
COMPETENCY 1.0 READING AND LITERATURE 
 
Skill 1.1 Identifying major works and authors of literature appropriate 

for adolescents. 
 
Prior to twentieth century research on child development and child/adolescent 
literature’s relationship to that development, books for adolescents were primarily 
didactic. They were designed to be instructive of history, manners, and morals.  
 
Middle Ages 
 
As early as the eleventh century, Anselm, the Archbishop of Canterbury, wrote 
an encyclopedia designed to instill in children the beliefs and principles of 
conduct acceptable to adults in medieval society. Early monastic translations of 
the Bible and other religious writings were written in Latin, for the edification of 
the upper class. Fifteenth century hornbooks were designed to teach reading and 
religious lessons. William Caxton printed English versions of Aesop’s Fables, 
Malory’s Le Morte d’Arthur and stories from Greek and Roman mythology. 
Though printed for adults, tales of adventures of Odysseus and the Arthurian 
knights were also popular with literate adolescents. 
 
Renaissance 
 
The Renaissance saw the introduction of the inexpensive chapbooks, small in 
size and 16-64 pages in length. Chapbooks were condensed versions of 
mythology and fairy tales. Designed for the common people, chapbooks were 
imperfect grammatically but were immensely popular because of their 
adventurous contents. Though most of the serious, educated adults frowned on 
the sometimes-vulgar little books, they received praise from Richard Steele of 
Tatler fame for inspiring his grandson’s interest in reading and pursuing his other 
studies. 
 
Meanwhile, the Puritans’ three most popular reads were the Bible, John Foxe’s 
Book of Martyrs, and John Bunyan’s Pilgrim’s Progress. Though venerating 
religious martyrs and preaching the moral propriety which was to lead to eternal 
happiness, the stories of the Book of Martyrs were often lurid in their descriptions 
of the fate of the damned. Not written for children and difficult reading even for 
adults, Pilgrim’s Progress was as attractive to adolescents for its adventurous 
plot as for its moral outcome. In Puritan America, the New England Primer set 
forth the prayers, catechisms, Bible verses, and illustrations meant to instruct 
children in the Puritan ethic. The seventeenth-century French used fables and 
fairy tales to entertain adults, but children found them enjoyable as well. 
 



Seventeenth century 
The late seventeenth century brought the first concern with providing literature 
that specifically targeted the young. Pierre Perrault’s Fairy Tales, Jean de la  
Fontaine’s retellings of famous fables, Mme. d’Aulnoy’s novels based on old 
folktales, and Mme. de Beaumont’s “Beauty and the Beast” were written to 
delight as well as instruct young people. In England, publisher John Newbury 
was the first to publish a line for children. These include a translation of Perrault’s 
Tales of Mother Goose; A Little Pretty Pocket-Book, “intended for instruction and 
amusement” but decidedly moralistic and bland in comparison to the previous 
century’s chapbooks; and The Renowned History of Little Goody Two Shoes, 
allegedly written by Oliver Goldsmith for a juvenile audience. 
 
Eighteenth century 
By and large, however, into the eighteenth century adolescents were finding their 
reading pleasure in adult books: Daniel Defoe’s Robinson Crusoe, Jonathan 
Swift’s Gulliver’s Travels, and Johann Wyss’s Swiss Family Robinson. More 
books were being written for children, but the moral didacticism, though less 
religious, was nevertheless ever present. The short stories of Maria Edgeworth, 
the four-volume The History of Sandford and Merton by Thomas Day, and 
Martha Farquharson’s twenty-six volume Elsie Dinsmore series dealt with pious 
protagonists who learned restraint, repentance, and rehabilitation from sin. Two 
bright spots in this period of didacticism were Jean Jacques Rousseau’s Emile 
and The Tales of Shakespeare, Charles and Mary Lamb’s simplified versions of 
Shakespeare’s plays. Rousseau believed that a child’s abilities were enhanced 
by a free, happy life, and the Lambs subscribed to the notion that children were 
entitled to more entertaining literature in language comprehensible to them. 
 
