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INTRODUCTION

THE STUDY OF CHILDREN'S NARRATIVES. Since the publication of the

Grimms' Kinder- and Hausmirchen in 1812, folklorists have considered

the appropriateness and appeal of certain traditional narratives for
children. The Grimms themselves acknowledged that the title of their
collection was misleading: most of the tales were not intended for
young children, but for adults.1 Nevertheless, the popularity of the
Grimm tales has been sustained by the growing numbers of attractively
bound, colorfully illustrated editions for young readers. Charlotte
Blhler has shown that children at the 'MHrchenalter” follow certain
imaginative proclivities, while Walter Berendsohn has classified those
Grimm tales that have youthful herces and didactic content as "Kinder-
geschichten."2 More recently, Bruno Bettelheim's study The Uses of
Enchantment has evaluated the emotional impact of the Grimm collection
and other "fairy tales" upon child development.3 From these works alone,
it is evident that the significance of folktales for children is a
lively issue.

Although the study of folktales for children has a substantial
lineage, scholarly recognition of stories told by children is just be-
ginning to develop. Early collections of children's folklore, such as

William Wells Newell's Games and Songs of American Children (1883) and

F. M. Bohme's Deutsches Kinderlied und Kinderspiel (1897), dealt with

the games, songs, rhymes, and other recreational pastimes of young

children.4 With the publication of The Lore and Language of School-

children, by Iona and Peter Opie, the telling of 'spookies" (frighten-

ing rhymes and stories) achieved brief but effective recognition.5



Several articles about methods of classroom collection, published in
the early and mid-1960's, attested a growing interest in the verbal
lore of American children.6 During the same time period, the psycho-
logical analysis of children's stories gained momentum through the

book Children Tell Stories (2963), by Evelyn Pitcher and Ernest

Prelinger, and the article '"Children's Stories" (1966) by Louise Ames.
Both of these studies concentrated upon the correlation of children's
stories, particularly fantasy narratives, with Eriksonian psycho-
social development.

Since the early 1970's, children's storytelling has become the
subject of a variety of scholarly inquiries. There are few published
analyses as yet, but numerous unpublished papers and dissertations;
according to Barbara Kirshenblatt-Gimblett, children's folk narrative
scholarship is now in its "mimeograph phase."8 Several pertinent
articles have been published in recent years, however. 'One Black
Eye and Other Horrors: A Case for the Humorous Anti-Llegend," by John
Vlach, is an analysis of the stories told by ten-year-olds in Spencer,
Indiana.9 A later article by James P. Leary, ''The Boondocks Monster
of Camp Wapehani,'" discusses the significance of Boy Scout legends.l0
Leea Virtanen's "Sagentraditionen bei Kindern' draws from a sample of
about 5,000 descriptions of storytelling situations and stories from
the year 1969, written by children aged ten to thirteen. Some of the
problems considered in this article are sex role identification,
narrative competence, and creativity.

One of the most ambitious projects for the collection and analysis
of children's stories, as well as other data across the "expressive

profile," has been conducted by the research team of Brian Sutton-Smith.
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The object of this study is to examine the socialization of the imag-
inative processes of children. Sutton-Smith's team has explored per-
sonal and cultural influences of imaginative expression, as well as
variation in the usage of expressive forms by individual children.13
Following an approach to cognitive development that is close to
Piaget's methodology, the team has employed structural analysis to
isolate the key elements in the plots of a large sample of narratives
collected in the New York public schools. Two papers delivered at a
meeting of the Association for the Anthropological Study of Play in
1976 are indicative of the team's research goals: "A Proppian Analy-
sis of Children's Fantasy Narratives," by Gil Botvin, and "A Piagetian
Analysis of Children's Fantasy Narratives," by Daniel Mahony. The most
recent statement of their findings was presented at the panel "Struc-
tural Parallels Between Children's Creative Activity and Children's
Folklore'" at the American Folklore Society meeting in 1976.

Another group that has undertaken to collect children's narratives
is the Children's Folklore Research Team at the University of Texas.
Rhymes, songs, clapping games, and interactional routines, as well as
narratives, have been the basis of this team's inquiries.14 Their
preliminary results have demonstrated the fruitfulness of pooling re-
search efforts.

Unpublished dissertations in folklore provide substantial data
for the study of children's narratives. One of the most recent con-
tributions to the field is Sylvia Grider's dissertation '"The Super-

natural Narratives of Children,"

in which the repertoire of a sixth-
grade class in Gosport, Indiana, is placed in the context of community

and mass media influences.15 Grider analyses the function of story-



telling in the enculturation process, with particular attention to the
personalities and preferences of the young narrators. Her disserta-
tion offers valuable insight into children's attitudes towards the
supernatural, building upon the conclusions of Linda Dégh and Andrew

Vazsonyli in "The Dialectics of the Legend," "The 'Belief Legend' in
16

" and other articles.

Modern Society,

Several other dissertations deal with children's storytelling
through sociolinguistic techniques. In John McDowell's dissertation,
"The Speech Play and Verbal Art of Chicano Children: An Ethnographic
and Saciolinguistic Study," two chapters are devoted to narratives.
Primary emphasis is placed upon interrogative routines, in addition
to rhymes, songs, and taunts.17 The stories that children tell among
themselves are the subject of K., A. Watson's dissertation, ''The
Rhetoric of Narrative Structure: A Socilo-Linguistic Analysis of
Stories Told by Part-Hawaiilan Children." Watson concludes that
children who participate in spontaneous storytelling sessions show
greater narrative competence than those who tell stories after being
encouraged to do 50.18 A third dissertation by Jean MacLaughlin, en-
titled "Peru's Urban Migrant Children Learn Folktales: Developmental
Acquisition of Narrative Skill in a Quechua-Migrant Squatter Settle-
ment in Arequipa,' deals with the development of narrative competence
as a part of language acquisition by Quechua children.l9 By focussing
upon social interaction and verbal skills, these folklore scholars and
others have made a significant contribution to our knowledge of chil-
dren's storytelling.

The newest addition to the field of children's folklore is a book

by Mary and Herbert Knapp, One Potato, Two Potato: The Secret Education




of American Children.20 The Knapps base their concept of "secret edu-

cation" upon the transmission of folklore in children's groups, with-

out the knowledge or sanction of adults. One chapter is about "scaries,"”
which, like the Opies' "spookie=,"” are frightening stories that are
usually told by children in the evening hours. Although the Knapps'
examples are not specifically documented, they show a sensitive aware-
ness of the kinds of stories that are most important to American chil-

dren.

STATEMENT OF THE PROBLEM. The continuity of childhcod traditions over
long periods of time and wide geographical areas has been recognized
by folklore scholars since the early comparative research of William

Wells Newell. 1In his introduction to Games and Songs of American

Children, Newell cites two opposing yet complementary forces: the
conservatism of children that retains 'the legacy of other generations

and languages,"

and the inventiveness that springs from "the free air
of creative fancy."21 The interplay of tradition and creativity is
indeed the process by which children's narratives maintain their appeal
for successive generations of listeners. It is possible to establish
the traditionality of many folktales and legends told by children, but
equally possible and important to note the creative modulatlons of each
individual narrator. One child may use a traditional story as the basis
for a fantasy narrative, while another may add a few concrete details
to enhance remembered elements. The same narrative may gain an added
dimension of creativity through dramatizatiom or incorporation into
game-like ritual.

Both "tradition” and '"creativity" are terms of broad circulation,

and it is necessary to specify their meaning within the bounds of this



study. For the modern child, the term "oral tradition' is too narrow
to take into account the ways in which narratives or parts of narra-
tives may be transmitted: through television, radio, newspapers, and
comlc books, as well as word of mouth. Thus, "tradition" will denote
the transmission of narrative elements through any of these channels
of communication.

As C., W. von Sydow states in his essay 'On the Spread of Traditiom,"
oral transmission is not a mechanical process; it does not follow the
perfect waves or streams of diffusion advocated by the Finnish school,
but the interrelationships of active and passive bearers.22 Linda
Dégh and Andrew Vazsonyi have proposed a system of multi-conduit
transmission, in which affinities between certain people determine
the line of transmission. Legends pass through a conduit of people
who enjoy telling and hearing them, jokes pass through a joke conduit,
and so forth.23

The strength of children's narrative traditioms is implicit in
Stith Thompson's statement that "it is primarily the young child who
carries on the interest in the folktale."24 Although this conclusion
is drawn from children's continuing fondness for nursery tales, it is
equally applicable to the continuity of stories told by children
themselves. Despite the evanescence of children's groups, certain
narratives survive through faithful transmission from older to younger
children. The high rate of mobility in contemporary American soclety
has led to a wide dissemination of popular folktales and legends.

The concept of "creativity" has varying connotations in different

fields of inquiry. Vivian Sherman uses the term interchangeably with

"divergent thinking" in her dissertation on intelligence and creativity



tests, while W. E. Vinacke defines creative thinking as a process

23 These psy-

somewhere between realistic problem-solving and autism.
chological definitions are based upon cognitive processes, while
artistic conceptions of creativity tend to be more subjective.

In folk narrative studies, creativity must be broadly defined to
encompass different levels of variation: individual, community, and
regional. Each narrative is a creative endeavor, different from all
other texts by virtue of its individual composition within the matrix
of a particular community and region. Linda Dégh explains the neces-

sity for sensitive analysis of individual and community influences in

Folktales and Society: ''By paying attention to the limited possibil-

ities of folklere, by considering its forms of existence and the
variations of a certain theme, we must state carefully the relation-
ship of the individual to the community, and determine what is con-
tributed by tradition and what by the individual.”26

Each group of children is, in a sense, a small community; as Mary
and Herbert Knapp demonstrate with their concept of "secret education,”
childhood culture is separate from the world of adults. Children are
quick to establish their own hierarchies, which extend to storytelling
sessions as well as games and spontaneous play. Although groups of
children may not be together for long periods of time in the school-
yard, at neighborhood playgrounds, or at each other's homes, they make
use of these gatherings to transmit and receive lore that cannot
usually be shared in the presence of adults.

In order to examine the interrelationships of tradition and
creativity in a cohesive children's group, I chose to work with Junior

Girl Scouts between the ages of nine and eleven. Pre-adolescent girls



often tell stories among themselves, and Girl Scout gatherings provide
favorable occasions for narration. Anyone who has attended Girl Scout
camp or outings is at least a "passive bearer" of songs and stories,
in particular the frightening narratives that are told around camp-
fires just before bedtime. Perhaps the most widely known story is
"The Golden Arm," which usually culminates in a startling catch end-
ing. Junior Scouts are not only eager to demonstrate their mastery of
traditional narratives, but also enthusiastically inclined to improvise
"made-up stories." Between the two extremes of faithful transmission
and spur-of-the-moment fantasy (neither of which is independent of the
other) lies a multitude of variations.

The problem to be examined in this study is twofold: the continu-
ity of tradition through creative variation, and the contingency of this
process upon the scociceconomic status of the girls in question. Two
Junior Scout troops, one in Bloomington and the other in Ellettsville,
were chosen to provide a comparative data base. The girls of Elder-
berry Troop in Ellettsville come from middle-class families, while the
girls of Bluebell Troop in Bloomington may be said to belong to upper-
middle-class or professional families. In the context of the girls'
organized and spontaneous play, the narratives of the two troops were
compared to test the hypothesis that the function of storytelling in
the enculturation process differs significantly in children's groups
of disparate socioeconomic status.

There are three prominent antecedents for this type of compari-

gson: Basil Bernstein's Class, Codes and Control and other works, Fred

Greenstein's Children and Politics, and Charlotte Bllhler's "Das Mirchen

und die Phantasie des Kindes."27 Each of these works 1s based upon a



different set of class distinctions: Bernstein's upon the middle and
working classes in England, Greenstein's upon the "higher-status' and
"lower-status" segments of the population of New Haven, Connecticut,
and Bllhler's upon the upper and lower classes in Germany. European

and American concepts of social class are different in many respects,
and conclusions drawn from European studies cannot be directly corre-
lated with research results in America. Nevertheless, it is useful to
consider the outcome of all such studies in the general sense of inter-
class contrasts.

Bernstein's works are particularly useful as a model for the sys-
tematic study of class differences in the acquisition of verbal and
non-verbal skills. His early research on conceptions of the uses of
toys indicates that working-class and middle-class mothers have dif-
ferent priorities: the latter attribute more Importance to toys that
help the child "to find out about things," while the former tend to
see the infant school child in a more passive role.28

According to Bernstein, milddle-class mothers are more likely to
encourage their children to develop verbal skills and to explain why
they want changes in behavior. On the other hand, they are less likely
to avoid answering difficult questions and to control their children
by coercive methods. The theory of learning derived from these results
draws a sharp contrast between the social relationships of the two
classes: while middle-class mothers emphasize "self-regulated learning
in an arranged environment,' working-class mothers rely upon didactic
instruction.29

Bernstein's theory of social learning places considerable emphasis

upon the difference between the ''restricted code,'" which is the only
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form of linguistic expression that can be acquired by working-class
children, and the more flexible "elaborated code" of the middle class.
In a survey of the major aspects of socialization, Bernstein's research
unit discovered that both middle- and working-class mothers find language
to be more important for the interpersonal aspects of socialization

than for instruction in basic skills. Middle-class mothers are much

more reliant on language in the "person area,"
guag p ’

while working-class
mothers depend more upon verbal transmission of skills.30 Although
working-class mothers have a greater reliance upon language in this
specific area, verbal ability is obviously valued much more highly
among mothers of the middle class.

Support for Bernstein's conclusions has come from such sources as
U. Oevermann's dissertation "Sprache und Soziale Herkunft'" (1967), in
which differences of verbalization among lower-and middle-class chil-
dren are examined. Oevermann states: 'WHhrend das Unterschichtskind
seine affektiven Zustdnde eher in nicht-verbalen, unmittelbar expres-
siven Gesten auslebt, lernt das Mittelschichtkind, sich durch
Verbalisierung davon zu distanzieren.”31 Although such evidence

strengthens Bernstein's case, he is not without critics. In his book
B

Sprache und Soziale Schicht (1971), Wulf Niepold criticlzes Bernstein's

model of “schichtenspezifische Sprache'" with regard to certain incon-
sistencies and difficulties of application. He finds the correspondence

between family types and modes of speech to be overgeneralized, and

32

indicative that a more exact theoretical model is necessary. Bern-

stein himself has recognized the need for more specific small-scale
studies, which his research unit has used in the refinement of earlier

hypotheses.33
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In contrast to Bernstein's research, studies of class differences
in the United States are handicapped by a certain inexactitude of
class distinctions. Most Americans do not frequently refer te an
explicit class structure, although they recognize distinctions of
occupational prestige, education, and material prosperity. These
differences, according to Melvin L. Kohn, involve significant varia-
tions in world view: 'Members of different social classes, by virtue
of enjoying (or suffering) different conditions of life, come to see
the world differently-~to develop different conceptions of social
reality, different aspirations and hopes and fears, different con-
ceptions to the desirable."34 Such differences in world view are im-
portant for the analysis of children's stories, and will be considered
in the course of this study.

Valuable comparative data is presented in Fred Greenstein's Chil-

dren and Politics, which contains one chapter on social class differ-

ences in political learning. Greenstein's sample consists of 700
children in the New Haven elementary school system, some from "blue-
collar" families, and others from families of a "white-collar" or
professional background. The higher-status children proved to have
superior verbal activity, as well as a higher degree of "intellectual
and psychic autonomy.'" In contrast, the lower-status children had
fewer intellectual skills and a weaker impetus to use the skills that
they had.35

The results of a questionnaire distributed to the New Haven
schoolchildren showed that class differences did not appear in every

item, but that when they did, upper-status children demonstrated

greater motivation and capacity for political involvement. There was
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no difference in the tendency to identify with a particular party, but
the upper-status children were better able to justify their party
preferences. The children of lower socioeconomic status showed greater
deference towards political authority, and less inclination to believe
that political choices were theirs to make. As Greenstein suggests,
parental encouragement of self-direction is a crucial factor in the
development of numerous conceptual skills in addition to political
learning. The question of autonomy will be treated in a discussion
of the Girl Scouts' troop meeting behavior in Bloomington and Elletts-
ville,

Another comparison of upper- and lower-class children is made in
a monograph that provides useful information about the ages when chil-
dren enjoy folktales: Charlotte BlUhler's '"Das MHrchen und die Phantasie

des Kindes."

