considered.  
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Another area of research that this study makes relevant is writing instruction. The 

use of model texts has shown gains in students’ writing achievement (Singer and Scollay, 

2007). Therefore, more research on a large number of model texts read versus a smaller 

number of model texts read with a focus on the details is relevant. Do students show 

greater gains in writing when intensively studying the model texts, or do they show 

greater gains when extensively reading the model texts? 

Summary 

In Coryell’s (1927) study, the subjects of the extensive reading classes did as well 

as the students in the intensive reading classes in all six tests on the literature studied. In 

the extensive reading classes, subjects wrote three times as much to objectives, which call 

for appreciation of poetry. Improvement of comprehension remained equal within both 

groups, but the greatest improvement occurred in the case of the low extensive reading 

group. These conclusions show that the extensive approach is as effective or more in all 

areas, and the extensive reading group read six times more literature.  

The results of this study support those of Coryell’s. The students in the extensive

reading classes did as well as the students in the intensive reading classes in all four tests 

of the literature studied.  Improvement in comprehension remained equal, and students in 

the extensive reading classes showed statistically significant higher gains in the ability to 

appreciate literature on the posttest than the students in the intensive reading classes, with 

even larger gains from the low performing extensive group. 

According to the results of this study, the research questions were answered as 

follows:
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1. For the purposes of improving the comprehension of literature, neither the 

extensive nor the intensive approach is more effective. 

2. For the purposes of improving the appreciation of literature, the results of this 

study favor the extensive approach over the intensive approach. 

Overall, students read four and half times more literature in the extensive method 

classes versus the intensive method classes, and the extensive method showed statistical 

significance in its effectiveness for teaching appreciation of literature for both the overall 

groups and the low performing group. Therefore, the results of this study favor the 

extensive method over the intensive method for the purposes of teaching the appreciation 

of literature to eleventh grade students. 
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Table A1 

Answers with Correlating Objectives Measured for District Benchmark Released ELA 
TAKS

Question Answer Objective Measured 
1.
2.
3.
4.
5.
6.
7.
8.
9.
10.
11.
12.
13.
14.
15.
16.
17.
18.
19.
20.
21.
22.
23.
24.
25.
26.
27.
28.

B
F
C
G
A
G
B
F
C
F
C
F
C
F
D
H
D
J
A
H
A
J
C
G
D
G
A
G

1
1
1
1
2
2
2
2
3
3
3
1
1
1
1
2
2
2
3
3
3
3
2
3
3
3
3
3
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Texas Essential Knowledge and Skills organized under Objective 1 

(1) (A): determine the meaning of grade-level technical academic English words in 

multiple content areas (e.g., science, mathematics, social studies, the arts) derived from 

Latin, Greek, or other linguistic roots and affixes [Reading/Vocabulary Development] 

 (1) (B): analyze textual context (within a sentence and in larger sections of text) to draw 

conclusions about the nuance in word meanings [Reading/Vocabulary Development] 

 (1) (E): use general and specialized dictionaries, thesauri, glossaries, histories of 

language, books of quotations, and other related references (printed or electronic) as 

needed [Reading/Vocabulary Development] 

(2): Students analyze, make inferences and draw conclusions about theme and genre in 

different cultural, historical, and contemporary contexts and provide evidence from the 

text to support their understanding. [Reading/Comprehension of Literary Text/Theme and 

Genre] 

(5): Students understand, make inferences and draw conclusions about the structure and 

elements of fiction and provide evidence from text to support their understanding. 

[Reading/Comprehension of Literary Text/Fiction] 

(5) (D): demonstrate familiarity with works by authors in American fiction from each 

major literary period [Reading/Comprehension of Literary Text/Fiction] 

 (8) (A): analyze how the style, tone, and diction of a text advance the author’s purpose 

and perspective or stance. [Reading/Comprehension of Informational Text/Culture and 

History]  

 (9) (A): summarize a text in a manner that captures the author’s viewpoint, its main 

ideas, and its elements without taking a position or expressing an opinion 
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[Reading/Comprehension of Informational Text/Expository Text] 

Texas Essential Knowledge and Skills organized under Objective 2 

(2): Students analyze, make inferences and draw conclusions about theme and genre in 

different cultural, historical, and contemporary contexts and provide evidence from the 

text to support their understanding. [Reading/Comprehension of Literary Text/Theme and 

Genre] 

(2) (A): analyze the way in which the theme or meaning of a selection represents a view 

or comment on the human condition [Reading/Comprehension of Literary Text/Theme 

and Genre] 

(5): Students understand, make inferences and draw conclusions about the structure and 

elements of fiction and provide evidence from text to support their understanding. 

[Reading/Comprehension of Literary Text/Fiction] 

(5) (A) evaluate how different literary elements (e.g., figurative language, point of view) 

shape the author’s portrayal of the plot and setting in works of fiction 

[Reading/Comprehension of Literary Text/Fiction] 

(5) (B): analyze the internal and external development of characters through a range of 

literary devices [Reading/Comprehension of Literary Text/Fiction] 

(5) (C): analyze the impact of narration when the narrator’s point of view shifts from one 

character to another [Reading/Comprehension of Literary Text/Fiction] 

(6) (A): analyze how rhetorical techniques (e.g., repetition, parallel structure, 

understatement, overstatement) in literary essays, true life adventures, and historically 

important speeches influence the reader, evoke emotions, and create meaning 

[Reading/Comprehension of Literary Text/Literary Nonfiction] 



208

(7) (A): analyze the meaning of classical, mythological, and biblical allusions in words, 

phrases, passages, and literary works [Reading/Comprehension of Literary Text/Sensory 

Language] 

(8) (A): analyze how the style, tone, and diction of a text advance the author’s purpose 

and perspective or stance [Reading/Comprehension of Informational Text/Culture and 

History] 

(9): Students analyze, make inferences and draw conclusions about expository text and 

provide evidence from text to support their understanding. [Reading/Comprehension of 

Informational Text/Expository Text] 

(10): Students analyze, make inferences and draw conclusions about persuasive text and 

provide evidence from text to support their analysis. [Reading/Comprehension of 

Informational Text/Persuasive Text] 

Figure 19 (B): make complex inferences (e.g., inductive and deductive) about text and 

use textual evidence to support understanding [Reading/Comprehension Skills] 

Texas Essential Knowledge and Skills organized under Objective 3 

(1) (B): analyze textual context (within a sentence and in larger sections of text) to draw 

conclusions about the nuance in word meanings [Reading/Vocabulary Development] 

(1) (C): infer word meaning through the identification and analysis of analogies and other 

word relationships [Reading/Vocabulary Development] 

(2): Students analyze, make inferences and draw conclusions about theme and genre in 

different cultural, historical, and contemporary contexts and provide evidence from the 

text to support their understanding. [Reading/Comprehension of Literary Text/Theme and 

Genre] 
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 (2) (B): relate the characters and text structures of mythic, traditional, and classical 

literature to 20th and 21st century American novels, plays, or films 

[Reading/Comprehension of Literary Text/Theme and Genre] 

(5) Students understand, make inferences and draw conclusions about the structure and 

elements of fiction and provide evidence from text to support their understanding. 

[Reading/Comprehension of Literary Text/Fiction]  

(5) (C): analyze the impact of narration when the narrator’s point of view shifts from one 

character to another [Reading/Comprehension of Literary Text/Fiction] 

(6) (A): analyze how rhetorical techniques (e.g., repetition, parallel structure, 

understatement, overstatement) in literary essays, true life adventures, and historically 

important speeches influence the reader, evoke emotions, and create meaning 

[Reading/Comprehension of Literary Text/Literary Nonfiction] 

(7) (A): analyze the meaning of classical, mythological, and biblical allusions in words, 

phrases, passages, and literary works [Reading/Comprehension of Literary Text/Sensory 

Language]  

 (8) (A): analyze how the style, tone, and diction of a text advance the author’s purpose 

and perspective or stance [Reading/Comprehension of Informational Text/Culture and 

History] 

(9): Students analyze, make inferences and draw conclusions about expository text and 

provide evidence from text to support their understanding. [Reading/Comprehension of 

Informational Text/Expository Text] 

 (9) (C): make and defend subtle inferences and complex conclusions about the ideas in 

text and their organizational patterns [Reading/Comprehension of Informational 
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Text/Expository Text] 

 (10): Students analyze, make inferences and draw conclusions about persuasive text and 

provide evidence from text to support their analysis. [Reading/Comprehension of 

Informational Text/Persuasive Text] 

(10) (A): evaluate how the author’s purpose and stated or perceived audience affect the 

tone of persuasive texts [Reading/Comprehension of Informational Text/Persuasive Text] 

 (12) (A): evaluate how messages presented in media reflect social and cultural views in 

ways different from traditional texts [Reading/Media Literacy] 

(12) (B): evaluate the interactions of different techniques (e.g., layout, pictures, typeface 

in print media, images, text, sound in electronic journalism) used in multi-layered media 

[Reading/Media Literacy] 
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Table C1 

Answers with Correlating Objectives Measured for First Nine-Weeks Assessment 

Question Answer Objective Measured 
1.
2.
3.
4.
5.
6.
7.
8.
9.
10.
11.
12.
13.
14.
15.
16.
17.
18.
19.
20.