Nineteenth century 
Child/adolescent literature truly began its modern rise in nineteenth century 
Europe. Hans Christian Andersen’s Fairy Tales were fanciful adaptations of the 
somber revisions of the Grimm brothers in the previous century. Andrew Lang’s 
series of colorful fairy books contain the folklores of many nations and are still 
part of the collections of many modern libraries. Clement Moore’s “A Visit from 
St. Nicholas” is a cheery, non-threatening child’s view of the “night before 
Christmas.” The humor of Lewis Carroll’s books about Alice’s adventures, 
Edward Lear’s poems with caricatures, Lucretia Nole’s stories of the Philadelphia 
Peterkin family, were full of fancy and not a smidgen of morality. Other popular 
Victorian novels introduced the modern fantasy and science fiction genres: 
William Makepeace Thackeray’s The Rose and the Ring, Charles Dickens’ The 
Magic Fishbone, and Jules Verne’s Twenty Thousand Leagues Under the Sea. 
Adventure to exotic places became a popular topic: Rudyard Kipling’s Jungle 
Books, Verne’s Around the World in Eighty Days, and Robert Louis Stevenson’s 
Treasure Island and Kidnapped. In 1884, the first English translation Johanna 
Spyre’s Heidi appeared.  



North America was also finding its voices for adolescent readers. American 
Louisa May Alcott’s Little Women and Canadian L.M. Montgomery’s Anne of 
Green Gables ushered in the modern age of realistic fiction. American youth 
were enjoying the articles of Tom Sawyer and Huckleberry Finn. For the first time 
children were able to read books about real people just like themselves. 
 
Twentieth century 
 
The literature of the twentieth century is extensive and diverse, and as in 
previous centuries much influenced by the adults who write, edit, and select 
books for youth consumption. In the first third of the century, suitable adolescent 
literature dealt with children from good homes with large families. These books 
projected an image of a peaceful, rural existence. Though the characters and 
plots were more realistic, the stories maintained focus on topics that were 
considered emotionally and intellectually proper. Popular at this time were Laura 
Ingalls Wilder’s Little House on the Prairie Series and Carl Sandburg’s biography 
Abe Lincoln Grows Up. English author J.R.R. Tolkein’s fantasy The Hobbit 
prefaced modern adolescent readers’ fascination with the works of Piers Antony, 
Madelaine L’Engle, and Anne McCaffery. 
 
These classic and contemporary works combine the characteristics of multiple 
theories. Functioning at the concrete operations stage (Piaget), being of the 
“good person,” orientation (Kohlberg), still highly dependent on external rewards 
(Bandura), and exhibiting all five needs previously discussed from Maslow’s 
hierarchy, these eleven to twelve year olds should appreciate the following titles, 
grouped by reading level. These titles are also cited for interest at that grade 
level and do not reflect high-interest titles for older readers who do not read at 
grade level. Some high interest titles will be cited later. 
 
 Reading level 6.0 to 6.9
 
 Barrett, William.  Lilies of the Field 
 Cormier, Robert.  Other Bells for Us to Ring 
 Dahl, Roald.  Danny, Champion of the World; Charlie and the Chocolate  
 Factory 
 Lindgren, Astrid.  Pippi Longstocking 
 Lindbergh, Anne. Three Lives to Live 
 Lowry, Lois.  Rabble Starkey 
 Naylor, Phyllis.  The Year of the Gopher, Reluctantly Alice 
 Peck, Robert Newton.  Arly 
 Speare, Elizabeth.  The Witch of Blackbird Pond 
 Sleator, William.  The Boy Who Reversed Himself 
 



For seventh and eighth grades 
  
Most seventh and eight grade students, according to learning theory, are still 
functioning cognitively, psychologically, and morally as sixth graders. As these 
are not inflexible standards, there are some twelve and thirteen year olds who 
are much more mature socially, intellectually, and physically than the younger 
children who share the same school. They are becoming concerned with 
establishing individual and peer group identities that presents conflicts with 
breaking from authority and the rigidity of rules. Some at this age are still tied 
firmly to the family and its expectations while others identify more with those their 
own age or older. Enrichment reading for this group must help them cope with 
life’s rapid changes or provide escape and thus must be either realistic or 
fantastic depending on the child’s needs. Adventures and mysteries (the Hardy 
Boys and Nancy Drew series) are still popular today. These preteens also 
become more interested in biographies of contemporary figures rather than 
legendary figures of the past.  
 