Written in 1918, Blihler's study.makes use of statistics
compiled from questionnaires distributed to upper- and lower-class
children. These figures show that the '"MHrchenalter" of upper-class
children is about 4-8, but that it begins much later among lower-class
children, with the first years at school, and continues until the thir-
teenth or fourteenth year. The period preceding the MHUrchen age, which
Bllhler calls the '"Struwwelpeterzeit," is important for the child's
literary development: if the mother sings songs and tells stories re-
lated to the child's daily life, such development will be more rapid.36

Although Bllhler's research is based upon a class structure sig-
nificantly different from that of contemporary America, it is indica-
tive of important correlations that can be made between children's

narrative preferences and family background. Both the reading and

storytelling proclivities of the child are related to the cultural
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environment in which certain concepts and attitudes have been incul-

cated by parents, other children, and the mass media. As soon as the child
starts school, the influence of other adults and of literary sources
becomes more prominent.

In order to systematically evaluate the storytelling behavior of
the two Girl Scout troops in question, I have begun with a comparison
of the two communities, Bloomington and Ellettsville, and proceeded to
examine the personalities and interactional patterns of the narrators
in each group. Narratives from both groups are arranged by genre in
chapter 3, with supplementary texts cellected at the Spring Mill
Camporee in May, 1976 and at Brownie and Junior daycamp in the summer
of the same year. Fantasy narratives based on traditional tales are
discussed in a separate chapter, followed by analyses of dramatiza-
tion, seances, and trance behavior. In conclusion, the larger patterns

of storytelling and play behavior will be compared and contrasted.

FIELD METHODS. From early September of 1976 through May of 1977, I
served as the leader of Bluebell Troop at University School in Bloom-
ington. During this period of time I was able to exercise the technique
of participant observation, while supervising and helping to plan the
girls' activities. My work with the girls of Elderberry Troop at
Ellettsville Elementary School was somewhat shorter in duration: from
early October to March. This difference was caused by my role as a
visiting storytelling specialist, which came to an end as soon as the
storytelling badge was completed. Nevertheless, the period of partici-
pant observation was long enough to obtain comparative data samples

from both troops.
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In order to serve as a Girl Scout leader, it is necessary to
present one's credentials as an experienced and trustworthy adult who
enjoys working with children. I began to demonstrate my willingness
to work in the fall of 1975, when I assisted with the activities of
two Scout troops while collecting nearly a hundred story texts, The
following summer, I worked for two weeks as a "storytelling leader"
and creative dramatics specialist at Cascades Park daycamp for Browniles
and Phoebe Hollow daycamp for Junior Scouts. I also served as an
assistant leader at the Junior daycamp, with the responsibility of
organizing crafts sessions and leading hikes. By the end of the two
weeks, I had gathered a large sample of narratives, descriptions of
play behavior, and photographs. My daycamp experience not only proved
to be a useful background for the following year's work, but also
served as proof of my trustworthiness as a leader when several parents
complained about the telling of ‘'dirty stories" in Bluebell Troop.

Of necessity, my roles in the two troops were quite different.

As the leader of Bluebell Troop, 1 developed a close relationship with
many of the girls through the direction of a variety of activities.
After the first few weeks, the girls came to understand that I wanted
them to plan their own meetings and special outings as much as possi-
ble. They were open, enthusiastie, and full of ideas. Although they
competed energetically for my attention, they realized that I was
authorized to punish them for unruly behavior; thus, they exhibited
the slight wariness of children dealing with any adult authority
figure.

In Elderberry Troop, on the other hand, I was a visitor entrusted

with the supervision of a special activity. The children were very
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polite and eager to show their appreciation of the opportunity to earn
a new badge. They accorded me the status of an honored guest, with a
table and chair for my equipment, plenty of refreshments, and a place
in the "friendship circle" during the closing ceremony. It was not my
responsibility to take any disciplinary action; that was the leader's
job. Nevertheless, the girls were very well behaved during each story-
telling session and did not take advantage of my lack of authority.

The storytelling badge proved to be appropriate for obtaining a
large sample of narratives in each troop. The list of requirements
in the Girl Scout handbook, with its emphasis upon taking notes from
storybooks, writing about trips, and learning dictionary definitions,
was not ideal for spontaneous storytelling sessions, so I revised the
requirements to include the narration of several stories, discussion
of what a good storyteller does, and dramatization. The badge work
was completed in both troops by March of 1977.

In the course of each storytelling session, I left the choice of
stories open to the girls themselves. Several of them asked what
kinds of stories they should tell, but when I said "Any kind," they
soon thought of narratives that they wanted to share with the group.

I only interfered in the storytelling sessions for two reasons: to
choose who should go next, if a fight seemed imminent (as it frequently
was the case in Bluebell Troop); and to encourage reluctant story-
tellers to go ahead. I did not solicit any particular stories or
types of stories, in order to avoid influencing the girls' spontaneous
repertoires.

Each storytelling session was tape-recorded in its entirety, and

some of the texts were transcribed for inclusion in a "Troop Storybook."
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Storytelling Badge Requirements

for Bluebell and Elderberry Troops

1. Till out a questionnaire about stories and storytelling. Discuss

the different kinds of stories that you know with your troop.

2. Participate in several storytelling sessions. Tell some of your
favorite stories. Explain where you learned the stories, when you like

to tell them, and to whom you like to tell them.

3. Think about what a good storyteller does. How does she keep the
attention of her audience, and how does the audience react? Discuss

this with your troop.

4. TFor one week, keep a record of the time you spend watching TV and
the time you spend reading books. Tell the troop about your favorite

books and TV programs.

5. Tell or act out several stories for some younger children (Brownie

troop).
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The girls in both troops accepted the tape-recorder's presence without
any apparent anxiety, and they enjoyed twisting its cord and buttons
every now and then. While the Elderberry Troop girls would touch the
tape-recorder shyly and tentatively, the bolder Bluebell Troop members
would blow or shriek into the microphone, yank at the chord, or pre-
tend to blow bubble gum bubbles into the side of the machine.

Most of the stories were recorded during troop meetings in the
library of Ellettsville Elementary School and the commons room of the
fourth-grade building at University School. As soon as I sat down on
the floor with my tape-recorder, the girls would eagerly gather around
me in a close-knit circle. There were always several accomplished and
enthusiastic narrators who wormed their way into the center of the
circle in order to be in a more favored position; on the other hand,
there were always a few girls who quickly lost interest and drifted
to the outskirts of the group. In Elderberry Troop, those who lost
interest early would sit quietly at the edge and pick up a book or
whisper very softly to companions. When some of the girls grew tired
of the Bluebell Troop sessions, however, they would run to the side of
the room to do cartwheels or play with foot-rattles. Such dissidents
were immediately summoned back to the group.

Both troops participated in storytelling sessions during their
fall campouts at the residential camp Bradford Woods. Bluebell
Troop's campout took place from October 8 to 9, 1976, while Elderberry
Troop's extended from November 12 to 14. Both storytelling sessions
occurred just before bedtime, by the fireplace in the cabin. Since I
was unable to attend the Elderberry Troop outing, the leader, Mrs.

Porter, tape-recorded the stories and subsequent songs.
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Another method of recording was by videotape, which offered an
opportunity to preserve gestures, facial expressions, and other aspects
of group interaction for later analysis. The two groups reacted in
different ways to the videotape recording process. The Ellettsville
girls grew quieter and spoke between stories in whispers, as 1f they
were afraid to disturb the machine. TIn contrast, the Bloomington girls
giggled and swayed back and forth in front of the camera. The knowledge
that they would be "on TV" stimulated them to tell a number of nasty
stories that they had never dared to tell before at troop meetings.
When the Monroe County Library officials, to whom the videotape equip-
ment belonged, learned what had been recorded, they decided that it
was dangerous to keep such material that might provoke parental law-
sults. Soon afterwards, they erased the tape.

My contact with the Ellettsville girls was limited to troop meet-
ings, but I frequently saw members of Bluebell Troop near University
School or in downtown Bloomington. Similarly, I met many of the
Ellettsville girls’' parents at a meeting during which I observed
their reactions to a videotape of stories, but only saw a few of the
parents on other occasions. In the course of transportation arrange-
ments and various notifications, I often talked with Bluebell Troop
members' parents and learned a great deal from them. Several parents
helped with each outing, during which we had more time for conversa-
tion. Observation of the girls with their parents was also helpful.

While the Girl Scouts met each week for an hour and a half, the
leaders of all troops belonging to Tulip Trace Council had a meeting
once a month to exchange ideas, talk about suggested programs, and

discuss problems. I attended the monthly meetings regularly and
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participated in the discussions. Through participant observation of
the leaders' meetings I was able to gain insight into the expectations
and attitudes of experienced and new leaders. The meeting devoted to
discipline problems was particularly valuable, for it showed that other
leaders at University and Childs Elementary Schools shared the same
difficulties. Whenever possible, T discussed my reactions to the girls'
behavior with other leaders in order to see how usual or unusual they
found such behavior to be. Generally, the more experienced leaders
could cite parallel cases for each crisis that I encountered, and they
could often tell of much more shocking occurrences that had happened to
friends of theirs. While the folklore of Girl Scouts is a rich field
of inquiry, the folklore of Girl Scout leaders is also worthy of atten-

tion.
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CHAPTER 1:

THE TWO COMMUNITIES

THE ACADEMIC COMMUNITY OF BLOOMINGTON, INDIANA. Since the second and
third decades of the nineteenth century, when settlers sought to estab-
lish their homes in southern Indiana, Bloomington has enjoyed the repu-
tation of a locus of academic activity. This reputation has grown with
the founding of various institutions of higher education, which have
been a source of increasing prosperity for the county seat that was
named "Bloomington" in 1818.l The county seminary that was founded in
1820 became Indiana College in 1827. 1Indiana College began conferring
degrees in 1831, A few years later, in 1838, its name was changed to
Indiana University. Today, more than a century later, Indiana Univer-
sity accounts for most of Bloomington's population (42,890 by the 1970
census) with over 30,000 students and a large faculty and staff.2

In light of this early and coantinuing emphasis upon higher educa-
tion, it is not surprising that Bloomington residents have shown a
similar concern for academic excellence in the development of primary
schools. The village of Bloomington was platted in 1818, just a few
years after the first settlers arrived; at that time it was a community
of over 140 people, including blacksmiths, carpenters, tailors, and
saloon keepers. Most of the buildings were log cabins or 'rude frame

' with the exception of an imposing log court house in which the

houses,'
. 3 , .

first school was taught. Thus, the earliest architecture of the

settlement reflected the residents' concern for legal matters and

primary education.
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By the eighteen-thirties and -forties, there were several schools
among which Bloomington residents could choose., According to Charles

Blanchard, the author of Counties of Morgan, Monroe, and Brown, Indiana

(1884), the public school teachers were 'mostly ladies, who were
scattered throughout the town in buildings which could be rented or
leased for the purpose." The schools were not divided into grades,
and there were no zoning restrictions; children simply "attended the
school nearest their residence or the one where the teacher was liked
best." The influence of the University was a strong factor in the

' which were

development of public schools "of the highest excellence,'
taught by University or seminary graduates, as well as scholars from
abroad.

The first graded school in Monroe County opened in 1863, and a
new schoolhouse was completed ten years later in 1873. By 1876, when
the town of Bloomington was incorporated as a city, the school system
was firmly established. As the city grew in size and reputation, new
schools were built in the different residential areas. The terms
"elementary school," "junior high," and "high school" became common
for the division of children into separate schools by age group. Re~-
cently, the term "middle school” has supplanted "junior high": it
denotes the grades six through eight, instead of seven through nine,

In modern Bloomington, a family's place of residence determines
the school to which the children go. Awareness of the importance of
high-quality education has caused many parents of professional status,
either at Indiana University or in other positions of responsibility,

to move to school districts which are well known for thelr academic

excellence. With regard to elementary schools, two have a particularly
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high reputation among professional families: Childs and University.
Both of these schools have a large percentage of professors' children,
but the University School district is best known for its mobile and
diversified graduate student population. Many of the children come
from other counties, and a substantial number of them do not speak
English when they arrive.5

Just as the downtown or business area may constitute the center
of interest for the adult residents of a city, the elementary school
is the center of operations for young children. Hence, a child's-
eye view of the community is likely to focus upon the school, with
subsidiary attention to places cf interest that lie between school
and home: friends' houses, playgrounds, and other recreational areas,
as well as shopping districts and vacant lots. For the children of
professors or graduate students, school-centeredness is reinforced by
their parents' interests. The children may spend some of their time
at the University after school or on weekends, particularly, as is the
case at Indiana University, if there are good recreational facilities.

Let us examine the community of the University School child, be-
ginning with the school itself. University Elementary School is part
of a complex of modern school buildings located on the Bypass, which
is a broad and well-traveled highway. To ensure the safety of the
schoolchildren, patrolmen are stationed at the intersections well
before and after school. The most prominent building in the Univer-
sity School complex is the one which contains the Middle School
aguditorium, with its tall, sloping roof. The Middle School buildings
occupy the center and right~hand side of the school area, as one

enters the horseshoe-shaped driveway, while the Elementary School
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buildings fill the left-hand side of the block.

From the exterior, the school buildings have the appearance of a
tightly organized colony. The classroom buildings are one story high
and connected by covered passageways. Some of the open spaces between
the builldings contain carefully seeded lawns, while others are filled
with modern, bright-colored playground equipment. The entire complex
is surrounded by larger playing fields, including a kickball court
and pole-ball area.

The Elementary School office is at the front of the central build-
ing, right next to the gymnasium. As a result of this proximity,
muf fled shrieks and thuds can be heard in the office at almost any
time of the schoolday. The school's intercom system operates from the
office, so that the principal can speak to any of the children or
teachers when necessary. As the principal himself states, University
School is very '"child-centered'': children are encouraged to drop by the
office at any time, and their handiwork is proudly displayed for
vigitors to see: patchwork quilts, drawings, storybooks, and other
products of classroom instruction.6

Each classroom building consists of a central Commons room sur-
rounded by four separate classrooms. As the name of the Commons
suggests, it is an area shared by all of the children and teachers
who occupy the building. Teachers may send individual children to
the Commons to work on their assignments, or they may take over the
entire area for a play practice or game. Several of the Commons rooms
contain closed-circult television sets as well as a few tables and
chairs, but in general they are left free of equipment or decoratiom.

In contrast, the classrooms themselves show evidence of the
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teachers' efforts to create a multifaceted learning environment.
Hanging plants, terraria, mobiles, and papier-maché sculptures add
color and variety to the classrooms, while tape-recorders, TV sets,
and overhead projectors indicate the different instructional methods
that are employed. The seating arrangements are flexible, and the
children frequently move their desks and chairs to new positions. A
secluded corner filled with cushions or a few comfortable chairs pro-
vides a place for rest and relaxation. On the whole, the University
School classrooms are extraordinarily well supplied with objects to
stimulate and facilitate various kinds of learning. Openness and
flexibility are valued above tidiness, and the children are encouraged
to make full use of the classroom equipment.

According to the principal of University Elementary School, the
"open concept' is not the governing educational philosophy. Although
the school is 'child-centered and very individualized," it follows an
underlying structure. Many 'teacher-made materials, programs, and
units'" are offered, in addition to a system of contract teaching:
given a choice of about 25 events, the child signs an agreement to
complete a certain number of activities above the teacher's minimum.
Another method of instruction is simulation teaching, through which
the children learn by reconstruction. An example of this methed is
"Project Dig," in which the fifth-graders are divided into groups to
make a ''make~believe culture.'" Each group makes and buries its own
artifacts, and then excavates the evidence of the other group's cul-
tural development.7

In accordance with this flexible program of learning, the rules

and regulations are situational rather than generally applicable.
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“"Acceptable behavior" is expected from all of the children, but there
is no handbook of guidelines. When a discipline problem occurs, the
teacher decides what to do about it. On most occasions, the principal
says, it is "a well-behaved group."