A
C
D
B
A
C
B
C
D
A
A
A
C
C
B
A
B
D
D
A

3
3
3
3
3
3
3
3
3
3
2
2
3
1
1
1
1
1
1
1



Appendix D 

Second Nine-Weeks Assessment 



218



219



220



221

Table D1 

Answers with Correlating Objectives Measured for Second Nine-Weeks Assessment 

Question Answer Objective Measured 
1.
2.
3.
4.
5.
6.
7.
8.
9.
10.
11.
12.
13.
14.
15.
16.
17.
18.
19.
20.

D
B
D
C
D
B
C
B
C
A
D
A
D
A
A
C
B
D
A
C

2
2
2
2
2
2
2
2
2
2
2
2
2
2
2
2
2
2
2
2
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Table E1 

Answers with Correlating Objectives Measured for Third Nine-Weeks Assessment 

Question Answer Objective Measured 
1.
2.
3.
4.
5.
6.
7.
8.
9.
10.
11.
12.
13.
14.
15.
16.
17.
18.
19.
20.

B
F
A
J
C
H
B
H
C
G
A
G
D
H
B
F
D
F
D
J

2
2
2
2
2
2
1
2
2
1
1
2
2
1
2
2
1
1
2
2
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Table F1 

Answers with Correlating Objectives Measured for Fourth Nine-Weeks Assessment 

Question Answer Objective Measured 
1.
2.
3.
4.
5.
6.
7.
8.
9.
10.
11.
12.
13.
14.
15.
16.
17.
18.
19.
20.

B
B
D
A
C
B
C
B
C
A
A
B
D
A
C
D
A
B
C
D

3
2
2
3
3
1
2
2
2
2
2
1
1
1
1
2
2
3
3
3
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Reading Objectives for the First Nine-Weeks Assessment 

Students will show an understanding of rhetorical appeals, strategies, and devices 

within a text by identifying them and their function within the text. 

Students will analyze rhetorical appeals, strategies, and devices within a text by 

describing the intended impact on the audience. 

Students will critically read and evaluate primary documents and older texts. 

Students will evaluate the effectiveness of specific elements of argument (appeals, 

emotional language, repetition, rhetorical questions). 

Students will draw complex conclusions about ideas and organizational patterns. 

Students will evaluate how the author’s purpose and stated or perceived audience 

affect the tone of persuasive texts. 

Students will analyze context (within a sentence and in larger sections of text) to 

draw conclusions about the nuance in word meaning. 



Appendix H 
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Reading Selections for the First Nine-Weeks Assessment 

 Persuasion and Rhetoric 

Table H1 

Reading Lists for Intensive Classes and Extensive Classes for the First Nine-Week 
Assessment 

Intensive Extensive 
Martin Luther King 

from “Letter from Birmingham 
Jail”

New York Times Upfront Debates
“Is it time to end Affirmative 
Action?” 
“Are illegal immigrants good for 
the U.S. Economy?”

Revolutionary Writers
“Speech in the Virginia 
Convention” Patrick Henry

Martin Luther King 
“Letter from Birmingham Jail” 
from “Stride Toward Freedom” 

New York Times Upfront Debates
“Is it time to end Affirmative 
Action?” 
“Are illegal immigrants good for the 
U.S. Economy?” 
“Should illegal immigrants be able to 
get a driver’s license?” 
“Should illegal immigrants be eligible 
for in-state tuition?” 
“Should the U.S. end birthright 
citizenship?” 
“Should ‘Don’t ask, don’t tell’ be 
scrapped?” 
“Is racial profiling ever justified?” 
“Should women be allowed in 
combat?” 

Revolutionary Writers
“Speech in the Virginia Convention” 
Patrick Henry 
“The Declaration of Independence” 
Thomas Jefferson 
from “The Crisis” Thomas Paine
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First Nine-Weeks Assessment Lesson Plan Example 

Content Objective (Texas Essential Knowledge and Skills):
Students will show an understanding of rhetorical questions and repetition within an 
argument by identifying the elements and describing the effects they have on the reader 
or listener. 

Language Objective (English Language Proficiency Skills):
Students will utilize academic language by completing the following two sentences: 1. 
The use of repetition within a persuasive text or speech promotes... 2. The use of a 
rhetorical question within a persuasive text or speech promotes... 

Agenda: 
Warm-up: (As the speech plays on the projector) In MLK's speech "I have a dream..." he 
continually repeats the phrase "I have a dream" throughout the speech. Why do you think 
he does that? How does it impact you? What does it promote (to help or encourage)? 

Intensive - Periods 2, 4, and 6 
Students will continue to read "Letter from Birmingham Jail" (pp. 377-380) and complete 
the guided questions and exercises in the accompanying Holt workbook. Students will 
then work in pairs to identify repetition and rhetorical questions. After a short class 
discussion, students will question author's purpose in their reader response journal with a 
focus on the devices discussed. Finally, students will get in groups to discuss and write 
responses that describe the effect of both repetition and rhetorical questions by 
completing the language objective in writing. To close the lesson, students will read their 
responses aloud to their group.  

Extensive - Periods 3, 5, and 7 
Students will complete "Letter from Birmingham Jail" and question author's purpose in 
their reader response journal. The class will then read "Stride Toward Freedom" and 
question author's purpose in their reader response journal. Students will then get in 
groups to discuss responses from both readings with a focus on the effect of both 
repetition and rhetorical questions. To close the lesson, students will read their responses 
aloud to their group.  
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Reading Objectives for the 
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Reading Objectives for the Second Nine-Weeks Assessment 

Students will show an understanding of the author’s purpose within various 

genres of literature. 

Students will analyze how organizational patterns of writing help convince an 

audience of a specific purpose. 

Students will analyze how literary elements within literature contribute to the 

intended theme within a work of fiction. 

Students will analyze the development of a character and how the development 

contributes to the overall theme. 

Students will analyze the development of conflict, both internal and external, and 

how the development contributes to the overall theme. 

Students will evaluate how different literary elements shape the author’s portrayal 

of the plot and setting in works of fiction. 

Students will make inferences and draw conclusions about characters within 

fiction.

Students will analyze the internal and external development of characters through 

a range of literary devices. 
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Reading Selections for the Second Nine-Weeks Assessment 

Aesthetics of War in Literature 

Table K1 

Reading Lists for Intensive and Extensive Classes for the Second Nine-Week Assessment 

Intensive Extensive 
Poetry of the Vietnam War 

“Counting Small-boned Bodies” by 
Robert Bly 

The Things They Carried by Tim O’Brien
“The Things They Carried” 
“Love”
“Spin”
“Enemies”
“Friends”
“The Dentist”
“Sweetheart of the Song Tra Bong”
“Ambush”

Poetry of the Vietnam War 
“Counting Small-boned Bodies” by 
Robert Bly 
“The Next Step” by W.D. Ehrhart
“Mines” by Bruce Weigl
“Roll Call” by Yusef Komunyakaa
“Somewhere Near Phu Bai” Yusef 
Komunyakaa
“Afterthoughts on a Napalm-Drop
on Jungle Villages Near Hai 
Phong”  by Barbara Beidler
“Truth Blazes Even in Little 
Children’s Hearts” by Huy Can

The Things They Carried by Tim O’Brien 
“The Things They Carried”
“Love”
“Spin”
“Enemies”
“Friends”
“How to Tell a True War Story”
“The Dentist”
“Sweetheart of the Song Tra Bong”
“Stockings”
“Church”
“The Man I Killed”
“Ambush”
“Style”
“Speaking of Courage”
“Notes”
“In the Field”
“Good Form”
“Field Trip”
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Second Nine-Weeks Assessment Lesson Plan Example 

Content Objective (Texas Essential Knowledge and Skills): 
Students will identify the theme within a text by working in groups to complete given 
sentence stems. 

Language Objective (English Language Proficiency Skills): 
Students will speak in complete sentences by utilizing the following sentence stems:
In the poem ____________________, Bly conveys …
In the opening of the novel, O’Brien conveys ……

Agenda: 
Warm-up: Read the poem by Robert Bly and journal your thoughts for five minutes.
Have students write one word that represents their journal entry. Have students share 
their word with their shoulder partner, and then ask for volunteers to share their words 
with the class. Write the words on an anchor chart. 