Reading level 7.0 to 7.9
 Armstrong, William.  Sounder 
 Bagnold, Enid.  National Velvet 
 Barrie, James.  Peter Pan 
 London, Jack.  White Fang, Call of the Wild 
 Lowry, Lois.  Taking Care of Terrific 
 McCaffrey, Anne.  The Dragonsinger series  
 Montgomery, L. M.  Anne of Green Gables and sequels  
 Steinbeck, John.  The Pearl 
 Tolkien, J. R. R.  The Hobbit 
 Zindel, Paul.  The Pigman 
 
 Reading level 8.0 to 8.9
 Cormier, Robert.  I Am the Cheese 
 McCullers, Carson.  The Member of the Wedding 
 North, Sterling.  Rascal 
 Twain, Mark.  The Adventures of Tom Sawyer 
 Zindel, Paul.  My Darling , My Hamburger 
 
For ninth grade 
 
Depending upon the school environment, a ninth grader may be top-dog in a 
junior high school or underdog in a high school. Much of his social development 
and thus his reading interests become motivated by his peer associations. He is 
technically an adolescent operating at the early stages of formal operations in 
cognitive development. His perception of his own identity is becoming well-
defined and he is fully aware of the ethics required by society. He is more 
receptive to the challenges of classic literature but still enjoys popular teen 
novels. 



 Reading level 9.0 to 9.9
  
 Brown, Dee.  Bury My Heart at Wounded Knee 
 Defoe, Daniel.  Robinson Crusoe 
 Dickens, Charles.  David Copperfield 
 Greenberg, Joanne.  I Never Promised You a Rose Garden 
 Kipling, Rudyard.  Captains Courageous 
 Mathabane, Mark.  Kaffir Boy 
 Nordhoff, Charles.  Mutiny on the Bounty 
 Shelley, Mary.  Frankenstein 
 Washington, Booker T.  Up From Slavery 
 
For tenth - twelfth grades 
 
All high school sophomores, juniors and seniors can handle most other literature 
except for a few of the very most difficult titles like Moby Dick or Vanity Fair. 
However, since many high school students do not progress to the eleventh or 
twelfth grade reading level, they will still have their favorites among authors 
whose writings they can understand. Many will struggle with assigned novels but 
still read high interest books for pleasure. A few high interest titles are listed 
below without reading level designations, though most are 6.0 to 7.9. 
 
 Bauer, Joan.  Squashed 
 Borland, Hal.  When the Legends Die 
 Danzinger, Paula.  Remember Me to Herald Square 
 Duncan, Lois.  Stranger with my Face 
 Hamilton, Virginia.  The Planet of Junior Brown 
 Hinton, S. E.  The Outsiders 
 Paterson, Katherine.  The Great Gilly Hopkins 
  
Teachers of students at all levels must be familiar with the materials offered by 
the libraries in their own schools. Only then can she guide her students into  
appropriate selections for their social age and reading level development. 
 
Adolescent literature, because of the age range of readers, is extremely diverse. 
Fiction for the middle group, usually ages ten/eleven to fourteen/fifteen, deals 
with issues of coping with internal and external changes in their lives. Because 
children’s writers in the twentieth century have produced increasingly realistic 
fiction, adolescents can now find problems dealt with honestly in novels.  
 



Teachers of middle/junior high school students see the greatest change in 
interests and reading abilities. Fifth and sixth graders, included in elementary 
grades in many schools, are viewed as older children while seventh and eighth 
graders are preadolescent. Ninth graders, included sometimes as top dogs in 
junior high school and sometimes as underlings in high school, definitely view 
themselves as teenagers. Their literature choices will often be governed more by 
interest than by ability; thus, the wealth of high-interest, low readability books that 
have flooded the market in recent years. Tenth through twelfth graders will still 
select high-interest books for pleasure reading but are also easily encouraged to 
stretch their literature muscles by reading more classics.  
 
Because of the rapid social changes, topics that once did not interest young 
people until they reached their teens - suicide, gangs, homosexuality - are now 
subjects of books for even younger readers. The plethora of high-interest books 
reveals how desperately schools have failed to produce on-level readers and 
how the market has adapted to that need. However, these high-interest books 
are now readable for younger children whose reading levels are at or above 
normal. No matter how tastefully written, some contents are inappropriate for 
younger readers. The problem becomes not so much steering them toward 
books that they have the reading ability to handle but encouraging them toward 
books whose content is appropriate to their levels of cognitive and social 
development. A fifth-grader may be able to read V.C. Andrews book Flowers in 
the Attic but not possess the social/moral development to handle the deviant 
behavior of the characters. At the same time, because of the complex changes 
affecting adolescents, the teacher must be well versed in learning theory and 
child development as well as competent to teach the subject matter of language 
and literature. 
 
Skill 1.2 Interpreting, paraphrasing, and comparing various types of 

texts, including fiction, poetry, essays, and other nonfiction. 
 
Paraphrasing is the art of rewording text.  The goal is to maintain the original 
purpose of the statement while translating it into your own words.  Your newly 
generated sentence can be longer or shorter than the original.  Concentrate on 
the meaning, not on the words.  Do not change concept words, special terms, or 
proper names.  There are numerous ways to effectively paraphrase: 
 

• Change the key words’ form or part of speech.  Example: “American news 
coverage is frequently biased in favor of Western views,” becomes 
“When American journalists cover events, they often display a Western 
bias.” 