Heterogeneous groups are considered desirable at University
Elementary School, and heterogeneity is assured each year by the
influx of student families from a wide variety of backgrounds to
University housing. Children from India, Iran, Malaysia, Talwan,
and many other countries enroll at the school, sometimes with prior
knowledge of English and sometimes without it. The racial and
religious backgrounds of the children are diverse, and teaching
methods are designed to facilitate awareness and tolerance of this
diversity.

My own observations of the Bluebell Troop girls indicated that
the children knew a great deal about each other's countries and reli-
gious affiliations. When asked to name "five religions of the world"
for their world neighbor badge, the girls shouted out the names of
seven or eight religions without a moment's hesitation. They were
familiar with the games and customs of a number of countries, and en-
joyed singing French and Spanish songs. The school's emphasis upon
international culture, combined with the children's interaction at
home and at school, seems to produce a high level of understanding.

One thing that many University School children have in common is
their parents' commitment to higher education. There are quite a few
children of Indiana University faculty members, and many others whose
parents have returned to the University for advanced degrees. In

numerous cases, the return to graduate school represents a temporary
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change in a family's standard of living; parents who could afford to
live comfortably before must relinquish their full-time jobs long
enough to complete their degree programs. The transience of graduate
school living can be very difficult for children, and the University
School teachers try to help the children to enjoy themselves under
these conditions.

The children's sensitivity to periods of stress in the University
environment became evident in the course of my weekly meetings with
Bluebell Troop. Around midterm week and just before final examination
time, many of the children showed signs of restlessness and unhappiness.
This observation was confirmed by several mothers, who told me that
their children were extremely difficult to control before examination
weeks at the University.

According to the report prepared by the principal of University
Elementary Scheool for the year 1976-77, the children's parents have
achieved considerable success in their academic and professional lives.
53% of the children's fathers are professionals, as are 24% of the
mothers. 48% of the parents have master's degrees or other advanced
degrees; 227% have bachelor's degrees; 14% are in college; 5% have high
school diplomas; 8% did not finish high school; 3% completed elementary
school; and .6% did not complete elementary school.8 From these
figures, it is apparent that most of the children have been raised in
families where academic achievement and eventual success in one's
chosen career are very important.

Among the parents of the 25 Bluebell Troop girls, thirteen are
students at Indiana University. Six of them are women: four doctoral

students, one candidate for a master's degree, and one undergraduate.
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The seven others are male graduate students, including six doctoral
candidates and one master's degree candidate. Seven parents (four
men and three women) are professors at Indiana University, and twelve
(seven men and five women) hold other professional positions in
Bloomington.

The high percentage of student families, with the inherent dif-
ficulties of a transient way of life, is accompanied by a fairly high
percentage of broken homes. Eight children in Bluebell Troop have
divorced parents, five of whom are students. Two of the divorced
mothers have married again, but the children are still disturbed by
the rifts in their families. According to other Girl Scout leaders
and teachers at University School, there are many children from broken
homes at all grade levels.

For the children of most student families, the distance between
University School and home is not far at all: Tulip Tree House, one
of the most popular married student apartment buildings, is right
across the street from the school, and the other University apartments
are just a few blocks farther away. Even so, the schoolchildren tend
to dawdle on the way home in order to play on the school playground
oy talk with friends. The children who live in University housing
are better able to visit each other after school than are the "bus
children," who must leave punctually to return to their own neighbor-
hoods.

As the largest apartment building for married students with chil-
dren, Tulip Tree House offers wide opportunities for spontaneous
gatherings and games. Many parents are ambivalent about these gather-

ings, which sometimes lead to destruction and danger: for example, an
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empty room designated as a playroom for the Tulip Tree children was
once partially burned by a group of young boys and girls. On the
other hand, the children's preference for group activity has led to
such cooperative ventures as trick-or-treating en masse from the top
to the bottom of the building. Parents complain that their children
are more ''pack-oriented" and less polite than they were before the
family moved into University housing. The children themselves, how-
ever, seem proud and happy to be residents of Tulip Tree.

The children who live in Tulip Tree, Redbud Hill, and other
University apartments seem to be allowed to go about by themselves
quite frequently. I often saw some of the fifth-graders in Crosstown
Shopping Center, particularly in the vicinity of the ice-cream store,
after school and on weekends. The same children maintained that they
were allowed to go to the swimming pool and to the movies by themselves.
The fourth-graders, however, stayed close to home unless their parents
accompanied them.

For the children who live farther away from the school in non-
University housing, there is no continuous area from home to school
that can be traversed at leisure. There is either a long walk or,
more frequently, a ride home in the family car or the schoolbus. Some
of the apartment buildings in the Northeast corner of Bloomington
resemble University housing, but the places where many of the school-
children live are quite different: large, attractive single-family
homes in the quiet residential areas of Blue Ridge or Browncliff Lane.
The children who live in these houses are separated from easy accessi-
bility to other children and must make special arrangements to go over
to a friend's house or have someone over to spend the night. Perhaps

for that reason, children who live in spacious residential areas tend
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to have one "best friend' who can be relied upon for companionship.

In contrast to the children of student families, who have quite
a lot of time to themselves, children whose families live in upper-
status residential areas tend to follow a more rigid schedule. Piano
lessons, swimming lessons, diving lessons, and gymnastic training
sessions, as well as art classes and ballet lessons, form a wide
spectrum of obligations for the child from whom a great deal is ex-
pected. Some of the girls in Bluebell Troop had to arrive at our Girl
Scout meetings late and leave early, in order to meet the obligations
of two different kinds of lessons. None of them seemed to resent the
many demands upon their time, although they sometimes seemed tired.
One girl's mother mentioned that she found it necessary to give her
daughter a sandwich in the car going from one lesson to another, so
that she would not get tired out.

Apart from the time spent in school and at lessons, University
School children spend a considerable amount of free time at each other's
birthday parties. Fourth- and fifth-grade girls are particularly fond
of slumber parties, although they also enjoy daytime birthday cele-
brations. The children's social network is thus extended in a cyclical
fashion over a large area of the school district.

University School, with its concommitant emphases upon academic
achievement and freedom of self-expression, provides a common ground
for children of varying backgrounds in the academic and professional
community. As such, it is an important area for the development of
the enculturation process. The school is the center of the children's
community, and it is also the focus of a great deal of attention from

adults for whom education is of paramount importance.
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THE TOWN OF ELLETTSVILLE, INDIANA. In contrast to the academic orien-
tation of the greater part of the city of Bloomington, the town of
Ellettsville is a small community in which farming and the stone in-
dustry once flourished. It is only six miles northwest of Bloomington,
within easy commuting distance, Although some of the approximately
1,627 residents have continued to work on farms or in the small service
industries of Ellettsville, many others have found it necessary to
commute to Bloomington for better employment possibilities.9 On the
other hand, a number of students and professors who spend most of their
t'me in Bloomington have preferred to move to Ellettsville. The town
is not strictly a "bedroom community,'" but it is danger of becoming
one..

In the early days of its development, Ellettsville showed sipgns
of becoming a highly prospercus and attractive settlement. It began
with a few families at a bend in Jack's Defeat Creek, where Edward
Ellett's tavern and inn provided refreshment for travelers. Ellett's
arrival after the war of 1812 was a stimulus for the establishment of
homes in that part of the Indiana territory, which achieved statehood
in 1816. 0l1d Vernal Baptist Church, built in Ellettsville in 1817, was
the first religious organization in the county. A few years later, in
1822, the township designated a log building with greased-paper windows
as its first school. By 1836 there were four schools in additiom to
several private or tuition schools. The community officially became
a town in 1837, and had a population of 60 in the year 1850.10

The first residents of Ellettsville were farmers who relied upon
transportation by wagon to bring their products to the river. As soon

as the railroad was finished in 1853, the farmers had ample cause for
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optimism; since the town was situated along the line of the Louisville,
New Albany and Chicago railroad, stock and grain could easily be trans-—

ported to other towns. A poem by "M.M.H.'" in the Harrodsburg Review of

1886 attested the rising spirits of the townspeople after 1853:
There were men of any class, and almost every trade,
And for their accommodation preparations were made.
Then dwellings, shops and stores were erected,
And the people were prosperous, as all expected.ll

The advent of the railroad not only increased the prosperity of
the farmers, but also facilitated the development of the limestone
industry. Large deposits of ocolitic limestone were discovered in
Ellettsville, as well as other areas of Monroe County. The first
stone quarry opened near Stinesville in 1827, and numerous small
quarries provided stone and lime for the construction of the railroad.
The industry did not approach its full potential, however, until the
founder of the Matthews Stone Company arrived from New Orleans in
search of high-quality stone. He established his mill to the east
of Ellettsville in the eighteen-fifties, imported laborers from Europe,
and built a large stone mansion that still stands on the property of
his company. Several other companies bought property adjacent to the
Matthews quarries and arranged for rallroad spurs to be installed for
the tramsportation of thelr products.

By 1927, the publisher W. B. Harris was able to speak in glowing
terms of the success of the stone industry in Ellettsville: '"Nature's
gift of the wonderful stone deposit is the basis of a commercial in-
dustry in which the annual turnover reaches into the millions, with a

magical yearly increase in volume. The blessing of such an inex-

haustible asset is back of a steady, sound growth of Ellettsville."12
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This blessing was doomed to early extinction, however: as brick, steel,
and glass buildings became more popular, there was a sharp decrease in
the demand for stone. Eventually the train gave up stopping at Elletts-
ville, the mills' spurs rusted, and the hotels and restaurants declined.
Today there are some special orders for stone columns and capitals from
the Matthews Company, which 1s the only survivor of the stone mills, but
otherwise there is no substantial demand for stone. Many residents of
Ellettsville hope that the present trend towards energy conservation
will result in greater interest in stone buildings, which efficiently
retain both heat and cold.13

The present center of town is somewhat to the west of the business
district that grew up around the depot and hotels when the Matthews
Company was flourishing. Originally, the town's center was located on
a hill at the present west edge of Ellettsville, The graveyard of one
of the first churches is still there, but the church itself has been
torn down.

As one approaches Ellettsville on the road from Bloomington, two
landmarks indicate that the center of town is near: the railroad cross-
ing, over which large transports of limestone used to travel, and the
bridge over Jack's Defeat Creek. A bit further along the road 1s the
Village Inn Motel, across from which Ellettsville Elementary School is
lcoated. Vgrious stores and small businesses are scattered along the
main road and on the outlying streets: one supermarket, a grocery store,
two drugstores, a barber shop and several beauty shops, a farm store, a
new and fairly large lumber store, a couple of small counstruction com-
panies, two service stations, a funeral home, and a bank. There is

also a branch of the Monroe County Public Library. The town has a hall
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for the meetings of the town board, but no community meeting place. A
number of residents have expressed the desire for some sort of gather-
ing place, especially for the benefit of the young people, but none has
been designated so far.

The adult residents who work in Ellettsville are farmers, employees
of the various service industries, or a combination of the two. Since
the early years of the settlement, farming has proved to be an unprofit-
able enterprise in the Ellettsville area: most of the soil is thin and
rocky, except in the flood plain of the creek and on the plateau on the
west side of town. Thus, most farmers must supplement their income with
some other kind of work. Most of the married women are housewives, but
some have jobs in town or commute to Bloomington. The small core of
professionals consists of a doctor, a dentist, and the ministers of the
numerous churches, in addition to the Elementary School, Junior High,
and High School teachers who live in town.

Unlike Bloomington, Ellettsville is an ethnically and religiously
homogeneous community. All of the residents are "WASPs," with no Blacks,
Chicanos, Catholics, Jews, or representatives of any other race or faith.l4
The churches in Ellettsville range from the Christian Church and Church
of Christ to the United Methodist Church, First Baptist Church, and Zion
Church of the Nazarene. All of the churches are well attended, particu-
larly the Christian Church of Ellettsville, which has an impressive
number of services, a Bible School, and a Sunday Youth Hour.

From the point of view of the children, there are two primary cen-
ters of activity in the community: the churches and the schools. There
are no public recreational facilities such as parks or swimming pools,

so church-centered and school-centered activities tend to be predominant.
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The churches sponsor ball teams, suppers, and regular gatherings for
the young people, as well as special celebrations such as Halloween
parties., At school, the children have the opportunity to take part in
organized sports and games, music lessons, and occasional parties. For
the girls, cheerleading is a very important and prestigious activity
from the fifth grade up; the boys, on the other hand, are intensely
interested in basketball.

Within the last two years, the older children began to congregate
in a local pizza parler where pinball machines and other recreational
equipment were available. Eventually, community disapproval caused the
pizza parlor to stop functioning as a gathering place for children.
Nevertheless, the children are still able to get together at the local
pool hall and the Dairy Queen. Although Elementary School children
seldom participate in such gatherings, they speak of them with awe and
anticipatory pleasure.

Ellettsville Elementary School is a long, two-story building sur-
rounded by a fenced yard at some distance from the main street of town.
The school has a small playground to the left of the gymmasium, which
is located on the extreme left side of the building:; thus, all recrea-
tional activities are kept separate from the classrooms and offices.
This separation of physical from academic activity contrasts with the
organization of University Elementary School, in which the gym is right
next to the principal's office. Upon entering the building from either
side, one receives an impression of orderliness and quiet. The class-
rooms are lined up along one side of the long corridors, so that the
sound of one class's work does not easily carry over into the next one,

There is no "Commons" for the children, but the teachers have a lounge
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of their own for social gatherings and paper-grading.

One typilcal classroom, that of the fifth-grade teacher Mrs. Baker,
is neatly divided into two areas: even rows of desks on one side of
the room, and a symmetrical arrangement of tables and bookshelves on
the other. Unlike the University School children, the children in this
school are not encouraged to move their desks around or to rcoam from
one place to the other during class hours. The teacher determines what
lessons the whole class will study, instead of passing out individual
assignments on a contract basis. The resultant behavior seems to be
quite orderly and respectful: the children have good manners, and are
polite and friendly to visitors.

According to the principal of Ellettsville Elementary School, the
children's parents want and expect a traditional school system and would
be upset with anything else. Three years ago, a suggestion to experi-
ment with "the open concept' was not well received. The school is
crowded, but there are few discipline problems. Most of the teachers
are women who have attended Indiana University and live in Bloomington,
although a stable core of teachers from Ellettsville is beginning to
develop.15

The principal's description of the children's parents as '‘good,
middle-of-the road families" is applicable to the family members of
Elderberry Troop girls whom I encountered at several Scout meetings.
Most of the mothers who came to the meetings were housewives with
several young children; a few of them had part-time jobs, and appeared
to be very tired by the late afternoon. One girl's mother, who had
come straight from her job in an administrative office at Indiana

University, seemed more aware of the children's educational development
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than did the other mothers. After the videotape of stories was showm,

she remarked that telling stories showed a lot of what was going on in

the child's imagination; the other mothers, however, smiled tolerantly and
sald that they had had no idea that their children told such stories.

This general tolerance and mild appreciation contrasted with the atti-
tudes of the Rluebell Troop mothers, who paid no attention to the story-
telling sessions until dirty stories were mentioned; then, they complained
vehemently to the Girl Scout Council.

Although I did not meet most of the Elderberry Troop members'
fathers, I learned from Mrs. Porter that most of the fathers were
farmers, employees, or small businessmen in Ellettsville. Some of them
commuted to jobs in Bloomington; one father in particular had a job in
the purchasing department of the University. WNone of the fathers or
mothers were students. All of the families seemed to be ummarred by
divorce, which was never mentioned. One girl, however, was still very
troubled about the death of her father several years ago, and often
spoke of it.