Intensive: 
Model the annotation of the Bly poem, focusing on development of tone and conflict. 
Using one or two of the words from a student warm-up, model creating a theme statement 
using the words to describe the poem. Have students work in groups to annotate a second 
poem from the textbook. Share annotation with class and discuss tone and conflict. Have 
students write one word for the poem. Have students work in pairs to create a theme 
statement using one or two of the words to complete the given sentence stem. Share 
theme statements and discuss Read the beginning of The Things They Carried and 
discuss student observations of possible theme development through conflict. Ticket out: 
Have students complete the sentence stem. 

Extensive: 
Model annotation of the Bly poem (focus on development of tone and conflict). Using 
one or two of the words from a student warm-up, model creating a theme statement using 
the words to describe the poem. Direct students to the poems from various writers in the 
textbook about the Vietnam war and read aloud. Have students think of one word that 
comes to mind. Have students work in pairs to create a theme statement for one of the 
poems discussed. Share theme statements and discuss Read the beginning of The Things 
They Carried and discuss student observations of possible theme development through 
conflict. Ticket out: Have students complete the sentence stem. 
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Content Objective (Texas Essential Knowledge and Skills):
Students will analyze the impact of war on the human spirit by writing DJ entries that 
show how the development of conflict contributes to the novel's theme.     

Language Objective (English Language Proficiency Skills):
Students will utilize the dialectical journal handout and the sentence stems to help write 
their entries.     

Agenda: 

Intensive 
Have students read in groups, changing the reader with each page. Have the groups stop 
after each page to write journal entries. Students will turn in their journal entries with 
entries from the week - circle the two you want graded. 

Extensive 
Students will read the novel aloud and respond to the reading at the end of class with one 
journal entry. 
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Character Analysis Essay 
Detailed Procedures 

Essay Question: Choose a character from the novel and write an essay that examines how 
the development of internal conflict contributes to the author’s message of the impact war 
has on the human spirit. 

Overview 
The purpose of this paper is to show how Tim O’Brien develops a single character to 
advance his ideas (a theme in the novel).  You will track (in writing) what the internal 
conflict for the character is, and how these characteristics develop, and how the 
resolution of that conflict demonstrates the theme O’Brien wishes to express to his 
audience.   

The first thing you want to do is outline your essay. Following are a few examples. Pick 
one below, or create your own, and write out an outline for your essay. (Use your 
dialectical journals for text evidence.) 

Example 1 – Show how the internal/external conflict creates the internal/external 
conflict, and then show how the resolution reveals the theme. 

I. Introduction with thesis statement (“Through the character of ______, 
O’Brien reveals ______”)

II. What is the internal/external conflict, with text support and citation? 
III. How do these characteristics develop internal/external conflict, with text 

support and citation? 
IV. How does the resolution of conflict demonstrate the theme, with text support 

and citation? This could be your conclusion as well. It just depends on how 
you choose to close the essay. 

V. Conclusion (sum up your argument briefly) this is a good time to reveal your 
own opinions about war and the novel in general. 

Example 2 – Show how the internal conflict develops over a period of time, and how the 
resolution of the internal conflict reveals the theme. 

I. Introduction with thesis statement (“Through the character of ________, 
O’Brien reveals ____________”)

II. What is the internal conflict, and what is causing it with text support and 
citation? 

III. What is another example of the internal conflict and how is it changing, with 
text support and citation? 

IV. How does the resolution of the conflict demonstrate the theme, with text 
support and citation? This could be your conclusion as well. It just depends on 
how you choose to close the essay. 

V. Conclusion (sum up your argument briefly) – this is a good time to reveal 
your own opinions about war and the novel in general. 
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There are many different ways you can organize the essay, so don’t feel like these 
are the only two ways you can do it.  

The model essay that I have written uses the first example of the outline. 

Introductory Paragraph 

Purpose: 
An introductory paragraph provides the necessary background and establishes what it is 
that the paper is going to accomplish.  This is the last sentence of the introduction, and it 
is called the thesis.  The thesis is your argument, what you are going to prove to the 
reader.
Directions: 
The introductory paragraph (in this paper) should have the following characteristics: 

Author and title are clearly identified (for most of you, you might want to include 
the title of the chapter) It might start something like this:  “Tim O’Brien’s The 
Things They Carried is a novel about the Vietnam War.  The chapter titled 
“_________” is about…”
A short summary of the story (no more than 3-5 sentences)  
A thesis statement that establishes what the author is trying to accomplish by 
developing a specific character.  This is what you are going to prove in this paper. 

It should be some version of this sentence: “Through the character of ______, 
Tim O’Brien reveals ______.”

The last part of the sentence should probably be a statement about the horrors of 
war and its impact on the human spirit.  Think carefully about this because your 
argument must prove this statement to be true, and should be something more 
specific to your chosen character. 

Example (using Chris Crutcher’s “Guns for Geeks”):

Chris Crutcher’s “Guns for Geeks,” is the story of boy named Gene who is teased 
and bullied by his classmates.  Gene’s life of poverty and foster homes makes him 
susceptible to derogatory comments. Gene is teased not only by his classmates, but is 
even humiliated by his teacher.  The constant, embarrassing harassment, along with his 
home life, cause Gene to retaliate by coming to school one day and shooting the students.  
The narrator of the story is one of the classmates, who not only survives the tragic 
shooting, but helps to subdue Gene and prevent more deaths from occurring. The story is 
a reflection of the type of violence in today’s society, and Crutcher attempts to show the 
audience how violence is becoming so prevalent. Through the character of Gene, 
Crutcher reveals how a lack of compassion within society is one reason behind the 
violence we see every day.  
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My thesis statement is, “Through the character of Gene, Crutcher reveals how a lack of 
compassion within society is one reason behind the violence we see every day.”

In other words, “Through the character of ______, [the author] reveals ______.”

First Body Paragraph

Purpose:
Each of the body paragraphs will address how the author is developing your character, 
along with research to support this development.  The first body paragraph will establish 
what the internal or external conflict is concerning your character. 
Directions: 
The first body paragraph should display the following characteristics:

A transitional word or phrase to indicate you are beginning a new idea 
A topic sentence that will indicate to the reader what you will accomplish in that 
paragraph (something like “At the beginning of the story the internal/external 
conflict is [describing the internal or external conflict]”)
An introduction to evidence from the text  
Evidence from the text (one quote is a minimum; two quotes is what I really 
want) 
A discussion of how the evidence proves that your argument is correct (the 
explaining part) 
Evidence from research (one quote) that supports this argument as well 
A discussion of how the research evidence proves your argument is correct (the 
explaining part) 

Example (using Crutcher’s “Guns for Geeks”):

At the beginning of the story, Crutcher sets up the external conflict by describing 
Gene’s home life and issues at school. For example, the narrator says that Gene “was 
usually quiet as he was poor,” and when given the opportunity to eat at the foster home 
the narrator’s parents provided, Gene was “so hungry he couldn’t keep from stuffing 
himself like a famine victim” (Crutcher 196-197).  The problems of poverty and hunger 
are issues Gene must face every day.  The fact that he eats like a “victim” shows that the
problems he faces are outside of his control.  As a child, Gene has no control over his 
economic status; therefore, this sets him up to feel as if he is not worthy or even less than.  
Some experts agree that issues of poverty and hunger are not the fault of the poor, but 
instead “they are victims of a socio-political system that distributes opportunity and 
wealth unevenly, creating wealth for some, and poverty for others, without any 
responsibility credited to the rich or the poor” (Ryan 23). Ryan’s theory blames the 
external conflict created by Crutcher on the system with which we live in. This means 
that Gene could not have been to blame for his situation, thus making his life even more 
frustrating since he cannot fix it any more than he is responsible for creating it. 
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Helpful words and phrases: 
To begin paragraphs: 

First 
At first 
In the first place 

To begin 
Initially 
At the beginning of the play

To introduce quotes:
For example/instance 
As an 
example/illustration/demonstratio
n
To illustrate/demonstrate/explain 
One example/instance 

X states/explains/says, “______.”
As X puts it/states/explains/says, 
“______.”
When (something happens), (a 
character) states/explains/says, 
“______.”

To establish the importance of something: 
X matters/is important because 
______.
Although X may seem 
unimportant/trivial, it is in fact 
crucial because it reveals/shows 
______.

X has important consequences 
for Y because ______. 
The significance of X is ______. 
When ______ states, “______,”it 
establishes/demonstrates/illustrat
es/ 
indicates/reveals/shows ______.

To comment on something implied or assumed: 

Although X never says it 
directly/explicitly, it is 
clear/obvious that ______ 
because ______. 
One implication of ______ is 
______.

While X never admits as much, it 
is clear/obvious that ______ 
because ______. 
Although it might seem ______, 
in fact _____

Second Body Paragraph 

Purpose:
Each of the body paragraphs will address how the author is developing the 
internal/external conflict through the character’s conflict you discussed in your first body 
paragraph.   