• Use synonyms of “relationship words.”  Look for relationship word, such as 
contrast, cause, or effect, and replace it with a word that conveys a 
similar meaning, thus creating a different structure for your sentence.  
Example: “Unlike many cats, Purrdy can sit on command,” becomes 
“Most cats are not able to be trained, but Purrdy can sit on command.” 



• Use synonyms of phrases and words.  Example: “The Beatnik writers 
were relatively unknown at the start of the decade,” becomes “Around 
the early 1950s, the Beatnik writers were still relatively unknown.” 

• Change passive voice to active voice or move phrases and modifiers.  
Example:  “Not to be outdone by the third graders, the fourth grade class 
added a musical medley to their Christmas performance,” becomes “The 
fourth grade class added a musical medley to their Christmas 
performance to avoid being showed up by the third graders.” 

• Use reversals or negatives that do not change the meaning of the 
sentence.  Example: “That burger chain is only found in California,” 
becomes “That burger chain is not found on the east coast.” 

 
Literary Techniques to Evaluate 

• Ambiguity: Ambiguity is any writing whose meaning cannot be 
determined by its context.  Ambiguity may be introduced accidentally, 
confusing the readers and disrupting the flow of reading. If a sentence or 
paragraph jars upon reading, there is lurking ambiguity. It is particularly 
difficult to spot your own ambiguities, since authors tend to see what they 
mean rather than what they say. 

• Connotation: Connotation refers to the ripple effect surrounding the 
implications and associations of a given word, distinct from the denotative, or 
literal meaning.  For example, “Good night, sweet prince, and flights of 
angels sing thee to thy rest,” refers to a burial.  Connotation is used when 
a subtle tone is preferred.  It may stir up a more effective emotional 
response than if the author had used blunt, insensitive diction. 

• Symbolism: Also referred to as a sign, a symbol designates something 
which stands for something else.  In most cases, it is standing for 
something that has a deeper meaning than its literal denotation.  Symbols 
can have personal, cultural, or universal associations.  An understanding 
of symbols can be used to unearth a meaning the author might have 
intended but not expressed, or even something the author never intended 
at all. 

• Rhythm: Writing can be compared to dancing, in that it is a balance 
between words and flow.  Rhythm refers to the harmony between the 
words chosen and the smoothness, rapidity, or disjointedness of the way 
those words are written.  Sentences that are too long may disrupt the 
rhythm of a piece.  Reading text out loud is an easy way to impart 
understanding of literary rhythm. 

• Rhyme:  Writing with rhyme can be especially effective on reader 
response.  Think about the success Dr. Suess had with his rhyming style.  
Rhyme is tricky though; used ineffectively or unnecessarily, it can break 
up the entire rhythm of the piece or fog the reader’s understanding of it.  
Rhyme should be used when it is purely beneficial to the format of the 
piece.  Make sure it is not forcing you to use more words than needed, 
and that each verse is moving the story forward. 



• Diction:  Diction is simply the right word in the right spot for the right 
purpose.  The hallmark of a great writer is precise, unusual, and memorable 
diction. 

• Imagery: Imagery involves engaging one or more of your five senses in 
your writing.  An author might use imagery to give the reader a greater, 
more real picture of the scene they are trying to depict.  Imagery may 
conjure up a past experience that the reader had (the smell of the ocean, 
the feeling of their childhood blanket) thereby enriching their mental 
picture of the scene. 

 
Reading literature involves a reciprocal interaction between the reader and the 
text.  
 
Types of Responses 
 
 Emotional 
 
 The reader can identify with the characters and situations so as to project 
 himself into the story. The reader feels a sense of satisfaction by 
 associating aspects of his own life with the people, places, and events in 
 the literature.  Emotional responses are observed in a reader’s verbal and 
 non-verbal reactions - laughter, comments on its effects, and retelling or 
 dramatizing the action. 
 
 Interpretive 
 
 Interpretive responses result in inferences about character development, 
 setting, or plot; analysis of style elements - metaphor, simile, allusion, 
 rhythm, tone; outcomes derivable from information provided in the 
 narrative; and assessment of the author’s intent. Interpretive responses 
 are made verbally or in writing.  
 
 Critical  
 
 Critical responses involve making value judgments about the quality of a 
 piece of literature. Reactions to the effectiveness of the writer’s style and 
 language use are observed through discussion and written reactions. 
 