Like the University School children who live some distance away
from school in the spacious residential areas, most children at Elletts-
ville Elementary are dependent upon the schoolbus or rides with their
parents. The long trip of the schoolbus through outlying farms was
halted for several days in the winter of 1977, due to the blockage of
the roads by snow. Since most of the children take the bus, they do
not have a chance to get together after school unless their parents
give them permission to stay for sports, cheerleading, or other school
activities. Birthday parties are planned far in advance with great

anticipation; during the courses of my visits to Elderberry Troop,
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several slumber parties were the topic of discussion. Church activities
also provide opportunities for the children to see their friends. Since
such gatherings do not occur often, the weekly Girl Scout meetings pro-
vide a regular occasion for group activities that the children attend

with particular pleasure.

GIRL SCOUT ORGANIZATIONS IN THE TWO COMMUNITIES. Both Bloomington and
Ellettsville lie within the jurisdiction of the Tulip Trace Council of
Girl Scouts, which organizes and maintains Scouting in twelve counties
in southern Indiana. While the Council and its staff are supported by
Girl Scout funds, the leaders and other working members of the Girl
Scout Association serve on a voluntary basis. Association meetings are
held once a month, so that the leaders, the troop organizers for each
school, and the service unit chairpersons can share their problems and
programming ideas with Council staff members. Most participants in the
Bloomington meetings work with Brownies (ages 7-8), Junior Scouts (ages
9-11), and Cadettes (ages 12-14) in the Bloomington area, but Brownie
and Junior leaders from Ellettsville also attend the meetings

According to the Tulip Trace '"Facts About the National Girl Scouts,"
the purpose of the organization is "to inspire girls with the highest
ideals of character, conduct, patriotism, and service so that they may
become happy and resourceful citizens.”l6 This purpose is more simply
stated in the Girl Scout Promise, the ten laws, the official motto ('Be
prepared") and the slogan (''Do a good turn daily“).17 Before their
official investiture into the Girl Scouts of America, all girls must
be able to recite these precepts.

The roots of the Girl Scout movement extend back to a regiment of
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the British army in India, where Robert Baden-Powell taught the soldiers
in his troop to live outdcors and scout in the woods. He divided the
men into patrols, and taught them games to make them more self-suffi-
cient. When he returned to England in 1909, Baden-Powell founded the
Boy Scouts; his sister, Agnes, later became President of the Girl
Gujdes. Several vears afterwards, in 1912, Juliette Low established
the first American Girl Scout organization in Savannah, Georgia.18

She retained the military terms "troop" and 'patrol," along with cer-
tain guidelines for organized physical activity and games. This
military foundation is still an Integral part of Girl Scouting, al-
though the activities suggested in the more modern handbooks are quite
diversified.

The Girl Scout movement stresses ccoperation and conformity to a
natlon-wide set of principles, but the individual troop organizations
vary a great deal according to the needs and attitudes of the community
members. At University School, many leaders find that the children of
students, professors, and other professionally oriented families are
not particularly interested in the more serious aspects of Girl Scout-
ing. They tend to place Girl Scout meetings on a par with swimming
lessons, crafts sessions, picnics, and other forms of organized enter-
tainment among which they can readily choose. In light of several
leaders' complaints that their girls regard the meetings as "play
hours," the question has been raised whether Girl Scouting 1s really
needed or appreciated. Part of the trouble at University School seems
to stem from the frequent changes of leadership; many leaders only stay
in Bloomington for a year or two, as do quite a few of the children.

This lack of stability, combined with the freedom of self-expression
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encouraged at University School, is a significant cause of the erratic
troop meeting behavior that will be discussed in the next chapter.

In Ellettsville, there are fewer group activities to distract the
children from Girl Scouting. The girls do not object to the amount of
work that Scouting involves, and they seem to take the promise and laws
very seriously. Although there are several 'mew girls' each year, the
troops tend to stay together under the continuing guidance of one
leader; often, it is a mother who follows her daughter's progress from
Brownies to Cadettes. Mrs. Porter's troop, for example, has been to-
gether for three years: two as Brownies, and one as Junior Scouts.

The girls in her troop are well-mannered and orderly in their behavior,
even during parties and games. The following chapter will treat certain
aspects of their behavior, in comparison with the behavior patterns of

Bluebell Troop in Bleocomington.
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It is possible that there are some such residents unknown to my inform-—
ants, but in any case the town's self~image is that of a completely WASP
community.

15. Interview with Mr. Lundy, principal of Ellettsville Elementary
School, February 8, 1977.

16. "Orientation Booklet, Tulip Trace Council of Girl Scouts,"
mimeographed (Bloomington: Girl Scout Council, 1975), p. 2.
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God, my country and mankind, and to live by the Girl Scout Law.'" The
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fair, to help where I am needed, to be cheerful, to be friendly and
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to use resources wisely, to protect and improve the world around me,
to show respect for myself and others through my words and actions.”
The Promise and Law, in their revised form of 1972, are listed in the

Junior Girl Scout Handbook (New York: Girl Scouts of the United States

of America, 1975), pp. ii-idii.

18. "How Scouting Began," Junior Handbook, pp. 16-18.
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CHAPTER 2:

THE STORYTELLERS OF BLUEBELL AND ELDERBERRY TROOPS

TROOP MEETING BEHAVIOR. For an hour and a half each week, the members
of Bluebell and Elderberry Troops met at their respective schools to
join in a veriety of Girl Scout activities. Both troops followed the
same general meeting plan, which included dues collection, songs and
games, badge work, refreshments, and finally a closing ceremony. The
meetings were divided between "leader-structured” and "girl-planned”
activities, as the official guidebooks for Scout leaders suggested.
Although the prescribed format for both troops' meetings was the same,
the two groups of girls had quite different ways of carrying out pro-
jects among themselves and responding to adult authority. The key to
these differences may be found in the children’s standards of behavior,
which stem from the values and priorities of the middle and upper
middle class communities.

One immediately apparent difference between the two troops was
the ethnic homogeneity of the Ellettsville girls and the corresponding
heterogeneity of the girls in Bloomington. While Elderberry Troop con-
sisted solely of white Americans most of whom had lived all their
lives in rural Indlana, Bluebell Troop included three Black Americans,
(Annie, Linda, and Sally), two Indlans (Kamni and Kamala), one Puerto-
Rican (Barbara), one Egyptian-American (Mona), and one Colombian (Dora).
In terms of religious background, the Protestant upbringing of the
Ellettsville girls contrasted with the mixture of Hindu, Jewish, and

Protestant traditions among the Bloomington girls. Kammi, one of the



&7

two Indians, was a strict vegetarian, while Lydia followed a number of
Jewish cultural observances. Mona, Dora, and Barbara were eager to
share information about their countries' games and customs with the
other girls, and to bring special foods to the '"tasting tea'" in honor
of Girl Scout Thinking Day.l

All of the Bluebell Troop members were keenly aware of the dif-
ferences in their backgrounds, although they seldom found them to be
a cause for dispute. At the end of one troop meeting there was a
brief outburst of temper: Annie, who was darker skinned than Linda
and her younger sister Sally, called them "oreos' because they had
called her a ''migger." During another meeting, Bonnie's mother asked
me to punish Sally for threatening to '"beat up'" her daughter in response
to a racial slur; she eventually agreed that it would be better for the
children to deal with the problem among themselves. Kamni's mother

"

mentioned that her daughter was very upset about being called "just
an Indian" by a playmate at school, and that she hesitated to take
part in any group activities for a while afterwards. In general, how-
ever, there were few problems of this nature during Scout meetings.

A major cause of friction in Bluebell Troop was the enmity between
fourth- and fifth-graders. The fifth-graders thought that the younger
children were babyish and boring, while the fourth-graders resented
the dictatorial tendencies of the older girls. Whenever possible, the
fourth- and fifth-graders tried to form separate groups: in their
patrols, during games, and during such informal activities as egg
hunts. When a fifth-grader was in charge of refreshments, she would

save extra cookies for the members of her own class; the fourth-

graders would do the same. In the spring, when the fifth-graders
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spent a week away from school at "fifth grade camp," the fourth-
graders expressed their happiness at being on their own; a few girls
sald that they hoped the fifth-graders would never come back. In-
terestingly enough, no such partisan loyalty was apparent in the
Eilettsville troop. Frequent competitions, mock-elections, and inter-
class games at University School seemed to increase the children's
rivalries, 1n addition to the encouragement of self-expression which
they received at school and at home.

In Elderberry Troop there were three patrols, which the children
named Our Gang, Happy Scouts, and Pickle Patrol. The patrols took
turns planning the games and closing ceremonies, as well as the arrange-
ments for speclal parties and outings. During the patrol planning
sessions, a few of the girls would usually stray from their groups and
amble around the rcoom; a word from their leader, however, was suffi-
cient to bring them back to their patrol areas. The girls never argued
about the division of labor among the patrols, although they sometimes
disagreed over the choice of games and songs.

Patrol loyaltles were frequently the cause of violent disagreement
in Bluebell Troop, although they were not as important to the girls as
their fourth- and fifth-grade partisanship. In contrast to the Elletts-
ville girls' choice of names, two patrols were aggressively dubbed
Dynamite Patrol and Jive Turkeys. The other two received the names of
hobbies that the girls wanted to pursue: Cooking Patrol and Pen Pal
Patrol. The members of Cooking Patrol immediately declared that they
were entitled to do all the cooking on campouts, since '"cooking' was
part of their name; the others shouted their disapproval until I in-

sisted that such tasks should be shared equally. Pen Pal Patrol soon
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emerged as the most assertive of all the groups, with a cheer led by
Annie: '"P-P-P! Pen Pal Patrol.:" Members of the four patrols competed
vigorously for their preferred camping chores, as well as for the chance
to hand out refreshments. They often asked to have games with prizes,
and became very excited when prizes were provided. On the whole, their
tendency to compete with each other was much stronger than that of
Elderberry Troop.

Although the Bluebell Troop girls were enthusiastic about earning
proficiency badges and chose a wide variety of badges to strive for,
they pald very little attention to the badges themselves once they
arrived. None of the girls attached their troop camping badges or
cookie patches to their badge sashes, and several mentioned that they
had mislaid the new insignia somewhere at home. Their lack of concern
for the fruits of their achievement contrasted with the interest in
badge work that was expressed by several mothers: in particular, the
mothers who lived in the more affluent residential areas and who ad-
vocated numerous extracurricular lessons in addition to Girl Scout
meetings. According to Mrs. Porter, the mothers of the Elderberry
Troop girls did not urge their daughters to earn badges: instead,
the girls themselves showed a strong interest in accruing new badges
and attaching them to their badge sashes. By the middle of the school
year, most of the girls had an impressive array of badges proudly dis-
played against thelr uniforms.

Just as their attitude towards badges revealed the Elderberry
Troop girls' pride in achievement, their respect for the Girl Scout
uniform was indicative of the seriousness with which they regarded the

organization. At least two-thirds of the troop members wore full
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uniforms to the troop meetings each week, and most of the others wore
badge sashes. In Bluebell Troop, on the other hand, the girls were
quite casual in their attire. Only Dora, Kamala, and Kamni wore their
uniforms regularly, although most of the girls owned complete outfits.
It was not uncommon for several girls to wear Girl Scout blouses along
with bright-colored slacks or bluejeans, which they usually wore with
tee shirts or sweaters on school days. A different standard of dress
prevailed in Elderberry Troop, and at Ellettsville Elementary School
in general: although some girls wore slacks, many others wore dresses
or skirts and sweaters to school. The greater formality of the girls'
clothing accorded with the school's more traditional approach, while
the casualness of apparel at University School was typilcal of its more
relaxed and flexible approach to learning.

One exception to the Bluebell Troop girls' disregard for uniforms
occurred on the day of their investiture. For this officlal ceremony
to which mothers were invited, nearly all of the girls dressed neatly
in full uniforms with at least partial insignia. Nevertheless, the
rehearsal for the ceremony was disrupted by Annie's attempt to do "The
Bump" to the rhythm of the Girl Scout Laws. The fifth law, for example,
became a chant (with bumping wmotions indicated in capital letters): "I
will TRY to do my BEST to be conSIDerATE.' Several other girls practiced
the new '"Bump" until I asked them to stop, and a few of them tried to
play with the matches that were needed for the candle-lighting ceremony.
In Elderberry Troop the girls were also very excited about their in-
vestiture, but they did not eveolve any variations on the prescribed
routine., When Shelley suggested a slightly different order for the

reciting of the promise and laws, Mrs. Porter simply told her that the
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ceremony could not be conducted in any other way. Shelley accepted
the rebuke in good grace, and except for a few giggles the ceremony
proceeded according to the guidelines in the leaders' handbook.

The two troops' reactions to ceremonial procedures can be better
compared in terms of the closing ceremony, which took place at the end
of each meeting. This ceremony usually consisted of the singing of a
Girl Scout song and then '"Taps,' followed by the passing of a 'squeeze'
around the circle of girls holding hands with crossed arms. Each
squeeze was supposed to signify the making of a wish. At the end,
the girls swung to the outside of the circle and shouted '"'Night,
Scouts!" The Elderberry Troop girls took the closing ceremony very
seriously, and spent a good deal of time making their wishes. Each
time that I was present at their meetings, they courteously invited me
to joln them in the circle. For the Bluebell Troop girls, however,
the closing circle served as an opportunity te Indian-wrestle and
squeeze the next girl's fingers in a bone~crunching grip. Even the
leader was not exempt from such painful demonstrations of strength.
Before the passing of the squeeze, we would sing Girl Scout songs that
often disintegrated into falsetto parodies by Annie and Liza. When I
asked the girls to behave themselves, they would try to be good for a
few minutes; soon, however, their subversive tendencies would reassert
themselves. All of the Bluebell Troop girls showed great enthusiasm
for the closing ceremony, and they usually insisted that the lights
be turned out in order to make the room more ”spooky."2

Not only the ceremonies, but also the regular processes of decision-
making showed significant differences between the expressive behavior of

the two troops. When it was time to make plans for such important events
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as the Halloween party and the campout, the Elderberry Troop girls
followed their leader's suggestion to discuss the arrangements within

the patrol groups. Each patrol wrote down a list of suggested activities
and gave it to the leader, who assumed the responsibility for making the
final decisions. None of the girls questioned her authority or insis-
ted upon the choice of their own favorite things to do. Although the
same procedure of list-making within the patrols was followed in Blue-
bell Troop, the results were not the same: as soon as the children

came back together, many of them loudly asserted their individual pref-
erences. For example, before an outing in the park, Annie shouted,

1

"Chocolate pudding! Let's have chocolate pudding!” Barbara shrieked

in reply, "Yuck, I hate chocolate! We have to have butterscotch too:"
When I suggested having cockies instead, both girls vigorously vetoed
the suggestion. Later, when the cans of chocolate and butterscotch
pudding were placed on the picnic table, the children spontaneously
began to vote about the distribution of the two kinds. None of them
asked any of the four adults who were present at the outing for advice
or permission to distribute the food in their own way; they simply went
ahead and did it. On other occasions, they similarly paid little at-
tention to adult authority and asserted their own right to choose.

The question of rights, both for the individual and for the troop
as a whole, was a lively issue in Bluebell Troop but not in Elderberry
Troop. One of the most frequent exclamations heard during the Bluebell
Troop meetings was "That's not fair!'" This protest followed one fifth-
grader's somewhat unequal distribution of cookies, a fourth-grader's

miscalculation of a kickball score, and my own decision to slightly

3
alter the original rules for our Easter egg hunt.  According to
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Alison's mother, such objections were prevalent among the University
School children: she once encountered a group of second-graders de-
ciding that if children were not allowed to walk through the central
office building on the way to class, teachers should not be allowed
to do so either. Even the smallest children seemed to have little re-
gard for adult authority. As one teacher's aide remarked after a week
of work with the fifth-graders, '"They don’t think adults are any better
just because they're bigger.”4

In addition to a strong concern for their rights, several of the
Bluebell Troop girls showed a marked tendency towards contentious self-
justification. After I reprimanded Debbie for staying in the bathroom
behind the Commons room for twenty minutes, she replied with outraged
righteousness: ''It's all the Commons!" Similarly, Sally insisted upon
starting the closing ceremony almost every week; when I said that she
should give the others a turn, she invariably replied, "I asked to do
it last time." These instances of automatic self-justification can be
explained to some degree by Piaget's observation that the child aged
nine to eleven has a ''meed for justification at any price.”5 More
specifically, however, they are understandable in light of the upper
middle class parent's encouragement of assertiveness and self-direction.
Although some of the girls in Bluebell Troop came from more conservative
American families or other countries, they followed the example of the
"ringleaders" whose families were relatively affluent and permissive.