Directions: 
The second body paragraph should display the following characteristics:

A transitional word or phrase to indicate you are beginning a new idea 
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A topic sentence that will indicate to the reader what you will accomplish in that 
paragraph (something like “This internal/external conflict creates the 
internal/external conflict by _____”)
An introduction to evidence from the text  
Evidence from the text (one quote is a minimum; two quotes is what I really 
want) 
A discussion of how the evidence proves that your argument is correct (the 
explaining part) 
Evidence from research (one quote) that supports this argument as well 
A discussion of how the research evidence proves your argument is correct (the 
explaining part) 

Example (using Chris Crutcher’s “Guns for Geeks”)

From this external conflict described by Crutcher, rage is created within Gene.  
The narrator describes Gene’s anger towards his teacher who was physically abusing him 
and humiliating him in front of his class, when he states, “Gene was mad now, 
embarrassed past caring” (Crutcher 196).  Gene is so angry, he loses control, since it is 
“past caring.”  He even goes so far as to tell his teacher, “Why don’t you go home and 
spank your fat wife?” (Cructher 196) The fact that a child would say this to an authority 
figure shows the rage within him.  Gene does not care anymore whom he is talking to, as 
long as he is able to release his anger.  Experts tend to agree with this scenario, claiming 
that “constant harassment by peers can cause rage, but to be humiliated by someone who 
is supposed to be there to help you can cause psychological distress that can create a level 
of angry behavior that is beyond normal” (Wegner 67).  Gene’s external conflicts of
poverty coupled with the humiliation of those around him caused him to feel anger as 
well as embarrassment and hate.  The “distress” of foster homes that contribute to a lack 
of feeling loved, the hunger, and now mental and physical abuse are all elements of a 
society that does not have compassion for its population. This lack compassion is the 
culprit fueling Gene’s rage.  

Helpful words and phrases: 
To begin paragraphs: 

Second
Next 
However 

From this 
Although _____, it causes___

Third Body Paragraph 

Purpose:
Each of the body paragraphs will address how the author is developing your character.  
The third body paragraph is the most important part of your argument.  Body paragraph 
one type of conflict your character is struggling with.  Body paragraph two showed how 
that conflict creates another form of conflict.  Body paragraph three completes the 
argument by showing how the resolution of conflict reveals how the author feels about 
some bigger idea he/she is trying to communicate to the reader (theme). 
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Directions: 
The third body paragraph should display the following characteristics:

A transitional word or phrase to indicate you are beginning a new idea 
A topic sentence that will indicate to the reader what you will accomplish in that 
paragraph  
An introduction to evidence from the text  
Evidence from the text (one quote is a minimum; two quotes is what I really 
want) 
A discussion of how the evidence proves that your argument is correct (the 
explaining part) 

Example (using Chris Crutcher’s “Guns for Geeks”):
Finally, Gene resolves his issues by resulting to violence.  The narrator describes 

Gene as “some dark avenger…then the front of the coat swings back and, scanning the 
room with narrow eyes, he brings up a lever-action .30-.30” and begins to shoot his
classmates (Crutcher 204).  Gene’s problems proved too much for him to handle, and his 
anger became so great that the only way he could relieve himself of the pain was to cause 
harm on those he felt caused him so much hurt.  Gene had no true family to love him, 
peers who bullied him, and a teacher who abused him.  At no point did anyone try to 
help; instead, he continued to be deprived of the simple compassion needed to feel self-
worth and love, the type of self-worth and love that can take away hate and anger.  This 
societal flaw caused Gene to resolve his feelings of anger with violent actions.  Through 
this violent resolution, Crutcher reveals that society, as a whole, can lose sight of what’s 
important, and cause so much pain in someone that it can affect everyone around them. 

Helpful words and phrases to begin the paragraph: 
Third
Next 
Last    

Finally 
From this 

Conclusion

Purpose:
A conclusion sums up your arguments and expresses what has been accomplished over 
the course of the paper.  It is typically the shortest paragraph. 

Directions:
A conclusion should display the following characteristics: 

A transitional word or phrase to indicate you are concluding your argument 
A summary of what you have accomplished in the paper 
Refer back to the thesis statement (to demonstrate that you have proved it true) 
A conclusion is typically the shortest paragraph in a paper 
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Example (using Chris Crutcher’s “Guns for Geeks”):

Ultimately, through the character of Gene, Crutcher demonstrates how important 
it is for a society to care for everyone.  People like Gene are all around us, and if we 
continue to treat them according to their appearances, or their background, then the issues 
of living with hate will never end.  As a society, we need to pay attention to those around 
us who are in pain, both physically and mentally. We need to be more understanding of 
the lives of people less fortunate than us.  Because until we start showing compassion for 
those who have less opportunities, or seem different than us, then a culture of hate will 
always be prevalent.  And the consequences of hate can lead to a violent ending no one 
wants to have.   

Helpful words and phrases:

To conclude: 

Ultimately 
Hence 
To conclude 
Thus
Fundamentally 
In brief 
In closing 
Therefore 
As a consequence of 
Consequently 
As a result 
In sum 
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DIALECTICAL JOURNALS

At the completion of the novel, you will be required to write a literary analysis over the 
development of conflict, internal and external, and how it contributes to O’Brien’s theme 
of the impact of war on the human spirit. Therefore, your entries should always attempt 
to make a connection to the internal or external conflict and its contribution to theme, 
which is the impact of war on the human spirit. By doing so, it will be much easier to 
collect evidence for your essay, and you’ll already have most of the thinking done for 
your analysis. 

PROCEDURE:
o As you read, choose passages that stand out to you and record them in the left-

hand column of a T-chart (ALWAYS include page numbers).   
o In the right column, write your response to the text (ideas/insights, questions, 

reflections, and comments on each passage)   
o If you choose, you can label your responses using the following codes: 

o (Q) Question – ask about something in the passage that is unclear 
Level 1 – on the line 
Level 2 – in between the lines 
Level 3 – outside the lines 

o (C) Connect – make a connection to your life, the world, or another text 
o (P) Predict – anticipate what will occur based on what’s in the passage
o (CL) Clarify – answer earlier questions or confirm/disaffirm a prediction 
o (R) Reflect – think deeply about what the passage means in a broad sense 

– not just to the characters in the story.  What conclusions can you draw 
about the world, about human nature, or just the way things work?   

o (E) Evaluate  - make a judgment about the character(s), their actions, or 
what the author is trying to say 

o Complete journal entries for at least two passages each week.  You can earn up to 
25 points per week for your journals.  
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Sample Dialectical Journal entry: The Things They Carried, by Tim O’Brien

Passages from the text Pg#s Comments & Questions 
“-they carried like freight 
trains; they carried it on their 
backs and shoulders-and for 
all the ambiguities of 
Vietnam, all the mysteries 
and unknowns, there was at 
least the single abiding 
certainty that they would 
never be at a loss for things 
to carry”.

Pg 2 

(R) O’Brien chooses to end the first section of the 
novel with this sentence.  He provides excellent 
visual details of what each solider in Vietnam 
would carry for day-to-day fighting.  He makes 
you feel the physical weight of what soldiers have 
to carry for simple survival.  When you combine 
the emotional weight of loved ones at home, the 
fear of death, and the responsibility for the men 
you fight with, with this physical weight, you start 
to understand what soldiers in Vietnam dealt with 
every day. This quote sums up the confusion that 
the men felt about the reasons they were fighting 
the war, and how they clung to the only certainty - 
things they had to carry - in a confusing world 
where normal rules were suspended. This “weight” 
seems to demoralize them mentally and physically 
during the war. 
(Q) Does O’Brien still carry this weight? (L2) Do 
soldiers today still carry this weight from the 
Vietnam war or other wars? (L3) 
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CHOOSING PASSAGES FROM THE TEXT:
Look for quotes that seem significant, powerful, thought provoking or puzzling.  For 
example, you might record: 

o Effective &/or creative use of stylistic or literary devices  
o Passages that remind you of your own life or something you’ve seen before
o Structural shifts or turns in the plot  
o A passage that makes you realize something you hadn’t seen before
o Examples of patterns: recurring images, ideas, colors, symbols or motifs. 
o Passages with confusing language or unfamiliar vocabulary 
o Events you find surprising or confusing  
o Passages that illustrate a particular character or setting  

RESPONDING TO THE TEXT:
You can respond to the text in a variety of ways.  The most important thing to remember 
is that your observations should be specific and detailed. You can write as much as you 
want for each entry.  