 Evaluative 
 
 Some reading response theory researchers also add a response that 
 considers the readers considerations of such factors as how well the 
 piece of literature represents its genre, how well it reflects the social/   
 ethical mores of society, and how well the author has approached the 
 subject for freshness and slant.  
 



Middle school readers will exhibit both emotional and interpretive responses. 
Naturally, making interpretive responses depends on the degree of knowledge 
the student has of literary elements. A child’s being able to say why a particular 
book was boring or why a particular poem made him sad evidences critical 
reactions on a fundamental level. Adolescents in ninth and tenth grades should 
begin to make critical responses by addressing the specific language and genre 
characteristics of literature. Evaluative responses are harder to detect and are  
rarely made by any but a few advanced high school students. However, if the 
teacher knows what to listen for, she can recognize evaluative responses and 
incorporate them into discussions.  
 
For example, if a student says, “I don't understand why that character is doing 
that,” he is making an interpretive response to character motivation. However, if 
he goes on to say, “What good is that action?” he is giving an evaluative 
response that should be explored in terms of “What good should it do and why 
isn’t that positive action happening?” 
 
At the emotional level, the student says, “I almost broke into a sweat when he 
was describing the heat in the burning house.”  An interpretive response says, 
“The author used descriptive adjectives to bring his setting to life.” Critically, the    
student adds, “The author’s use of descriptive language contributes to the 
success of the narrative and maintains reader interest through the whole story.”  
If he goes on to wonder why the author allowed the grandmother in the story to 
die in the fire, he is making an evaluative response.   
 
Levels of response 
 
The levels of reader response will depend largely on the reader’s level of social, 
psychological, and intellectual development. Most middle school students have 
progressed beyond merely involving themselves in the story enough to be able to 
retell the events in some logical sequence or describe the feeling that the story 
evoked. They are aware to some degree that the feeling evoked was the result of 
a careful manipulation of good elements of fiction writing. They may not explain 
that awareness as successfully as a high school student, but they are beginning 
to grasp the concepts and not just the personal reactions. They are beginning to 
differentiate between responding to the story itself and responding to a literary 
creation.   
 
Fostering self-esteem and empathy for others and the world in which one 
lives 
 
All-important is the use of literature as bibliotherapy that allows the reader to 
identify with others and become aware of alternatives, yet not feeling directly 
betrayed or threatened. For the high school student the ability to empathize is an 
evaluative response, a much desired outcome of literature studies. Use of these 
books either individually or as a thematic unit of study allows for discussion or 
writing. The titles are grouped by theme, not by reading level.  



 ABUSE: 
 
 Blair, Maury and Brendel, Doug.  Maury, Wednesday's Child 
 
 Dizenzo, Patricia.  Why Me? 
 
 Parrot, Andrea.  Coping with Date Rape and Acquaintance Rape 
 
 

NATURAL WORLD CONCERNS: 
 

 Caduto, M. and Bruchac, J.  Keeper's of Earth 
 
 Gay, Kathlyn.  Greenhouse Effect 
 
 Johnson, Daenis.  Fiskadaro 
 
 Madison, Arnold.  It Can't Happen to Me 
 
 
 EATING DISORDERS: 
 
 Arnold, Caroline.  Too Fat, Too Thin, Do I Have a  Choice? 
 
 DeClements, Barthe.  Nothing's Fair in Fifth Grade 
 
 Snyder, Anne.  Goodbye, Paper Doll 
 
 
 FAMILY 
 
 Chopin, Kate.  The Runner 
 
 Cormier, Robert.  Tunes for Bears to Dance to 
 
 Danzinger, Paula.  The Divorce Express 
 
 Neufield, John.  Sunday Father 
 
 Okimoto, Jean Davies.  Molly by any Other Name 
 
 Peck, Richard.  Don't Look and It Won't Hurt 
 
 Zindel, Paul.  I Never Loved Your Mind 
 
 
 STEREOTYPING: 
 
 Baklanov, Grigory.  (Trans. by Antonina W. Bouis)  Forever Nineteen 
  
 Kerr, M.E. Gentle Hands 
 
 Greene, Betty.  Summer of My German Soldier 
 


	 Ambiguity: Ambiguity is any writing whose meaning cannot be determined by its context.  Ambiguity may be introduced accidentally, confusing the readers and disrupting the flow of reading. If a sentence or paragraph jars upon reading, there is lurking ambiguity. It is particularly difficult to spot your own ambiguities, since authors tend to see what they mean rather than what they say.