Class differences in standards of self-expression have been treated
by a number of specialists in child development. Hensy S. Maas states
that the lower-class child is afraid of parental authority, while the

upper-class child is "free to express both positive and negative
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feelings."7 A similar contrast appears in Melvin Kohn's article on
parent—child relationships: ''To working-class parents, it is the overt
act that matters; the child should not transgress externally imposed
rules; to middle-class parents, it is the child's motives and feelings
that matter: the child should govern himself."8 The establishment of
psychological autonomy has generally been considered the province of
studies in adolescent behavior, such as "Ethnicity, Soctal Class, and
Adolescent Independence from Parental Control," by George Psathas.9

As the behavior of the Bluebell Troop girls demenstrates, conten-—
tiousness and rejection of adult authority are not limited to the
adolescent years. Instead, they appear to be a factor of the parents'
and teachers' encouragement of openness and self-assertion. While the
girls at University School displayed a considerable degree of assertive
bekavior vis a vis each other and adults, the Ellettsville girls were
even-tempered, cooperative, and docile as a group. In light of such

"adolescence"

differences, it seems that the traditional concept of
should be re-evaluated within the behavioral context of pre-adolescents

in upper middle class communities.

OCCASTONS FOR STORYTELLING. Most of the opportunities for group story-
telling sessions arose at regular meetings, when the girls were com-
pleting the requirements for the storytelling badge. As groups, the
Bluebell and Elderberry Troop girls had the same tendency to gather
closely around the tape-recorder, especially when scary storiles were
being told. Although both groups were enthusiastic and eager to tell
stories, there was an undercurrent of skepticism among the girls of

Bluebell Troop: for example, when I announced that copies of the story
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that sweet?" There was a great deal more competition for turns in the
Bloomington group, punctuated by shouts of "I got one," "It's my turn,”
and "Shut up:" In contrast, the Ellettsville girls deferred to each
other's requests to tell stories and very seldom disagreed about who
should come next.

The unfolding of the girls' repertoires at troop meetings was in-
flvenced by the activities preceding each session, as well as the time
of year. The first troop recording session at University School occurred
after a crafts project to make "monster nutcups,'" during which the
janitor had a slight epileptic seizure and fell against the stack of
crayons and paper. Somewhat frightened by this mishap, the girls pro-
ceeded to tell stories of their own previous frightening experiences.

At a later meeting, just before Christmas, they were in high spirits
after making ribbon ornaments; this exuberance took the form of several
wildly inventive 'made-up stories."

The Ellettsville girls began with a varied assortment of funny and
scary stories, but as Halloween approached they became most interested
in the telling of the scariest traditional stories and Halloween fan-
tasy narratives. On the day of the Halloween party, they gathered to-
gether to tell stories in costume. A number of the girls were dressed
as "grown-up ladies" in cut-down adults' party dresses, beads, and make-
up. The other costumes included a gypsy, a tap-dancer, a farmer in over-
stuffed overalls, a tramp, a princess, and several ghosts. Happily
conscious of their costumes and of the array of Halloween games that
had been prepared by their leader, the girls told a number of stories

that were closely related to the holiday.
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In contrast, the girls of Bluebell Troop expressed no interest
in telling stories on Halloween; given the choilce of storytelling and
another activity of thelr own devising, they decided to have a spook-
house as the highlight of their party. The spookhouse, prepared by
the fourth- and fifth-graders in a separate classroom, had an entrance-
way entwined with scotch tape and crepe paper streamers. The girls led
their Brownie guests through the entranceway and past the corner full
of cushions, where they delivered a few pinches and shoves to their
blindfolded victims. The center of the spookhouse was occupied by a
table of "things to feel": plastic bowls of 'vampire blood" mixed
with water, "guts'" made of string, and '"brains" made of paper towels
soaked in glue.10 Although some of the Brownies cried from the pinch-
ing and pummeling, only one was disturbed by the fear that the "brains'
might be real. When the spookhouse became overly boisterous and 1
suggested bringing it to a close, those Brownies who were still in line
protested tearfully that they wanted to go in. Later, both the Brownies
and the Juniors said that the spookhouse was the best part of the party.

Although the Bluebell Troop girls did not choose to tell stories
during their party, this choice did not reflect a lack of interest in
stories associated with Halloween; instead, it showed their stromng
preference for vigorous and independent activity. Before the campout
on the eighth of October, several girls expressed their delight that
it was close enough to Halloween to tell scary stories and have seances.
They were excited by the proximity of the holiday, and told a number of
hair-raising stories (in addition to a seance) during the evening at
Bradford Woods. Their costumes at the Halloween party represented some

of the most prevalent characters in these stories: TFrankenstein-like
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monsters, a vampire, ghosts, and several witches. There were also a
few costumes that were not related to scary stories or the mass medla:
a hobo, a gypsy, a clown, and a Chinese princess.

In both troops, the importance of Halloween as an occasion for
supernatural enculturation was apparent. The children were familiar
with a wide range of characters and activities related to Halloween,
and they expressed their enthusiasm for the supernatural in their
choice of costumes and games.ll Although both troops had a varied
repertoire of scary stories, the Ellettsville stories were much more
specifically related to Halloween. The concepts which are reflected
in the children's supernatural narratives, as a result of the encul-
turation process, will be discussed in chapters 3 and 4.

In addition to the troop meetings and parties, the two campouts
at Bradford Woods provided opportunities for extended storytelling
sesgsions. The girls preferred camping to almost all other activities,
and they considered the telling of scary stories to be an essential
aspect of evenings around the campfire. The nature of the two camp-
outs, in relation to the narrative repertoires and seances of the two

groups, will receive detailed consideration in chapter 6.

OUTSTANDING NARRATORS OF BLUEBELL TROOP: ANNIE, JACKIE, LINDA, AND
LYDIA. Among the participants in the Bluebell Troop sessions, there
were several narrators who displayed particular talent and evoked con-
siderable enthusiasm from their audience. All of these narrators were
fifth-graders, and all but one of them held dominant positions in the
group through their assertive personalities. Before examining the

repertoire and style of each successful narrator, it is necessary to
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discuss her personality in relation to the other group members.

The most enthusiastic of all the Bluebell Troop narrators was
Annie, who loved to tell scary stories and especially the plots of
movies that she had seen on television. Outgoing and forcefully
assertive, Annie delighted in taking charge of both regular troop
activities and exceedingly irregular mischievous escapades. She was
both admired and resented by the other girls who expressed their
ambivalence by following her lead but complaining from time to time
that she was ''too bossy."

Annie was the only child in a comfortable and happy home; she was
very proud of both her parents, and often spoke of them. Her father,
an Indiana University professor, often took her along on research trips,
while her mother, a graduate student and part-time counselor, took an
active interest in her daughter's progress at school and in extracur-
ricular activities. Annie sometimes worried about living up to her
mother's expectations, but she was secure in her reliance upon both
parents.

During the first few troop meetings, Annie led the other girls in
attempts to see how far they could push back the boundaries of adult
authority. Our first meeting was held in the gymnasium, where an
assortment of ropes and tumbling apparatus was attached to the wall;
as soon as I was busy with the distribution of registration materials,
Annie encouraged the other girls to pull down the ropes and swing on
them. They also took down the tumbling mats and began to construct a
playhouse before order could be restored. Similarly, at the campout
in early October, Annie brought about a wild and officially forbidden

frolic of running in the woods after supper. She individually tested
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my authority by refusing to come along on our evening hike, and be-
ginning to put on her pajamas instead. She responded well to direct
reprimands, however, and always promised to behave better. After
geveral troop get-togethers, she became more tractable and less of a
discipline problem.

Troop games and dramatics offered numerous opportunities for the
children to take leading roles, and Annie was often the one who chose
to be the leader or was chosen by her friends. In the game "Here
Comes the Judge'" she became the first judge, and in "Doggie, Doggie,

Here's Your Bone'" she offered to be the first "doggie.”l2

During the
dramatics sessions she assumed the roles of two central characters, as
well as the directorship of two skits. Occasionally she became too
boisterous and fought with other children who did not agree with her;
on the other hand, she was quick to comfort anyone who cried or seemed
troubled. Her warm-heartedness assured the allegiance of the other
girls, in spite of occasional protests.

Because she was bigger than all the other girls and physically
more mature, Annie had a sharp awareness of all that the onset of
puberty entailed. At Bradford Woods, she instigated a chorus of off-
color chouts after "lights out” by shrieking, "My bra, my bral My
Maidenform bra!"l3 She also incurred the assistant leader's wrath by
leading a small, private discussion of how Tampax was used. She was
guick to note sexual unnuendo, as in the Girl Scout song that began
"I stuck my head in a little skunk's hole...": before learning the first
few lines of the song, she introduced her own dimension of meaning by

pointing to a certain portion of her anatomy whenever the word "hole"

was sung.14 The strong emphasis upon bras and girdles in the skit
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"Cinderella in the Modern Days'" was enthusiastically implemented by
all of the young actresses, but it owed its genesis to a suggestion by
Annie. Although she was quick to emphasize such things within the
context of group activities, Annie was sensitive to remarks about her
own physical appearance and always tried to change the subject as soon
as possible.

During our storytelling sessions, Annie gained immediate acclaim
for her ability to "gross out’ the audience with a succession of lurid
details, Although the other girls responded to her stories with ex-
clamations of "Gross!," "Sick!," and "Ooh!," it was apparent that they
thoroughly enjoyed them. Her repertoire included four scary stories
from horror films, two true stories (one supposedly from a newspaper and
another from her own visit to a haunted house) and one funny story (a
racial joke).

Both the scary stories and the true stories in Annie's repertoire

owed their success to one basic narrative device: the gradual addition
of more and more shocking details in accordance with the audience's
response. In her "true story' of the girl eaten by the dog (B-4), for
example, the audience's first exclamation "Ooh!" encouraged Annie to
elaborate upon her original description: "...blood was dripping off
from the dog's mouth, goin' 'ruff,' an' lickin' it, eatin' it..."
Annie evidently enjoyed creating this vivid sequence of details, and
most of the girls in her audience showed their appreciation with ex-
clamations of disgust; one even pretended to vomit with the noise
"A—a—argh!"l

Annie's favorite stories were retellings of the horror movies that

she had seen on television. She especially relished past episodes of
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"Nightmare Theater,"

a series of horror films introduced by Sammy Terry
that had been cancelled the previous year.17 Her recollection of the
plots was extensive, though sometimes confused; 1n any case, she en-
joyed filling in the gaps with vividly imaginative descriptions of her
own. These descriptions were highly visual in nature, as befitted the
verbal recreation of a film.18

In the story of the blind girl and her grandfather (B~9), Annie
interspersed her descriptions of mutilation and death with bits of
dialogue. The story, a variant of the popular "scratch-scratch"
dencuement combined with an unnamed film, progressed from slightly
disturbing to quite shocking details: scratches all over the grand-
father's face, an eyeball next to an ear, a cut throat with the neck
muscle visible, and mutilated legs, all 'bleeding like rain." At the
end of the story the audience joined in a satisfied chorus of 'Ooh!"
The more graphic and unusual the description became, the preater was
the pleasure exhibited by the audience. Annie's particular talent
seemed to lie in her ability to transform recollected visual details
to narrative form with contagious enthusiasm.

Two of Annie's subsidiary skills were important for the success
of her narratives: her effective contrast of different tones of voice,
and her sense of color. In B-14, a retelling of the movie "Insomnia,"
she introduced a mysterious tinge of color towards the beginning:
. ..you could see this blue stuff, all over.'" The villain's sinister,
growling voice, as he said, "You are my victim!," was dramatically dif-
ferent from the woman's high-pitched rejoinder, "No, no, not me! I'm

1

too young to die. This verbal exchange was typical of the melodramatic

quality of many horror films, which Annie tried to convey in her own
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stories. After a graphic description of the murderer's chopping mo-
tions with an axe, the culmination of the murder was indicated in a
vivid color contrast: '"And then he chopped him all over, and blood
was just leaking over their carpet, white-carpet floor." Later, Annie
mentioned the ''green blood"” inside the victim, and the audience laugh-
ingly replied, "Blue blood!" The dramatic tension of the story broke
down before the end, as the audience was not able to sustain its
pleasurable disgust through such a long succession of details; instead,
nearly everyone collapsed in giggles.

The development of Annie's stories depended to a great extent upon
audience response, as she did not add any of her long, horrifying
descriptions without the encouragement of an exclamation of mock-
disgust. She was sensitive to the needs of her audience, and good-
humoredly answered questions that were interjected in the midst of her
stories. As a listener, she was appreciative and moderately attentive,
although sometimes barely able to conceal her eagerness to begin
another story of her own: after Jackie's story B-7 she shouted, ''Oh,
sick, can I tell one?"

Jackie, another prolific narrator, held the attention of her
audience through techniques that were somewhat similar to Annie's.

Her quietness and self-possession contrasted with Annie's boisterous
enthusiasm; both girls were respected as leaders by the other children,
though for different reasons. While Annie cheerfully strove to become
the leader of as many activities as possible, Jackie was frequently
chosen by the others because of her athletic skills and friendliness.
She was popular with nearly all of the other children, but her "best

friend" was her neighbor Ariadne.
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Jackie's parents, especially her mother, actively advocated her
participation in a wide range of extracurricular activities. The family's
home, located in the affluent and secluded residential area Blue Ridge,
was far enough from school to necessitate special transportation for
Jackie's various lessons. 1In a series of informal conversations cul-
minating in a parents' meeting, her mother repeatedly emphasized the

n19 She

importance of '"certain standards to uphold as Girl Scouts.
supported creative activities as long as they did not interfere with
good manners; the troop's '"nasty stories,'" for example, were beyond

the pale. Of all the parents, Jackie's mother expressed the greatest
concern for creative self-expression within the context of socially
acceptable behavior.

At troop meetings, Jackle was never the ringleader in mischievous
exploits on a large scale; during songs and games, however, she would
sometimes make everyone laugh by making a face or saying something in
a droll tone of voice. She brought her own tape-recorder along on the
campout, and persisted in playing her favorite cassettes despite all
adult admonitions. Her previous camping experience and sports lessons
contributed to her competence in outdoor activities, for which the
other children expressed considerable respect.

Jackie's repertoire consisted of two funny stories, one funny-
scary, one scary, and one nasty story, and three true stories. Al-
though she enjoyed telling the "I Fooled Him" story about the little
girl without any underpants, her interest in other nasty stories and
off-color remarks was indicated only by an amused smile in the presence
of adults. She told her three true stories clearly and effectively,

but received no particularly enthusiastic responses from her audience;
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similarly, in the scary story "Kmock-knock Scratch-scratch" (B-7), she
did not distinguish herself as one of the most competent narrators as
a result of some confusion of details. Nevertheless, the variety of
her repertoire was not unappreciated by the other girls; when asked
who were the best storytellers in the troop, several of them replied
that Jackie knew "a whole lot" of different stories.

The principal reason for Jackie's popularity as a storyteller was
her ability to imitate all sorts of different modes of speech in an
amusing manner. This ability might have developed as the result of a
slight anomaly in her own speech, which made her conscious of the ways
in which other people talked. In her two funny stories 'You Got My
Brother" and "The Widdle Widdle Boy" (B-15 and B-44) and in her funny-
scary story '"It's A-Comin'' (B-10), she elicited hilarious laughter
from the audience by employing several different types of speech with
appropriate supporting details. Her mastery of tone contrast was
similar to Annie's, though much better developed.