Basic Responses 
o Raise questions about the beliefs and values implied in the text  
o Give your personal reactions to the passage  
o Discuss the words, ideas, or actions of the author or character(s) 
o Tell what it reminds you of from your own experiences  
o Write about what it makes you think or feel  
o Agree or disagree with a character or the author 

Higher Level Responses 
o Analyze the text for use of literary devices (tone, structure, style, imagery) 
o Make connections between different characters or events in the text 
o Make connections to a different text (or film, song, etc…)
o Discuss the words, ideas, or actions of the author or character(s)  
o Consider an event or description from the perspective of a different 

character 
o Analyze a passage and its relationship to the story as a whole 

Sample Sentence Starters: 
I really don’t understand this because…I really dislike/like this idea because…
I think the author is trying to say that…This reminds me of the book…because…
This passage reminds me of a time in my life when…The author uses words 
like…in order to convey…The author uses figurative language to compare…
The description of this passage is intended to …This passage is effective because…
Example Questions (Levels 2 and 3)
How will this impact the character? (L2) Why does the author choose the 
words…to describe….? (L2) How does society today view what the author is 
describing when he talks about...? (L3) Did the government at that time believe the 
author’s point of view about…? (L3)
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Reading Objectives for the Third Nine-Weeks Assessment  

Students will analyze and evaluate dialogue within a text and its contribution to 

characterization. 

Students will analyze and evaluate imagery and elements used to create mood 

within a text and their contribution to theme. 

Students analyze and evaluate the elements of narrative structure and their 

contribution to authorial intent. 

Students will evaluate how different literary elements (e.g., figurative language, 

point of view) shape the author’s portrayal of the plot and setting in works of 

fiction.

Students will analyze the internal and external development of characters through 

a range of literary devices. 

Students will analyze textual context (within a sentence and in larger sections of 

text) to draw conclusions about the nuance in word meanings. 

Students will summarize a text in a manner that captures the author’s viewpoint, 

its main ideas, and its elements without taking a position or expressing an 

opinion.

Students will make and defend subtle inferences and complex conclusions about 

the ideas in text and their organizational patterns. 
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Reading Selections for the Third Nine-Weeks Assessment 

 Personal Narrative and the Short Story 

Table P1 

Reading Lists for Intensive and Extensive Classes for the Third Nine-Week Assessment  

Intensive Extensive 
Personal Narrative 

“How it Feels to Be Colored Me” 
Zora Neale Hurston  

Background Information on the Harlem 
Renaissance from the Holt textbook

Students were assigned one of the 
following sections to summarize for 
the class 

o The Jazz Age 
o The Great Depression 
o New Directions 
o Harlem Renaissance 

Langston Hughes - Harlem Renaissance 
Poetry

“Harlem” 
“The Negro Speaks of Rivers”
“I, Too”
“Let America Be America Again”

Dialogue
“Hills Like White Elephants” 
Ernest Hemingway 

Sensory Details and Imagery
“Tell-Tale Heart” Edgar Allen Poe

Personal Narrative 
“How it Feels to Be Colored Me” 
Zora Neale Hurston  
From Narrative of the life of 
Frederick Douglass, an American 
Slave Fredrick Douglass 

Background Information on the Harlem 
Renaissance from the Holt text book, along 
with selections covering related topics

Students read all of the following 
during class: 

o The Jazz Age 
o The Great Depression 
o New Directions 
o Harlem Renaissance 
o “Fifty Years Among Black 

Folks” W.E.B. DuBois 
o “Negro Four Years Hence” 

Booker T. Washington 
o Martin Luther King, Jr. –

PBS Interview with Kenneth 
B. Clark (1963)  

o Malcolm X – Speech to the 
Northern Negro Grass Roots 
Leadership Conference, 
Detroit (Nov. 1963)  

o Martin Luther King, Jr. –
Sermon at Temple Israel, 
Hollywood, CA (Feb. 1965)  

Langston Hughes - Harlem Renaissance 
Poetry 

“Harlem”
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“The Negro Speaks of Rivers”
“I, Too”
“Let America Be America Again”
“Life Is Fine”
“Madam and the Phone Bill”
“Mother to Son”
“Cross”
“Dinner Guest: Me”
“Justice”
“As I Grew Older”
“Bad Morning”
“Children’s Rhymes”
“Democracy”
“Dream Variations”
“Dreams”

Dialogue
“Hills Like White Elephants” 
Ernest Hemingway 
“The Lottery” Shirley Jackson 
“The Model” Bernard Malamud

Sensory Details and Imagery
“Tell-Tale Heart” Edgar Allen Poe
“The Black Cat” Edgar Allen Poe
“The Occurrence at Owl Creek 
Bridge” Ambrose Bierce
“The Secret Life of Walter Mitty” 
James Thurber 
“Virtual Worlds” CNN.com
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Third Nine-Weeks Assessment Lesson Plan Example 

Content Objective (Texas Essential Knowledge and Skills):  
Students will analyze dialogue by evaluating its effectiveness within a story.  

Language Objective (English Language Proficiency Skills):  
Students will actively listen to the discussion by looking the speaker in the eye as he or 
she responds to the discussion questions.

Agenda: 
Warm-Up: Have students identify dialogue in their independent reading and share with 
their partners how it helps them understand their character better. Read "Hills Like White 
Elephants" with a different student reading each part.

Intensive: 

Read the story again, and stop to discuss specific information that is revealed from the 
dialogue. Have students work in groups to complete discussion questions: 

1. What does the dialogue reveal to the reader? 
2. What does the dialogue tell you about the characters? Describe the characters and 

use the dialogue to support your answer. 
3. How does the dialogue create the conflict? What external conflict is revealed 

through the dialogue? What internal conflict is revealed through the dialogue? 
Find evidence. 

Have students answer the questions on anchor charts. Gallery-walk with the anchor charts 
and have the groups comment using sticky notes. Share comments with the class and 
discuss.

Extensive: 
Small Group discussion question: How does the dialogue of the story reveal conflict and 
character? Read "The Lottery" by Shirley Jackson. Small Group Discussion: How does 
the dialogue develop the plot? Read “The Model” by Bernard Malamud. Small Group 
Discussion: How does the dialogue work to help tell the story - characterization, plot 
development, conflict development, etc. 
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Reading Objectives for the Fourth Nine-Weeks Assessment 

Students will analyze the author’s perspective, including cultural characteristics. 

Students will analyze the impact of narration when the narrator’s point of view 

shifts from one character to another. 

Students will identify and analyze an individual author’s style, as well as compare 

and contrast styles of multiple authors. 

Students will analyze the way in which the theme or meaning of a selection 

represents a view or comment on the human condition. 

Students will evaluate how different literary elements (e.g., figurative language, 

point of view) shape the author's portrayal of the plot and setting in works of 

fiction.

Students will analyze the impact of narration when the narrator's point of view 

shifts from one character to another. 

Students will demonstrate familiarity with works by authors in American fiction 

from major literary periods.  
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Reading Selections for the Fourth Nine Weeks Assessment 

Author’s Style

Table S1 

Reading Lists for Intensive and Extensive Classes for the Fourth Nine-Weeks Assessment 

Intensive Extensive 
Biographical Information on Ernest 
Hemingway from the Holt textbook

Students were assigned one of the 
following sections to summarize for 
the class 

o Ernest Hemingway 
o Irrepressible Energy and 

Drive 
o End of an Epic Life 
o Taking Sides in Spain 
o Celebrity Journalist 
o Writer or Fighter? 

Ernest Hemingway
“The Short and Happy Life of 
Francis Macomber”
“A Clean, Well-Lighted Place”

William Faulkner
“An Error in Chemistry”

Biographical Information on Ernest 
Hemingway from the Holt textbook

Students read all of the following 
sections in class 

o Ernest Hemingway 
o Irrepressible Energy and 

Drive 
o End of an Epic Life 
o Taking Sides in Spain 
o Celebrity Journalist 
o Writer or Fighter? 

Ernest Hemingway
“In Another Country”
“A New Kind of War”
“The Short and Happy Life of 
Francis Macomber”
“A Day’s Wait”
“The Faithful Bull”
“A Clean, Well-Lighted Place”
“The Killers”
“Indian Camp”

William Faulkner
“An Error in Chemistry”
“A Rose for Emily”

F. Scott Fitzgerald
“Babylon Revisited”
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Fourth Nine-Weeks Assessment Lesson Plan Example 

Content Objective (Texas Essential Knowledge and Skills):  
Students will become familiar with an author's background by working in groups to write 
Cornell Notes. 

Language Objective (English Language Proficiency Skills):
Students will utilize a graphic organizer to help complete Cornell Notes. 

Agenda: 
Intensive: 
Divide students into groups and assign a section of Hemingway biography from pages 
1008 and 1094 from the Holt text book. Using the Cornell Notes graphic organizer, 
students will work in groups to take notes on their assigned reading. Have students 
present their information to the class. 

Extensive:  
Read biographical information aloud on pp. 1008 and 1094. Have students take notes 
using the Cornell Notes graphic organizer. Read autobiographical short stories by 
Hemingway titled “In Another Country” and “A New Kind of War” on pages 1010 and 
1096. Have students answer the following question: What can we assume about 
Hemingway's life after reading the short stories? Discuss with the class. 

Content Objective (Texas Essential Knowledge and Skills)
Students will analyze a text by completing guided questions and completing a T-Chart 
that compares the writing style of two or three authors. 

Language Objective (English Language Proficiency Skills):
Students will utilize the summary in both Spanish and English to better understand a 
complex text. 

Agenda:
Intensive: 
Read aloud "An Error in Chemistry" by Faulkner, stopping periodically to allow students 
to complete guided questions. Complete a T-Chart that compares Hemingway’s “The 
Short and Happy Life of Francis Macomber” and Faulkner’s “A Rose for Emily.”

Extensive 
(After completing “An Error in Chemistry”) Read “A Rose for Emily” and “Babylon 
Revisited” aloud. Have students complete a three-circle Venn-Diagram that compares the 
writings of Faulkner, Fitzgerald, and Hemingway.
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Interpretive Essay 

Your next major essay is going to be an interpretive analysis over one of Ernest 
Hemingway’s short stories. You must keep all prewriting work and drafts with my 
revisions.  

The Assignment 
Choose from the following Hemingway short stories listed below that you have read, and 
in a well-written essay, interpret a scene or a specific aspect of the story, or stories, and 
its contribution to a greater meaning, message, or understanding. Be sure to use evidence 
from the story or stories to support your claims. 

“Short and Happy Life of Francis Macomber”
“A Clean, Well-Lighted Place”
“Hills Like White Elephants”
“A Day’s Wait”
“The Killers”
“The Faithful Bull”

What are the steps in the process? 

1. You need to think about what you want to interpret or analyze. Following are 
some ideas: 

a. How do we see Hemingway’s life represented in the stories?
b. How does Hemingway characterize women and why? 
c. The development of a common theme throughout his works. 
d. Take a literary element and discuss how Hemingway utilizes it to convey 

the theme. 
e. Discuss Hemingway’s unique style and why you think he wrote it like 

that.
f. Take a scene from one of the stories that you think is ambiguous and 

explain its meaning. 

2. You need to make a list of what the aspect you are discussing offers the story. 
Does it give the characters an opportunity to reveal something about themselves? 
Does it give Hemingway the chance to write about something in a specific way? 
Does it play a part in creating conflict? There are plenty of questions to ask 
yourself here, so don’t get carried away. 

3.
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Example: Interpreting the impact of setting in “The Short and Happy Life of 
Francis Macomber”

The setting offers:
A different environment than the one Macomber is used to. He is used to 
being successful, and respected. However, in Africa, Macomber is no 
better than anyone else. 
It adds to the conflict, showing that survival is part of Africa, more so than 
in the US. Wilson’s respect for the environment, along with the courage of 
the animals and their will to survive give the conflict a heightened sense of 
reality, instead of something more superficial, like in the US. 
It allows the personalities of the characters to become more evident. 
Margaret has even less attraction to her husband because of the new 
environment, giving her more reason to cheat on her husband, and 
Macomber’s insecurities are glaring since he is no longer in a place where 
he is the best. 

4. Find quotes to support these aspects. 

5. You need to make connections between what you are interpreting or analyzing in 
the story and the greater meaning (theme) as you understand it. Ultimately, if 
what you are discussing offers something to the story, then it can easily be 
connected to a greater meaning or understanding (theme). However, what can 
make this difficult is that sometimes what you are interpreting will play a smaller 
role in some perspectives than it would in others. Many times you might need to 
look at other elements in order to show how your interpretation of an element 
contributes to a greater meaning (theme). For example, setting might play a big 
role in the character development or the conflict, and together they make a strong 
contribution to theme. Therefore, you’ll need to address these other literary 
elements in your essay. 

Example using “The Short and Happy Life of Francis Macomber.”
What does Setting Offer? 

A different environment 
from the one Macomber is 
used to. He is used to being 
successful, and respected. 
However, in Africa, 
Macomber is no better than 
anyone else.

Greater meaning (theme) 

Facing your fears can give 
you a renewed life.

Connection 

Africa strips Macomber of 
his wealth and superiority. 
Thanks to the setting, he is 
considered an equal, adding 
to the lack of control he has 
over his surroundings. This 
is seen mostly in the 
development of his
character, and offers an 
opportunity for Francis to 
show bravery and fear. It 
also adds to the reality of 
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survival, leaving Macomber 
with escaping death as his 
only reward, proving to him 
that life is not about the 
riches he has come to 
cherish in the US. 

6. Organize your interpretation through the elements and connections you have 
made in the preceding steps. 

Example using “The Short and Happy Life of Francis Macomber.”

According to the connection above, the development of Macomber is an 
important part of how setting contributes to theme. Therefore, I must organize the 
development of Macomber and how the setting plays a part in this development, 
which ultimately creates theme: 

Compare and Contrast the US and Africa, and how these differences play 
a part in Francis finding a new wealth. 
Describe Macomber’s personality and character traits. How would these 
traits work in Africa? 
Describe how the elements of Africa bring about fear in Macomber, 
showing he is not the man he is in the US. 
Describe the change in Macomber, and his newfound wealth. 

7. You need to create an outline that shows the development of your essay. You will 
need to include the evidence in your outline. I must approve the outline before 
you start the essay. 

Outline Format 
I. Thesis Statement – What are you proving in your essay?   
II. Topic Sentence for Body Paragraph 1 

a. Evidence that supports the topic of body paragraph 1. 
i. Commentary that connect your evidence to your topic. 

b. 2nd piece of evidence that supports the topic (while this is optional, it does 
provide more support and gives you a better chance at a higher grade). 

i. Commentary that connects your evidence to your topic. 
III. Topic Sentence for Body Paragraph 2 

a. Evidence that supports the topic of body paragraph 2. 
i. Commentary that connect your evidence to your topic. 

b. 2nd piece of evidence that supports the topic (while this is optional, it does 
provide more support and gives you a better chance at a higher grade). 

i. Commentary that connects your evidence to your topic. 
IV. Continue using the above format for each body paragraph you plan to write 

for your essay. 
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V. Conclusion – What are your thoughts about the theme of the story? What are 
your thoughts about the story in general? Anything about your analysis that 
you feel is represented in the world around you? 

Example Outline using “The Short and Happy Life of Francis 
Macomber.”

I. In “The Short and Happy Life of Francis Macomber,” Hemingway utilizes the 
setting of Africa to exploit the character flaws of Francis, giving the main 
character an opportunity to face his fears and find a renewed life. 

II. Hemingway sets up the change in the environment for Macomber that will 
eventually lead to his life changing experience. 
a. Wilson and Macomber talking about punishing the help by whipping 

them: “’Do you still have them whipped?’ ‘Oh, yes. They could raise a 
row if they chose to complain. But they don’t. They prefer it to the fines.’ 
‘How strange!’ said Macomber. ‘Not strange, really,’ said Wilson. ‘Which 
would you rather do? Take a good birching or lose your pay?’ Then he felt 
emabarassed for asking it…” (Hemingway 124).

i. This conversation shows the priorities that exist in Africa and the 
US. The fact that Macomber would rather pay the fines than take 
physical punishment shows that money is something that protects 
him in America, and keeps him from being harmed. This also 
indicates that Macomber has probably never been in a situation 
where he is physically threatened, since he is able to hide behind 
his wealth. 

ii. The fact that the waiter is willing to take a beating over a fine 
shows that pain and physical threat are a part of life in Africa, and 
evidently a preferred method of punishment over monetary loss. 

III. In the US, Macomber is obviously successful, and probably respected 
considering his success stems from wealth. 
a. “Francis Macomber…was considered handsome. He was dressed in the 

same sort of safari clothes that Wilson wore except that his were new, he 
was thirty-five years old, kept himself very fit, was good at court games, 
had a number of big-game fishing records…” (Hemingway 123). 

i. Wealth is shown in his ability to go on such extravagant 
adventures, as well as his ability to become good at court-
games 

ii. He also has self-esteem and Hemingway shows the reader 
this confidence by telling the reader that Macomber “stays 
fit.”

iii. New safari clothes shows wealth as well. 
IV. However, these traits that make Macomber successful in America are not the 

traits that will make him successful in Africa. 
a. The first night in Africa and hearing the lion, Macomber says “I’m 

nervous from hearing him roar all night” (Hemingway 131).
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i. Just being in Africa changes the attitude of Macomber. He feels 
nervous, showing Macomber’s confidence in Africa is not what it 
is in America. 

b. After wounding the lion, Macomber is scared to go in and end the lion’s 
suffering, and Wilson “suddenly felt as though he had opened the wrong 
door in a hotel and seen something shameful” (Hemingway 135).

i. Macomber’s fear is what’s “shameful.”
ii. Macomber came to Africa to hunt lion’s, and now he is asking to 

stop the hunt before it is finished because he is scared to finish the 
job.

iii. For Wilson, not finishing the job is disrespectful to the animal and 
therefore shameful. 

c. “The next thing he knew he was running; running wildly, in panic in the 
open running toward the stream” (Hemingway 137).

i. Scene of Francis running away from the charging lion when he 
was supposed to stand firm and finish the lion off. 

ii. Macomber’s actions show his fear.
V. But it seems that facing the fear, the humility, the embarrassment gives 

Macomber a newfound wealth. 
a. When hunting buffalo, Wilson comments on this change, claiming, “he 

had seen men come of age before and it always moved him. It was not a 
matter of their twenty-first birthday” (Hemingway 150).

i. Referring to the change in Macomber due to experience, not age. 
ii. The fact that it “moved him” shows that this type of change was 

not something he saw very often, and it was significant. 
b.  Before going into the tall grass to get the buffalo, Macomber turns to 

Wilson, “’Do you have that feeling of happiness about what’s going to 
happen?’ Macomber asked, still exploring his new wealth” (Hemingway 
151).

i. The “new wealth” is the feeling of happiness that Macomber is 
experiencing, this newfound bravery from facing his fears and 
feeling the humility that comes with the exploitation of his fear. 