The story "It's A-Comin'" was ideal for the display of Jackie's
talents, as it involved four characters of varying ages. The first,
an old man, was represented by a weak, shaky volce and an old-fashioned
mode of address: "I want a room, good man.:" His shaky departure from
the hotel after hearing the mysterious voice was followed by the arrival
of a lady "in her forties" with a petulant manner: 'Well, I don't care,
just gimme a room!" In descending order of age, a hippie nonchalantly
requested, "Hey, man, I want a room, now," and a "little kid" tearfully
whined, "Gimme a room!" As Jackie introduced each character, the chil-
dren laughed and giggled with great abandon. They admired her ability

to impersonate different characters, and encouraged her to do so on other

occasions.



65

In "You Got My Brother" and '"The Widdle Widdle Boy," Jackie used
one humorous tone of voice for the whole story. As the title '"The
Widdle Widdle Boy" suggests, baby-talk was the chosen form of expres-
sion; at several points in the story, it became so slurred that it was
almost unintelligible. A similarly slurred but markedly adult tone of
voice appeared in the first line of 'You Got My Brother': 'See, there
were this ma-an and this woman, and they, uh, ahem, you know--make
love." The audience was somewhat less attentive to these two stories
in which there was no lively character contrast, but Jackie was always
able to regain her listeners' attention with an authoritative '"You
guys, be quiet!”

Just as Jackie was respected for her particular storytelling
abilities, Linda was tacitly acknowledged to be the most competent
narrator in another area of specialization: that of gross and nasty
stories. Linda was generally quiet and circumspect in her dealings
wilth other children, but when she told one of her favorite stories her
lively sense of ribald humor came to the fore. She was less gregarious
than Jackie and not as popular, but the other children treated her with
a high degree of respect and consideratiocn.

Linda's family situation was an important factor in her attitude
towards adults and other children. She and her three sisters, one
older and two younger, lived with their mother in an apartment in
Tulip Tree House. Theilr mother was divorced, and thinking of remarry-
ing; although Linda's younger sister Sally frequently spoke of that
possibility, Linda avoided the subject entirely. She was more indepen-
dnet and less trusting than Sally, who always took the responsibility

of bringing in dues and permission slips for her sister and herself.
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In many ways, Linda seemed older and more experienced than the other
fifth-grade girls; she kept out of the adults' way as much as possible,
and was careful to maintain her independence in group activities with
the other children.

At troop meetings, Linda often went off to one side of the Commons
or to a separate classroom when there was a crafts project to do. She
was seldom at the center of the children's mischievous plots, although
she was able to disrupt the solemnity of Girl Scout ceremonies or dis-
cussions with a few whispers. Her attitude towards the Girl Scout
organization grew increasingly ambivalent, and by the end of the year
she announced that she would probably not continue to be a Girl Scout
next fall. Her sister Sally tried to encourage her to stay, but Linda
was adamant in her preference.

Although she was faintly disdainful of the simpler stories told at
our troop sessions, Linda was always a quiet and courteous member of
the audience. She assumed a much more forceful role in the group when
encouraged by the others to tell her own favorite stories. In addition
to her competence in the telling of gross and nasty stories, she showed
considerable capability in directing the seance to "bring back' several
monsters. Thus, her chosen area of specialization encompassed both
forbidden humor and occult knowledge that was new and exciting to many
of the children.

Linda's repertoire included five nasty stories and one narrative
that the audience considered to be both funny and gross. The latter,
known as ''the butt story" (B-1l), was the most popular of all the

stories she told; in fact, it was received with such general glee that

it became ome of the most frequently requested stories at later sessions.

20
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The butt story, which will be discussed in detail in chapter 3, is
based upon a small boy's decision to cut off pieces of his "butt' and
to give them to his mother instead of the meat that she has asked him
to buy. Linda showed her command of humorous dialogue in the boy's

succinct statement, 'Here, mom, here's your meat," and his mother's

eventual response, "Mmm! That was good!" She also utilized a form
of incrementally shocking description that resembled Annie's techniques:
"And so they--they eat it and everything. And they eat it raw for

1

sandwiches.'" The audience's response at that point in the story was,

"Ooh: Very gross!' There were great outbursts of continuing laughter
throughout the story, as well as a number of small corrections which
revealed that several audience members knew and were fond of the story
already.

The nasty stories in Linda's repertoire (B-18, B-56, B-75, B-43,
and B-51) are given detailed consideration in chapter 3. It should be
noted here, however, that all of these stories showed a certain deter-
mination to shock some of the other children with dirty words and for-
bidden knowledge. When Lydia protested against her retelling of the
grocery mouse and hardware mouse joke (B-75), Linda made a special
point of proceeding to tell it in a loud and clear voice. She was not
afrald to imsist upon her own choice of stories, although in other
matters she was often more reticent.

Lydia's position in the group was less prominent than Linda's,
although she was well liked by nearly all of the other children. She
was cheerful, even-tempered, and eager to assist in the settlement of

disagreements. Her pleasant demeanor among the other girls was matched

by consideration for the adults, with a rare willingness to help clean
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up the meeting room and fetch malingerers back from the bathroom. Per-
haps because of her general good nature and friendliness to adults,
Lydia was not highly esteemed by the other children as a participant

in competitive games and mischievous exploits.

In terms of family cirecumstances, Lydia seemed to enjoy a secure
and well-balanced homelife in an attractive house near University School.
Her mother, an artist, taught at Indiana University while completing the
requirements for her doctoral degree; her father had died some time ago.
Lydia always spent the craft hours making something for her mother, in
contrast to the many other girls who preferred to make things for them-
selves. She frequently encouraged her mother to assist with Girl Scout
activities, and was delighted when she had the time to do so.

During our storytelling sessions, Lydia was attentive and inter-
ested 1n the stories that the other girls contributed. Her own
repertoire was varied, though, like Linda's, atypical in its exclusion
of scary stories: three funny stories, one story that she definitely
considered to be nasty and another on the borderline between funny and
nasty stories, one funny-scary story, and one true story from personal
experience. Her attitude towards nasty stories was ambivalent and
tenuous, but her gentle sense of humor in the telling of funny stories
resulted in a positive response from the audience.

Lydia's embarrassment in the face of '"nasty" topics was evident
when she attempted to tell the story about busts and jeans (B-72). She
grew red in the face, forget the punchline, and finally gave up. When
she told "The Four Words" (B-77), however, the humor of the narrative
carried her through the punchline "Take off ze bra, baby,” with almost

no discomfort. The other children enjoyed ''The Four Words," and
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laughed appreciatively though softly at the end.

There was a heartier and more open response to Lydia'a three
funny stories: '"Are Peanuts Fattening?" (B-65), which followed the
pattern of a shaggy dog story, and two "Abie and Mikie" jokes (B-70
and ~71) based upon linguistic tricks. Although the other children
enjoyed these three stories, they did not interject any apprecilative
exclamations or remarks. In general, such stories seemed less impor-
tant to them than those in which Linda and Annie specialized.

It should be mentioned that Lydia's credibility as a narrator
underwent some damage in the first storytelling session at University
School. When she told of an attempted kidnapping in New York during
which her mother was present, Lydia found that the other children
simply would not believe her; in their opinion, it was impossible for
such an adventure to occur in the presence of a parent. Nevertheless,
Lydia staunchly maintained that the story was true. She continued teo
show quiet self-confidence in the narration of her other stories, and
to accept the audience's modest appreciation with pleasure.

There were several fifth-graders who were competent narrators but,
for one reason or another, told very few stories. Debbie, one of the
most mischievous ringleaders of the pgroup, enthusiastically told three
stories in the first two sessions but absented herself from all the
others. Similarly, Jackie's neighbor Ariadne, whom the other girls
evidently respected as a teller of good stories, was not able to come
to the last few sessions. Barbara, a latecomer to the group, contri-
buted a few stories before the badge work came to an end, and Gilda
limited herself to the retelling of those stories that had received

the most enthusiastic response from the audience.
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Among the fourth-graders, there were few narrators who made sub-
stantial contributions te the storytelling sessions. Most of them
seemed to be Iintimidated by the fifth-grade girls, who were more aggres-
sive in their competition for turns. Alison, Dora, and Kamnl each told
several stories with considerable success, and Lenore, Sally, and
Margaret ventured to tell one or two stories with initial timidity but
growing self-confidence. Sarah and Mona, who were best friends and
who, according to their mothers, spent a lot of time telling stories
and pretending to give interviews to each other, contributed one scary
story each. During the sessions when we told stories in smaller groups,
the fourth-graders were more confident and eager to participate; on the
whole, however, they deferred to their more aggressive older school-

mates.

OUTSTANDING NARRATORS OF ELDERBERRY TROOP: PATRICIA, SHELLEY, KATHY,
AND BETSY. As a group, the narrators of Elderberry Troop differed
significantly from those of Bluebell Troop. They were much calmer and
more cooperative in their requests to tell stories; in fact, they some-
times decided to tell certain stories jointly. Mrs. Porter's true
story E-81, for example, was retold by Shelley and Joanie, while the
popular film "The Snake" (E-9) was recollected through the joint
efforts of Shelley and Kathy. In the narration of TV stories, all of
the girls sang parts of the songs together and helped each other to
remember important details. Instead of competing aggressively for the
center of attention, they pooled thelr rescurces and courteously de-
ferred to each other's talents.

As noted in the general discussion of troop meeting behavior,
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there was no noticeable rivalry between the fourth- and fifth-graders
in Elderberry Troop. All of the girls were on an equal footing, and
the fifth~graders did not claim special privileges because they were
older. The fourth-gradcrs were as open and relaxed in their contribu-
tion of stories as were the fifth-graders, and there were unusually
competent narrators from both classes. Betsy and Shelley, two of the
most prolific narrators, were fourth-graders, while Kathy and Patricia
were in the fifth grade. Although these four were particularly success-
ful in their elicitation of an enthusiastic audience response, there
were a number of others who were recognized as very good storytellers:
the fifth-graders Joanie, Beth, Deanne, and Marlene, and the fourth-
graders Denise and Katie.

One of the most versatile narrators in LElderberry Troop was
Patricia, whose repertoire included three funny and funny-scary stories,
one scary story, two stories from books, two from television, and three
made-up stories. All of Patricia's narratives were well received by her
audience, but her made-up stories were particularly outstanding because
of her ability to put together a wide range of fanciful details.

The daughter of an Indiana University staff member, Patricia seemed
to be more aware of the Bloomington academic community than the other
children were. She used Indiana University covers on her books, and
mentioned that her father sometimes drove her to Bloomington for special
activities. Although she did not behave differently from the other
Ellettsville children, she wore somewhat more stylish clothes and had
long, carefully arranged hair that contrasted with the short hair of
the other girls. The other children admired her prettiness, but above

all they responded to her unassuming friendliness. By the end of our
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third storytelling session, Patricia had to leave the Girl Scout troop
because of her election to the post of fifth-grade cheerleader. It was
a coveted appointment, in hope of which most of the fifth-graders had
been practicing for weeks, but they all seemed delighted that Patricia
had been chosen.

As a narrator, Patricia was relaxed and self-confident. She be-
came highly animated in the course of her stories, and sometimes hardly
seemed aware that the audience was there. Since she did not take a
pleased reaction for granted, it was a source of delight to her when
one of her stories was a particular success. For example, when she
told the funny story '"The Black Ribbon" (E-12), her high, singsong

' @licited a chorus of

voice in the repeated line "You'll be sor-ry!'
loud "Oh!s'" from the children. Unaffectedly satisfied by their response,
Patricia said, "Oh, boy, I told a good one."

Patricia was an avid reader, and her two stories from books (E-27
and -46) showed her ability to recapitulate remembered details without
difficulty. Her strong tendency towards imaginative elaboration re-
sulted in one story (E-42) which appeared to be based upon the type of
description typical of children's books about witches, but representa-
tive of Patricia's own capacity for the invention of fanciful details.
She had a lively interest in the supernatural, and combined many
Halloween elements with aspects of traditional stories and movies in
her fantasy narratives E-31 and E-33. These narratives will be dis-
cussed in detail in chapter 4.

Another facet of Patricia's narrative competence was revealed in
her retellings of television shows, "Fearless Fly'" (E-~19) and "Popeye"

(E-23). She recaptured the rhythm of the cartoon narration to the
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extent that the other children became yuite excited and beamed with
pleasure. All of the Ellettsville girls were very enthusiastic about
cartoon shows, but only Patricia was able to translate some of their
appeal into narrative form.

In contrast to Patricia's relaxed self-possession, Shelley was
lively and outspoken in her attempts to gain the attention of the
other children. She was both impetucus and hesitant, always watching
for the approval or disapproval of her friends. Her need to win the
admiration and liking of the other children was probably related to
her family circumstances: her mother had a full-time job, and her
father's death was a source of great sorrow to Shelley. She frequently
spoke of her family's trips, especially a trip to Africa about which
the other children never tired of hearing.

From the beginning of our first storytelling session, it was evi-
dent that Shelley was known to the other girls as a good storyteller.
In quick succession, three girls said, "Shelley, you do it!" '"Yeah,
you're good at telling stories!" 'Yeah, you're always telling stories!"
Shelley complied, with a variety of narratives that included four scary
stories, two true stories, five stories from books, and three made-up
stories. She was sensitive to the interests of the audience, and gen-
erally contributed stories that were similar in nature to others that
had recently received a favorable response.

Shelley's penchant for scary stories was closely related to her
enjoyment of all sorts of monsters. As a small child, she said, she
had often played a "monster game' of her own devising. The dramatiza-
tion sessions gave her the opportunity to express this interest in role-

playing. She spent some time developing the appropriate mannerisms for
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Pink Ape, and showed several of the other girls how to impersonate the
monster. In the end it was Janet who was chosen to be Pink Ape, and
Shelley was quite put out at her lack of enthusiasm for the role.

The five stories from books in Shelley's repertoire were representa-
tive of her enthusiasm for reading and her eagerness to share what she
had learned with the other childrem. She enjoyed telling Indian tales,
Halloween stories from children's books, and narrative poems. Her
mastery of the poem "Halloween Indignation' gave her particular pleasure.
She took great care to recite each line exactly as it was in the book,
and was so pleased with the success of her first attempt that she re-
cited the poem again at a later session (E-26 and -40). This pride in
learning was frequently shown by the Elderberry Troop girls, unlike the
girls of Bluebell Troop who professed considerable disdain for any
activity that seemed '"too much like school.”

Shelley's delight in memorization did not correspond to any dull-
ness of her own imaginative faculties: on the contrary, she was capable
of inventing long and quite complex made-up stories. Her stories of
Harry the Frog (E-75) and Tarantchy the Spider (E-87) showed talent
for character development and amusing dialogue. The other children en-
joyed these stories, but Shelley herself was the one who laughed the
hardest at the funny parts.

Shelley's attitude towards "gross" or "nasty" subjects was typical
of that of all the other Ellettsville girls. In her narration of '"The
Snake" with Kathy, she could hardly bear to talk about the skinny-
dipping episode: 'It was really gross! That's why I left the room
when they came to the worst parts.'" This reticence and embarrassment

contrasted sharply with the Bluebell Troop girls' eagerness to tell
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nasty stories and talk about forbidden subjects.

Unlike Shelley, who had traveled abroad with her family, most of
the Ellettsville girls seldom left the environs of the town. Kathy,
one of the most cheerful and enthusiastic storytellers, was a member
of a family that had lived in the Ellettsville area for many years.

She was popular with the other children, and was also well liked by
adults; her teacher, Mrs. Baker, said that she was a delightful child
but not a very good student. Nevertheless, Kathy showed serious inter-
est in her schoolwork and took part in all of the Girl Scout activities
with contaglous pleasure.