VI. Conclusion:
a. The characteristics of Francis Macomber are exploited by the setting of 

Africa.
b. By taking Macomber out of the environment that makes him successful 

and placing him in an environment that does not cater to those same traits, 
Hemingway is able to exploit Macomber’s flaws.

c. Exploitation of fear, giving the resolution a more emotional impact of 
sympathy for Macomber. 

8. Begin draft one of your essay.  
Note: This is one approach of many for writing this paper! 
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Reading Selections for the Pretest-Posttest 

November 30 - March 7 

Table V1 

Reading Lists for Intensive and Extensive Classes for the Time between the Pretest and 
the Posttest 

Intensive Extensive 
The Things They Carried by Tim 
O’Brien

Students reread previous 
chapters and completed study 
guide for test. 

Personal Narrative
“How it Feels to Be Colored 
Me” Zora Neale Hurston

Background Information – Harlem 
Renaissance

Students were assigned one 
section to summarize for the 
class

o The Jazz Age 
o The Great Depression
o New Directions 
o Harlem Renaissance 

Langston Hughes - Harlem Renaissance 
Poetry

“Harlem” 
“The Negro Speaks of Rivers”
“I, Too”
“Let America Be America 
Again”

Dialogue
“Hills Like White Elephants” 
Ernest Hemingway 

Sensory Details and Imagery
“Tell-Tale Heart” Edgar Allen 
Poe 

The Things They Carried by Tim O’Brien
“Style”
“Speaking of Courage”
“Notes”
“In the Field”
“Good Form”
“Field Trip”

Personal Narrative
“How it Feels to Be Colored Me” Zora 
Neale Hurston  
From Narrative of the life of Frederick 
Douglass, an American Slave Fredrick 
Douglass 

Background Information – Harlem 
Renaissance and related topics

“Fifty Years Among Black Folks” 
W.E.B. DuBois  
“Negro Four Years Hence” Booker T. 
Washington 
Martin Luther King, Jr. – PBS 
Interview with Kenneth B. Clark 
(1963)
Malcolm X – Speech to the Northern 
Negro Grass Roots Leadership 
Conference, Detroit (Nov. 1963)  
Martin Luther King, Jr. – Sermon at 
Temple Israel, Hollywood, CA (Feb. 
1965)

Langston Hughes - Harlem Renaissance 
Poetry 

“Harlem”
“The Negro Speaks of Rivers”
“I, Too”
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Satire
“Princess and the Tin Box” 
James Thurber  
“Count Dracula” Woody Allen 
from The Onion “Brave Lion 
Fends Off Group of Hikers”

“Let America Be America Again”
“Life Is Fine”
“Madam and the Phone Bill”
“Mother to Son”
“Cross”
“Dinner Guest: Me”
“Justice”
“As I Grew Older”
“Bad Morning”
“Children’s Rhymes”
“Democracy”
“Dream Variations”
“Dreams”

Dialogue
“Hills Like White Elephants” Ernest 
Hemingway 
“The Lottery” Shirley Jackson 
“The Model” Bernard Malamud

Sensory Details and Imagery
“Tell-Tale Heart” Edgar Allen Poe
“The Black Cat” Edgar Allen Poe
“The Occurrence at Owl Creek 
Bridge” Ambrose Bierce
“The Secret Life of Walter Mitty” 
James Thurber 
“Virtual Worlds” CNN.com

Satire
“Princess and the Tin Box” James 
Thurber 
“The Story of the Bad Little Boy” 
Mark Twain 
“Count Dracula” Woody Allen
“The Private Life of Bidwell” James 
Thurber 
poem “Dilemma” Dorothy Parker
“The Sexes” Dorothy Parker
“Man, Not Superman” Jonathan 
Goldstein
from The Onion “Brave Lion Fends 
Off Group of Hikers”
from The Onion “Two Hundred Spam 
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E-Mails Can’t Be Wrong
from The Onion “Important Christmas 
Lessons Already Forgotten”
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To be read at the beginning of the year by a teacher other than the researcher to all 
classes: 

This year Mr. McConn will be teaching literature differently so that he can look at how 
well each method works. During the course of the school year, you will study literature 
one of two ways: reading and analyzing fewer stories, essays, and poems with more time 
spent analyzing the details of how they are written, or reading and analyzing more stories, 
essays, and poems with less time spent analyzing the details of how they are written. 
There is no more work in one approach or the other. Your time during class is either 
spent analyzing more stories, essays, and poems, or analyzing more details within stories, 
essays, and poems. The amount and type of homework are the same for each approach. 

Both of the approaches are commonly used in English classrooms, so you will not be 
doing anything unusual in this English class that you wouldn’t be doing in another 
English class. However, in this English class, if you chose to be a part of the study, then 
Mr. McConn will use your unit exam scores, your English/Language Arts (ELA) Texas 
Assessment of Knowledge and Skills (TAKS) benchmark scores, as well as your actual 
ELA/TAKS scores to research which method is more effective. Your names will not be 
used in the study, and there will be no way for anyone who reads about the study to know 
that your scores were used. 

In a couple of weeks you will receive a form that asks for your permission, as well as a 
form that asks for your parents’ permission, for Mr. McConn to use your TAKS scores 
and unit exams for this research study.  

Most importantly, your decision to be a part of this study will have no impact on your 
English III grade. 

If you have any questions, you can ask Mr. McConn, or you can call Dr. Abrahamson, 
Mr. McConn’s doctoral advisor, at 713-743-4946. 
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UNIVERSITY OF HOUSTON 
ASSENT TO PARTICIPATE IN A RESEARCH STUDY 

PROJECT TITLE: An Evaluation of Extensive and Intensive Teaching of 
Literature; Another Year’s Experiment in the Eleventh Grade

You are invited to participate in a research study conducted by your English III teacher, 
Matthew McConn, a doctoral student at the University of Houston, and his sponsor, 
Professor Richard F. Abrahamson, Ph. D. 
You can say no if you do not want to participate in this study. Adults cannot make you 
participate in this study if you do not want to. If you agree to participate in the study now, 
but change your mind about it later, you can stop being in the study, and no one will be 
mad at you. 

WHAT IS RESEARCH? 
Research is a way to learn information about something. Researchers study different 
subjects the way you study English or math as a subject in school. 
There are many reasons people choose to be in a research study. Sometimes people want 
to help researchers learn about ways to help people or make programs better. 
You should understand why you would say yes to being a research participant. Take the 
time you need to decide if you want to be in this study. You can ask your class teacher, 
Mr. McConn, any questions you have about the study. 

WHY ARE WE DOING THIS RESEARCH? 
In our research we want to learn about different ways to teach literature. 

WHAT WILL HAPPEN DURING THE STUDY 
During the course of the school year, you will study literature one of two ways: reading 
and analyzing fewer stories, essays, and poems with more time spent analyzing the 
details of how they are written, or reading and analyzing more stories, essays, and poems 
with less time spent analyzing the details of how they are written. There is no more work 
in one approach or the other. Your time during class is either spent analyzing more 
stories, essays, and poems, or analyzing more details within stories, essays, and poems. 
The amount and type of homework are the same for each approach. 
The two approaches to teaching literature will alternate between periods throughout the 
day, so the approach you will be receiving will depend on what period in the day your 
English III class is scheduled. The teaching method will not change if you and/or your 
parents decide not to participate in the study. 

Both of the approaches are commonly used in English classrooms, so you will not be 
doing anything unusual in this English class that you wouldn’t be doing in another 
English class. However, in this English class, if you chose to be a part of the study, then I 
will use your unit exam scores, your English/Language Arts (ELA) Texas Assessment of 
Knowledge and Skills (TAKS) benchmark scores, as well as your actual ELA/TAKS 
scores to research which method is more effective. Your names will not be used in the 
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study, and there will be no way for anyone who reads about the study to know that I used 
your scores. 