Of all the Ellettsville girls, Kathy was the best able to sustain
a long narrative and the most eager to prolong our storytelling sessions.
Her own repertoire consisted of three funny-scary stories, three scary
stories, two stories from books and two from television, two true
stories, and four made-up stories. Her memory for details, combined
with a talent for expansive dialogue, resulted in quite long narratives
except in the case of traditional stories with definite structural
boundaries.21

Kathy was a skilled narrator of legends about local occurrences.
Two of her stories concerned mysterious ''colored people" who wreaked
havoc in the community: a man who broke into a house and then dis-
appeared (E-77), and a lady who substituted a baby for meat and was
then punished by an ordeal by fire (E-73). The implications of these
legends will be discussed in the 'scary stories'" section of chapter 3.
There was no such mention of danger from people of other races in Blue-
bell Troop, where most of the girls who told racial jokes were members of

minority groups themselves.
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In her made-up stories, Kathy often leapt from one event to
another in a way that was a bit difficult to follow. She enjoyed
spur-of-the-moment improvisation, and sometimes Incorporated her
friends' names into the narratives, to their combined pleasure and
distress. The week before Halloween, she brought in a story that she
had composed especially for ocur gathering. Although she was proud
of her written work and liked to read aloud, it was evident that she
was much better able to retain the interest of her audience through
spontaneous improvisation.

On the day of the Halloween party, Kathy came dressed in a "grown-
up' party dress with a string of beads and heavy makeup. Her pleasure
in these special clothes was particularly evident when she told her
first story for that session: a serious retelling of 'Cinderella."
When she came to the part about Cinderella's new ball dress and her
meeting with the prince, Kathy twisted her beads back and forth with
vicarious excitement. She was still envoloped in the spell of the
"MHrchenalter," and her sincere appreciation of traditional stories
added to the enjoyment of all the other girls.

Unlike Kathy, Betsy showed little overt enthusiasm for the stories
that she told. She was quiet and soft-spoken, but authoritative in her
dealings with the other children. Betsy's family had lived in Elletts-
ville for a long time, and her interests were firmly centered within
the community. The other children respected her as a leader in group
activities, as well as a competent narrator.

Betsy's repertoire included one fumny story, two funny-scary
stories, and one story from a book, but her five scary stories were

the ones that elicited the most enthusiastic response from the audience.
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Her narrative style was matter-of-fact and straightforward, with
particular attention to sound effects. The story of the boyfriend's
death, for example (E-6), owed part of its success to the sounds
"drip~drop" and 'bang-bang" that Betsy imitated with appropriate
solemnity. At the end of the story, Shelley sighed, '"That is the
grossest one I could--1've ever heard of!" Similarly, in the stories
E-34 and -37, Betsy employed the sounds "click" and "drop-drop" with
great effectiveness.

Another reason for Betsy's success as a narrator was her mastery
of the significant pause. In her funny-scary story E-15, she described
how all of the family members went up to the attic and never came back;
finally, the sister went up and saw ''red stuff all over the attic."

She waited a moment while the audience digested this shocking statement,
and then went on: 'She looked in the corner, and they was all--(pause)
they was all eating watermelon.' The other children responded with
giggles and squeals of delight, and Betsy permitted herself to smile

in satisfaction.

The omission of made-up stories from Betsy's repertoire was indica-
tive of her matter—-of-fact approach to storytelling. She did not enjoy
creative improvisation, and contributed minimally to our group made-up
stories. Her seriousness and solemnity, combined with an undercurrent
of humor, made her less apt to participate in the tellings of fantasy
narratives but highly skilled in the telling of scary stories.

There were a number of other children in Elderberry Troop who ex~
celled in the narration of certain kinds of stories: Joanle, Marlene,
and Peanne were all respected for their ability to tell scary stories,

while Beth, Katie, and the leader's daughter Marcy received highly
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appreciative reactions to their funny stories and stories from books.
Denise, the "new girl" in the troop, quickly gained the others' en-
thusiasm for her scary stories and made-up stories. A number of these

will be discussed in detail in the following chapter.
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NOTES FOR CHAPTER 2

1. Girl Scout Thinking Day is celebrated on February 22 of each
year, so that Girl Scouts and Guides can "join their thoughts and send
them round the world as a powerful prayer that all men shall be friends."

(Junior Girl Scout Handbook (New York: Girl Scouts of the United States

of America, 1975), p. 19.)

2. This preference for a "spooky' atmosphere for the closing cere-
monies corresponded to the girls' insistence upon darkness for the
telling of scary stories and the display of the Halloween spookhouse.

3. My decision to make a slight change in the egg hunt rules was
motivated partly by certain difficulties inherent in the original rules,
and partly by the desire to see how the children would react to such a
change. As I expected, they were furious at this violation of even
temporary standards of '"fairness."

4. Interview with teacher's aide at University School, December 10,
1976.

5. Jean Piaget, The Language and Thought of the Child (New York:

New American Library, 1974), p. 156,

6. Although degrees of permissiveness canncot be judged without
fairly extensive observation of the families in question, my conversa-
tions with the parents and children provided sufficient data for a rough
comparison.

7. Henry S. Maas, '"Some Social Class Differences in the Family
Systems and Group Relations of Pre- and Early Adolescents,” Child
Development 22 (1951):146-52.

8. Melvin L. Kohn, "Social Class and Parent-Child Relationships:

An Interpretation,"” American Journal of Sociology 68 (1963):475.
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9, George Psathas, "Ethnicity, Social Class, and Adolescent In-

dependence from Parental Control," American Sociologlcal Review 22 (1957):

415-23,

10. "Vampire blood," a commercial product, is a popular ingredient
in the Halloween attire of children aged nine to eleven. It was one of
the first things that the children suggested for the preparation of the
"things to feel" in their spookhouse. O©On the whole, the Bluebell Troop
spookhouse was characterized by a lower level of organization and higher
degree of maliciousness to victims than was the sixth-grade spookhouse
described in Sylvia Grider's '"The Supernatural Narratives of Children"
(Ph.D. dissertation, Indiana University, 1976), pp. 534-40.

11. The games at the Elderberry Troop Halloween party were all

'a ring game

suggested by the leader: "Pin the Nose on the Pumpkin,'
in celebration of Juliette Low's Halloween birthday, and a hunt for
everyone's shoes in a darkened room. In addition to the spookhouse,
two of the Bluebell Troop activities were initiated by the girls them-
selves: the costume contest and bobbing for apples. Some of the girls
felt it was important to insert dimes in the apples, but the other
leaders and T decided not to risk broken teeth or inopportune swallow-
ings. The other two games, "Pin the Skull on the Skeleton" and '"Draw
the Haunted House," were suggested at the October leaders' meeting.
The Brownies enjoyed these two games very much, but the Junior Scouts
paid little attention to them in the furor of preparation for their
spookhouse.

12. TFor descriptions of the games "Here Comes the Judge" and

"Doggie, Doggie, Here's Your Bone," see the appendix of games and

songs.
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13. This mention of the Maidenform bra was typical of the girls'
penchant for repeating commercial slogans, sometimes in the form of
parody.

14. 1In Girl Scout songs, hand motions are often used to illustrate
certain words and phrases. Thus, Annie's introduction of the "hole"
gesture was appropriate to the Scout tradition, albeit in a subversive
way. Other parodies of words and gestures are listed in the appendix
of games and songs.

15. Annie’s joke, based on the punchline ''Chocolate melts in your
mouth, not your hand," was erased along with the other stories on the
Bluebell Troop videotape.

16. Aspects of the children's ambivalence to shocking stories are
discussed in the '"scary stories" section of chapter 3.

17. An on-stage performance by Sammy Terry in Danville, Indiana
(February 22, 1975), is included in Grider, "Supernatural Narratives,"
Appendix B IV,

18. Such retellings of movies and TV shows have been given the
name '"'media narraform" in Grider, "Supernatural Narratives."

19, The parents' meeting for Bluebell Troop took place on November
9, 1976.

20. The "butt story" was retold by Gilda (B-48) during our third
storytelling session, and some of the other children repeated their
favorite lines from it on other occasilonms.

21. Kathy's scary story E-2 is discussed in chapter 3.
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CHAPTER 3:

CLASSIFICATION OF THE NARRATIVES

The classification of children's narratives is a task of no mean
proportions. Very young informants are seldom able to reply to direct
questions about the stories they tell, though they sometimes give
astonishingly articulate explanations of the differences between cer-
tain kinds of stories. The infrequency of these spontaenous explana-
tions necessitates extended observation of storytelling sessions, in
which a variety of factors may reveal significant distinctions: ges-
tures, shivers, mock-shivers, nervous giggles, laughs, and even moments
of total silence (which, as anyone who works with American children's
groups can attest, are sufficiently rare to warrant special attention).

It should not be assumed that, since children depend upon non-
verbal modes of expression to a considerable degree, they are not aware
of genre distinctions. Among the seven- to eleven-year-old girls of my
fieldwork sample, ten separate categories were used to designate
specific narratives. These categories seemed at first to be incon-
gistent, vague, and generally difficult to grasp; on closer examination,
however, they proved to represent a highly complex and viable genre
system,

Needless to say, the names of the categories were not adequate in
themselves for the delineation of genre distinctions. One can indeed
raise the question whether the in-group terms should be made the basis
of scholarly discussion: 'they are not wholly precise, and their signif-

icance for American scholars of adult lore, not to mention scholars
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from other countries, is open to doubt. Nevertheless, serious con-
slderation should be given to the insights that can be gained from
working with the narrators' own categories.

The relative merits of native and analytical terminologies have
been a primary concern of folklore scholars since the late 1920's,
when Andre Jolles developed his hierarchy of "einfache Formen."l
Several years earlier, in 1922, Bronislaw Malinowski published his

Arponauts of the Western Pacific, in which he set forth an attempt to

perceive native genres in terms of situations, attitudes, and values.2
The foundatioun for the classification of narratives was laid in 1816,
with the Grimms' explanation of their important distinction between

MHrchen and Sage in Deutsche Sagen.3

Later scholars, in particular Carl Wilhelm von Sydow, Albert
Wesselski,‘and Walter Bereundsohn, worked out their own elaborate
categories for narrative scholarship.4 In contrast to these intricate
systems, William Bascom suggested three analytical terms to be employed
on a cross-cultural basis: myth, legend, and folktale.5 Four approaches
to the modern study of genre-~thematic, archetypal, holistic, and func-
tional--are summarized in Dan Ben-Amos' article "Analytical Categories

and Ethnic Genres."

As the papers from the 1974 Folk Narrative Congress
at Helsinki show, the question of native as opposed to analytical
categories continues to be a lively issue.7

In terms of my own sample, the decision to rely upon the girls'
own genre distinctions stemmed from two factors: the relatively under-
developed condition of children's narrative scholarship, and the need

to understand the significance of each type of narrative to the chil-

dren themselves. By carefully examining the verbal and non-verbal
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factors that indicate children's distinction of one narrative from
another, it is possible to arrive at a working definition of the char-
acteristics of each genre. Stories which conform to more than one cate-
gory, at the interfaces between the genres, are particularly indicative
of the nature of such boundary lines.

As soon as enough data concerning children's own distinctions has
been analyzed, it will be easier to systematically assign their narra-
tives to analytical categorles. In this chapter I shall consider the
appropriateness of some of the most important generic terms, especially
the Mirchen and the legend, but always within the framework of the
girls' own distinctions. It should be noted that these distinctions
are operative in a single-sex group, the Girl Scouts, and may well
differ substantially from the types of stories told by boys or in mixed
groups. A comparative study of girls' and boys' stories in single-sex
groups of the same age would be necessary for the explorations of such
differences.

The effectiveness of the girls' genre system rests upon a set of
cues that not only reveals the marrator's intentions, but also prepares
the audience to respond appropriately. The first one is usually a genre
cue, such as "It's a funny one," "It's funny-scary,” "I got this from
a book," or "This one 1s real nasty." ©Not all such cues are expressed
verbally; Linda, for example, always indicated by a certain boldness
of tone of voice and a particular gleam in her eyes that she was about
to tell a nasty story. Lydia, on the other hand, prefaced her most
off-color story with a whole series of explanations and excuses.

The second major cue, by which the audience is informed of the

narrative's content, is more elusive than the first. For many audience
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members who are familiar with a certain story, it may be the first men-
tion of the physical feature around which the story coheres (for example,
"There was this woman and she had a golden arm."). Other, less ex-
perienced members of the audience may not grasp the nature of the

story until the ghost first wails, "Who has my golden arm?" Some
narrators seem to make a special effort to let the audience know what
their stories are about right from the beginning, while other narrators
are less concerned with the audience's pre-awareness of the plot. In-
deed, sowe narratives succeed better when the audience does not know
what to expect until the surprise ending.

In some cases, the importance of the cues is shown by the narrator's
misuse of them. Especially in groups of seven- and eight-year-olds, the
cue of a funny-scary story followed by a truly frightening narrative can
be seriously upsetting for the audience. On the other hand, older chil-
dren who have been prepared to expect a nasty story will not hesltate
to show their disappointment if the story turns out to be a "dumb joke."
Even though each narrator is not expected to give a clear indication of
her story's genre and content, she is expected to follow through with
appropriate material after giving such indications.

The texts included in this chapter come from the Brownie and Junior
daycamp storytelling sessions and the Spring Mill Camporee, as well as
the primary data sample from the Bloomington and Ellettsville troops.

By including the younger girls' narratives, usually at the beginning of
the section, I have attempted to introduce a developmental focus. In

the case of funny-scary stories and scary stories, there are particularly
salient differences between the points of view of the younger and older

girls. Not all of the generic terms were expressed by all five of the
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groups: only the Brownies recounted their dreams, while the Elletts-
ville Scouts were the only ones who referred specifically to "IV

stories."

Although the Juniors at Phoebe Hollow daycamp and the Cam-
poree were very fond of story-questions, their contemporaries in the
Bloomington and Ellettsville troops never mentioned any. Thus, the
expression of genre distinctions differs significantly from one age
group to another and from one gathering to the next,

The repertoires of the two primary groups, Bluebell and Elderberry
Troops, can be compared with respect to a number of factors. First,
the number of stories differs significantly in the two groups. The
Elderberry Troop girls told 90 stories, while the girls of Bluebell
Troop told only 76. There was no less time for storytelling in Blue-
bell Troop; on the contrary, the girls had more opportunities than the
Ellettsville troop members had. They were keenly interested in active
sports and games, however, and preferred to spend only short periods of
time at sedentary pursuits. Thelr reluctance to take adult-sponsored
activities seriously was alsc a relevant factor.

As the following charts demonstrate, the repertoires of the two
troops have different proportions. Comparison of the categories by
percentage of the total repertoire reveals certain centers of interest.
There were half again as many scary storles in the Ellettsville sample
as in the Bloomington sample; on the other hand, there were more than
three times as many funny stories in Bluebell Troop as in Elderberry
Troop. There were two significantly empty categories: mno nasty stories
at all in Elderberry Troop, and no TV stories in Bluebell Troop. Many
more stories from books appeared in the Ellettsville sample, in addition

to many more made-up stories. The implications of these differences
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will be considered in the course of this chapter's discussion.

Just as the girls' stories can be assigned to various categories,
their own skills and inclinations as narrators lend themselves to
rough classification. In Bluebell Troop there were four outstanding
narrators, as mentioned in the previous chapter: Annie, Jackie, Linda,
and Lydia. These four girls, espccially Annie, tended to dominate the
storytelling sessions and to set the tone for other's contributions.
Since inter-grade rivalry was rampant, the fifth-graders strove to
keep the upper hand in storytelling just as they did at games. The
four outstanding narrators were all fifth-graders, and so were the six
competent narrators who participated to a more limited extent: Debbie,

Ariadpne, Barbara, Jessica, Gilda, and Susan. Among the fourth-graders,
there were several-—Kamni, Dora, Lenore, and Alison--who succeeded quite
well at telling a few stories in competition with the older girls.