COULD GOOD THINGS HAPPEN TO ME FROM BEING IN THIS STUDY? 
This research will help teachers in the future to teach literature more effectively. The 
information that we get from the study you are involved in will help researchers, teachers, 
and school administrators understand how to make English class better for students in the 
future. 

DO I HAVE OTHER CHOICES?
You can choose not to participate in this study, and you can decide you no longer want to 
be in the study at any time. If you choose not to participate at any time, you will not be 
penalized. By not participating in the study, your final grade in the class will not be 
affected. Also, by not participating in the study you will not be treated any differently 
during class than those students who are participating.  

By choosing not to participate in the study, your unit exam, ELA/TAKS benchmark 
scores, and ELA/TAKS scores will not be used, and your grade for the class will not be 
affected. To ensure that the teacher is fair to both the participants in the study and the 
nonparticipants in the study, the teacher will not know which students are participating in 
the study until final grades have been issued. 
If you and your parents feel you need to be in another English class because of this study, 
then your parents need to make an appointment with the building principal to discuss a 
schedule change. 

WHAT IF I HAVE QUESTIONS? 
If you have any questions or worries about the research, you can ask Mr. McConn at 832-
754-6513 during or after the school year. If you wish to talk to someone else or have 
questions about your rights as a participant, call the University of Houston Committee for 
the Protection of Human Subjects at (713) 743-9204. 



290

DOCUMENTATION OF PARTICIPANT’S ASSENT

I agree to participate in this study called: _________________________________.

Signature of minor participant: _____________________________________________ 

Date:____________________________ 

Signature of Researcher/Investigator:_________________________________________ 

Date: ____________________________ 

ANY QUESTIONS REGARDING MY RIGHTS AS A RESEARCH SUBJECT MAY 
BE ADDRESSED TO THE UNIVERSITY OF HOUSTON COMMITTEE FOR THE 
PROTECTION OF HUMAN SUBJECTS (713-743-9204).  ALL RESEARCH 
PROJECTS THAT ARE CARRIED OUT BY INVESTIGATORS AT THE 
UNIVERSITY OF HOUSTON ARE GOVERNED BY REQUIREMENTS OF THE 
UNIVERSITY AND THE FEDERAL GOVERNMENT. 



Appendix Y 

Parent Consent Form 



292

UNIVERSITY OF HOUSTON 
PARENTAL PERMISSION TO PARTICIPATE IN RESEARCH 

PROJECT TITLE: An Evaluation of Extensive and Intensive Teaching of 
Literature; Another Year’s Experiment in the Eleventh Grade

Your child is being invited to participate in a research project as part of a doctoral 
dissertation conducted by Matthew McConn, a doctoral student in the College of 
Education at the University of Houston, and his sponsor, Professor Richard F. 
Abrahamson, Ph. D. 

NON-PARTICIPATION STATEMENT 
Your child’s participation is voluntary, and you or your child may refuse to participate or 
withdraw at any time without penalty to your child’s grade in the class. By not 
participating in the study, your child’s final grade in the class will not be affected. Also, 
by not participating in the study, the quality of instruction given by the teacher to your 
child will not be any different from those students who do participate.  
To ensure that the quality of instruction is equal among nonparticipants and participants, 
as well as to avoid any manipulation, the teacher/researcher will not know which students 
are participating in the study until final grades have been issued. 

PURPOSE OF THE STUDY 
The purpose of the study is to look at how two common approaches to teaching literature 
over the duration of one school year impact the student’s ability to understand and 
analyze what they read. 

PROCEDURES
Your child will be one of approximately one-hundred and fifty subjects to be asked to 
participate in this project.       
During the course of the school year, your child will study literature one of two ways: 
reading and analyzing fewer stories, essays, and poems with more time spent analyzing 
the details of how they are written, or reading and analyzing more stories, essays, and 
poems with less time spent analyzing the details of how they are written. There is no 
more work in one approach or the other. Your child’s time during class is either spent 
analyzing more stories, essays, and poems, or analyzing more details within stories, 
essays, and poems. The amount and type of homework are the same for each approach. 
The two approaches to teaching literature will alternate between periods throughout the 
day, so the approach your child will be receiving will depend on what period in the day 
their English III class is scheduled. The teaching method will not change if you and/or 
your child decide not to participate in the study. 

Both of the approaches are commonly used in English classrooms, so your child will not 
be doing anything unusual in this English class that he or she wouldn’t be doing in 
another English class. However, in this English class, if you choose to allow your child to 
be a part of the study, then I will use your child’s unit exam scores and the 
English/Language Arts (ELA) Texas Assessment of Knowledge and Skills (TAKS) 
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benchmark scores, as well as the actual ELA/TAKS scores to research which method is 
more effective. Your child’s name will not be used in the study, and there will be no way 
for anyone who reads about the study to know that I used your child’s scores. 

CONFIDENTIALITY 
Every effort will be made to maintain the confidentiality of your child’s participation in 
this project.  Each subject’s name will be paired with a code number by the principal 
investigator.  This code number will appear on all written materials.  The list pairing the 
subject’s name to the assigned code number will be kept separate from all research 
materials and will be available only to the principal investigator.  Confidentiality will be 
maintained within legal limits. 

RISKS/DISCOMFORTS 
There are no risks, discomforts, or inconveniences to be considered for participating in 
this study. 

BENEFITS 
This research will help teachers in the future to teach literature more effectively. The 
information that we get from the study your child is involved in will help researchers, 
teachers, and school administrators understand how to make English class better for 
students in the future. 

ALTERNATIVES 
Participation in this project is voluntary and the only alternative to this project is non-
participation. If you choose not to allow your student to participate, then his or her unit 
exam scores, ELA TAKS benchmark scores, and ELA/TAKS scores will not be used in 
the study. 

If you feel that your child needs to be in another English class because of this study, then 
you can make an appointment with the building principal to discuss a schedule change. 

PUBLICATION STATEMENT 
The results of this study may be published in professional and/or scientific journals.  It 
may also be used for educational purposes or for professional presentations.  However, 
no individual subject will be identified. 
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SUBJECT RIGHTS 
1. I understand that parental consent is required of all persons under the age of 18 

participating in this project.  I understand that my child will also be asked to agree to 
participate. 

2. All procedures have been explained to me and I have been provided an opportunity to 
ask any questions I might have regarding my child’s participation.

3. Any risks and/or discomforts have been explained to me. 
4. Any benefits have been explained to me. 
5. I understand that, if I have any questions, I may contact Matthew McConn at 832-

754-6513.  I may also contact Dr. Richard Abrahamson, faculty sponsor, at 713-743-
4946.

6. I have been told that my child or I may refuse to participate or to stop his/her 
participation in this project at any time before or during the project.  My child may 
also refuse to answer any question. 

7. ANY QUESTIONS REGARDING MY CHILD’S RIGHTS AS A RESEARCH 
SUBJECT MAY BE ADDRESSED TO THE UNIVERSITY OF HOUSTON 
COMMITTEE FOR THE PROTECTION OF HUMAN SUBJECTS (713-743-9204).   

8. All information that is obtained in connection with this project and that can be 
identified with my child (student) will remain confidential as far as possible within 
legal limits.  Information gained from this study that can be identified with my child 
(student) may be released to no one other than the principal investigator and Dr. 
Richard Abrahamson. The results may be published in scientific journals, 
professional publications, or educational presentations without identifying my child 
(student) by name. 

NAME OF CHILD (STUDENT):  
_________________________________________________

I agree to allow my child (student) to participate in this research project:     

           YES__________    NO__________ 

Signature of Parent/Guardian:________________________________________________ 

Signature of 
Researcher/Investigator:___________________________________________ 
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To be read by a teacher other than the researcher: 

The forms I am about to pass out are permission forms for you and your parents to sign. 
The first form is a student assent form, which asks for your permission to be a part of the 
study.  

[teacher passes out student assent form] 

Now I’m going to read aloud the student assent form. Please follow along as I read. 

[teacher reads student assent form aloud] 

Do you have any questions about what I have read?  Now I’m going to pass out the 
parent permission form. 

[teacher passes out parent permission form] 

Now I’m going to read aloud the form. Please follow along as I read.

[teacher reads parent permission form aloud] 

Do you have any questions about what I’ve read? Please take both forms home and read 
them with your parents. Once you’ve read the forms with your parents, please check 
“yes” if you want to be in the study or “no” if you do not. Be sure you sign the student 
assent form and your parent or guardian signs the parent consent form. 

Most importantly, your decision to be a part of this study will have no impact on your 
English III grade. Mr. McConn also wants to stress the importance that no aspect of the 
study is to be discussed outside the classroom with other students. 

If you have any questions, you can ask Mr. McConn, or you can call Dr. Abrahamson, 
Mr. McConn’s doctoral advisor, at 713-743-4946. 