Four others were less successful at gaining and holding the audience's
attention, although they were enthusiastic narrators. In contrast,
there were four Bluebell Troop members (Mona, Sarah, Ruth, and Kristin)
who showed boredom or discontent with the sessions, and one, Liza, wheo
did not hesltate to express her occasional skepticism.

The Elderberry Troop narrators do not fit the same sorts of dis-
tinctions, as their own form of interaction was quite different. There
was no noticeable rivalry between the fourth- and fifth-graders, so none
of the younger girls found it difficult to tell stories. By general
acknowledgement, there were four girls who told the best storles of all:
Patricia, Shelley, Kathy, and Betsy. A fifth, Denise, told more scary
stories than anyone else, but as a "new girl" she was not yet fully

established as a person worthy of respect. Joanie, Janet, Carolyn, and
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Beth were all competent and enthusiastic narrators, eager to talk and
at ease with thelr audlence. On the other hand, there were four girls
—-Deanne, Marlene, Katle, and Marcy--who had reputations as good story-
tellers, but hesitated to tell more than one during our group sessilons.
Deanne and Marlene, in particular, were quiet girls who seemed much
more relaxed in small clusters of friends. Sandy, Lora, and Tina each
tried to tell one story, but with no notable success. Even when a
story fell flat, the Elderberry Troop girls maintained a courteous

attitude towards the narrator and other group members.
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Bluebell Troop Repertoire

I. SCARY STORIES: Annie, 43 Debbie, 2; Sarah, 2; Jackie, 1; Arladne,
1; Barbara, 1; Kamni, 1; Sally, 1; Mona, 1; Margaret, 1; Colleen,

1; Susan, 1.

1I. FUNNY-SCARY STORIES: Jackie, 1; Lydia, 1; Gilda, 1.

ITI. FUNNY STORIES: Lydia, 3; Jackie, 2; Gilda, 2; Annie, 1; Linda,
1; Jessica, 1; Dora, 1; Kamni, 1; Lenore, 1; Colleen, 1; Susan,

1.

IV. NASTY STORIES: Linda, 5; Lydia, 2; Alison, 2; Jackle, 1; Jessica,

1; Dora, 1; Kamni, 1; Susan, 1; Ruth, 1.

VI. TRUE STORIES: Jackie, 3; Annie, 2; Ariadne, 2; Jessica, 2;
Kristin, 2; Lydia, 1; Debbie, 1; Barbara, 1; Lenore, 1; Liza, 1;

Kamala, 1.

VII. STORIES FROM BOOKS: Barbara, l; Kamala, 1.

X. MADE-UP STORIES: Liza, 1.

OTHER: Annie, 1; Ariadne, 1; Kamni, 1; Sally, 1; Susan, 1.
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Elderberry Troop Repertoire

I. SCARY STORIES: Denise, 7; Betsy, 5; Shelley, 4; Kathy, 3;
Carolyn, 3; Beth, 2; Patricia, 1; Joanie, 1; Deanne, 1; Marlene,

1; Sandy, 1; Janet, 1.

II. FUNNY-SCARY STORIES: Kathy, 3; Betsy, 2; Patricia, 1; Joanie,

1; Carolyn, 1; Lora, 1.

III. FUNNY STORIES: Patricia, 2; Betsy, l; Joanie, 1; Katie, 1;

Marcy, 1.

VI, TRUE STORIES: Shelley, 2; Kathy, 2; Joanie, 1.

VII. STORIES FROM BOOKS: Shelley, 5; Beth, 3; Patricia, 2; Kathy, 2;

Joanie, 2; Betsy, 1; Janet, 1.

VIII. TV STORIES: Patricia, 2; Kathy, 2.

X. MADE-UP STORIES: Kathy, 4; Shelley, 3; Patricia, 3; Denise, 3;

Janet, 2; Tina, 1.

OTHER: Denise, 1; Deanne, 1.



Repertoires of Bluebell and Elderberry Troops

Bluebell Troop Elderberry Troop
(Bloomington) (Ellettsville)
Scary Stories 227 317
Funny-Scary Stories 47 8%
Funny Storiles 20% 6%
Nasty Stories 19% -
Story-Questions* - -
True Stories 227 6%
Stories from Books 2% 167
TV Stories - 4%
Dreams* - _—
Made-Up Stories 4 21%
Miscellaneous 5% 2%

* Present in the daycamp sample of stories, but absent from the

repertoires of Bluebell and Elderberry Troops.



Individual Repertoires, Bluebell Troop

OUTSTANDING NARRATORS (FIFTH-GRADERS)

Annie
Scary Stories, 4
Funny Story, 1
True Stories, 2
Other, 1

Jackie
Scary Story, 1
Funny-Scary Story, 1
Funny Stories, 2
Nasty Story, 1
True Stories, 3

Linda
Nasty Stories, 5
Funny Story, 1

Lydia
Funny-~Scary Story, 1
Funny Stories, 3
Nasty Stories, 2

True Story, 1

COMPETENT FIFTH-GRADE NARRATORS WHO PARTICIPATED LESS
Debbie
Scary Stories, 2

True Story, 1

92
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Ariadne
Scary Story, 1
True Stories, 2
Other, 1
Barbara
Scary Story, 1
True Story, 1
Story from Book, 1
Jessica
Funny Story, 1
Nasty Story, 1
True Stories, 2
Gilda
Funny-Scary Story, 1
Funny Stories, 2
Susan
Scary Story, 1
Funny Story, 1
Nasty Story, 1

Other, 1

COMPETENT, RELATIVELY ASSERTIVE FOURTH-GRADE NARRATORS
Kamni
Scary Story, 1
Funny Story, 1

Nasty Story, 1

Other, 1



Dora
Funny Story, 1
Nasty Story, 1
Lenore
Funny Story, 1
True Story, 1
Alison
Nasty Stories, 2

Other, 1

ENTHUSIASTIC BUT LESS COMPETENT AND ASSERTIVE FOURTH~GRADERS

Sally

Scary Story, 1

Other, 1
Margaret

Scary Story, 1

Other, 1
Kamala

True Story, 1

Story from Book, 1
Colleen

Scary Story, 1

Funny Story, 1

SKEPTICAL OR UNENTHUSIASTIC PARTICIPANTS

Mona
Scary Story, 1

Other, 1
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Sarah
Scary Stories, 2
Other, 1
Ruth
Nasty Story, 1
Liza
True Story, 1
Made-up Story, 1
Kristin

True Stories, 2
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Individual Repertoires, Elderberry Troop

OUTSTANDING NARRATORS
Patricia
Scary Story, 1
Funny-Scary Story, 1
Funny Stories, 2
Stories from Books, 2
TV Stories, 2
Made-Up Stories, 3
Shelley
Scary Stories, 4
True Stories, 2
Stories from Books, 5
Made-Up Stories, 3
Kathy
Scary Stories, 3
Funny-Scary Stories, 3
True Stories, 2
Stories from Books, 2
TV Stories, 2
Made-Up Stories, 4
Betsy
Scary Stories, 5
Funny-Scary Stories, 2
Funny Story, 1

Story from Book, 1
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OUTSTANDING BUT LESS GENERALLY RESPECTED NARRATOR
Denise
Scary Stories, 7

Made-Up Stories, 3

COMPETENT, ENTHUSIASTIC NARRATORS

Joanie

Scary Story, 1

Funny-Scary Story, 1

Funny Story, 1

True Story, 1

Stories from Books, 2
Janet

Scary Story, 1

Story from Book, 1

Made-Up Stories, 2
Carolyn

Scary Stories, 3

Funny-Scary Story, 1
Beth

Scary Stories, 2

Stories from Books, 3

COMPETENT BUT MORE RETICENT NARRATORS
Deanne
Scary Story, 1
Marlene

Scary Story, 1
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Katie
Funny Story, 1
Marcy

Funny Story, 1

LESS COMPETENT CONTRIBUTORS OF A SINGLE NARRATIVE
Sandy
Scary Story, 1
Lora
Funny-Scary Story, 1
Tina

Made-Up Story, 1

98
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I. SCARY STORIES

Of all the stories told by pre-adolescent girls, "scary storles"
are generally the most popular. The Elderberry Troop repertolre in-
cluded a larger percentage of scary stories than of any other category,
while the repertoire of Bluebell Troop had an equal proportion of scary
and nasty stories. In Brownie and Junior daycamp as well, scary stories
comprised a substantial segment of the total repertoire. The prominence
of this type of narrative in children's storytelling has been docu-
mented by Sylvia Grider's study of a sixth-grade class in Gosport,
Indiana, and by Leea Virtanen's survey of several thousand Finnish
youngsters aged ten to thirteen.l As Linda Dégh's analysis of the '"be-
lief legend" demonstrates, frightening stories continue to fulfill an
important function through the exploratory years of adolescence.2 Given
this strong preference for stories that involve some degree of fright,
how can one account for the children's inclinations in terms of their
immediate scocial environment?

First, it is necessary to consider what we know about children's
fears and, more specifically, their concepts of danger. Erik Erikson's
rpersonality studies of young children have shown that there is little
distinction between real and imagined danger at an early age; the child
must learn to differentiate between the two.3 Elementary school chil-
dren, according to the conclusions of Seymour Sarason's research team,
are mostly afraid of things that are remote from their own experience.
Their fears, which resemble their parents', occur with the same fre-
quency at different age levels but with different content.4 A more
recent survey by the Foundation for Child Development has revealed

that two-thirds of all American children aged seven to eleven are
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afraid that ''somebody bad" might break into their houses; a quarter of
them are fearful of bodily injury outside the house, and nearly a quar-
ter are afraid of "TV programs where people fight and shoot guns." In
contrast to the conclusion that most children's fears are imaginary,
this survey suggests that fear of violence often stems from a child's
personal experience or prolonged TV-watching.

The fact that children actively seek the feeling of fear during
storytelling sessions indicates their need for confrontation with
frightening situations under controlled circumstances. The maniac of
"The Hook' does not constitute a direct threat, but an indirect means
of coming to terms with a danger that is known to exist. Bruno Bettel-
heim states that separation anxiety and starvation fear, among other
fears and anxieties, can be relieved through such stories as "Hansel
and Gretel."6 Similarly, such legends as "The Hook" and ''The Boy-
friend's Death" bring children face to face with fears of attack and
desertion. Just as the protagonist of AT 326 needs to learn '"what
fear is," the modern child must be able to deal with frightening
situations. The delight that children find in scary stories can be
attributed to their indirect mastery of fear, as well as their gradual
acquisition of the idea that spooky and scary manifestations can be
fun. Horror movies on TV, children's books, and such yearly phenomena
as Holloween spookhouses are important inculcators of this concept.

As comparison of second- and third-graders' stories with the nar-
ratives of older children demonstrates, coming to terms with fright is
a gradual process. While fourth- and fifth-graders are fairly well
accustomed to the conventlons of storytelling, younger schoolchildren

must learn to distinguish between the different genres and to introduce
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their stories properly. The children at Brownie daycamp were especially
cautious in the narration of scary stories, which sometimes caused real
distress 1f not properly introduced.’ Typical prefaces were: "I don't
have a funny one, 1 have a scary one" (CP-12), and "It's not true...
It's a scary story that my brother told me or something' (CP-41). The
Brownies' scary stories included a variant of "The Fatal Initiation"
(CP-64), the Stepp Cemetery legend (CP-48), "The Doll" (CP-65), and
numerous retellings of horror movies from TV.

Occasional references to scary stories told by brothers and male
friends revealed that the girls had considerable respect for such nar-
ratives. They were proud of acquiring the particularly gruesome or
frightening stories that the boys told, and eager to share them with
other girls. Although there has been no comparative study of boys'
and girls' scary stories at the elementary school level, collections
of boys' legends have shown particular interests and stylistic patterns
which are different from those of girls' legends. James P. Leary's
article "The Boondocks Monster of Camp Wapehani,'" for example, pro-
vides insight into the stories that boys tell.® A significant dif-
ference between boys' and girls' stories was recognized by Mrs. Porter,
who said that the "real scary stories' could be obtained at Boy Scout
rather than Girl Scout campouts.

The scary stories of Bluebell and Elderberry Troops were similar
in their exploration of seriously frightening situations, but differ-
ent in their implicit concepts of danger. With regard to this differ-
ence, community influences are of prime importance, As Linda Dégh and
Andrew Vazsonyl explain in '"The Dialectics of the Legend," the folk

legend is regulated by a certain kind of social control.9 While the
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scary storles of Elderberry Troop emphasized the danger inherent in
people who deviated from community norms, including the insane and
members of other races, those of Bluebell Troop stressed the 'gross-
ness' of each frightening situation. This fascination with gruesome
details also existed to some extent among the Ellettsville girls, but
in Bluebell Troop the elaboration of shocking and sometimes off-color
details was consistently received with great glee. Since the Blooming-
ton academic community is much less cohesive and homogeneous than the
town of Ellettsville, it is not surprising that the children were less
concerned with deviance. Instead, individual attempts to impress the
other children with particular "grossness" showed the girls' fascina-
tion with the potential danger represented by unlimited discussion of
gruesome, disgusting, or risqué material. Although they vigorously
objected to adult reprimands, their continual probing of the leader's
authority was an indirect expression of the need for more firm behavior-
al restrictions.

This difference in concepts of danger can be illustrated by two
stories, both about a break-in by a menacing intruder. At the Bluebell
Troop campout, Colleen succeedéd in 'grossing out" the other girls with

relatively few detaills:

All ripght, when I was at daycamp I heard this. Anyway, un,
there was this girl, and she was spending the night with her
friend, and, um, so, um, it's short though. And so she got

up, and then she saw this guy in the hall, with the girl's head
detached from her body, and he's holding it in his hand patting
it. (Audience: "Ooh!" "I know another one!" "Isn't that

gross?") (B-5)
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Colleen's succinct description of the intruder derived its shocking
quality from the implication of necrophilia, in addition to the horror
of the sudden murder. Although the girls probably knew little about
such an aberration, they reacted to the oddness of the murderer's pats
with pleasurable disgust.

A comparable story was told by Kathy at the Elderberry Troop camp-

out:

This disn't true. Uh, once upon a time there was this boy, and
his mom and his dad, and he was layin'--he was layin' in bed,
just thinkin' and everything, and his mom and and was in bed,
and he--he heard a peck at the window, and it was, um, a

colored person, there was time to get in, and his dad--and he
screamed, the little boy screamed (pause) and the mom and dad
heard it, and his dad, um, put a shell in his--in the gun, and
went in there, and he says (emphatically) "Come on in" and, but
didn't go in, you know, and he was--and this guy shot his leg,
and he started running off, and he was bleedin' and everything,
and he was runnin', and somehow he dropped his hat, but he didn't
go back and pick it up, and, um, he thought that, um, the guy
thought that he should go back the next morning, to see where

it was, and he went over a river, a stream or whatever, and then
went back on land, and then he came to another river, and went
down the river, and there was bl-o-o0-d and everything in the
river, and they couldn't ever find 'im the next day, they just

thought that they--they killed him. (E-77)

Unlike Colleen, who emphasized the intruder's actions rather than his
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physical appearance, Kathy placed considerable stress upon the fact
that the man who broke into the house was a "colored person.' The
parents' immediate retaliation against the black burglar contrasted
with the lack of opposition in Colleen's story, where the two little
girls had no parental protection. It is significant that the family
and community solidarity described in Kathy's story resulted in the
death or at least the disappearance of the burglar, while the parents’
abandonment of the two girls in Colleen's story culminated in the death
of one of them. The more detailed development of Kathy's narrative
indicated her enjoyment of storytelling and her ability to hold the
audience's attention.

Another story of Kathy's, E-73, had to do with the substitution
of a baby for meat by '"a colored woman." Jackie and Jessica both told
variants of the story (B-3 and -29) in which the horrifying substitu-
tion was put into effect by "a babysitter" rather than a member of a
different race. Thus, the danger came from outside the immediate WASP
compunity in the Ellettsville versilon, but from inside the diversified
community in the version told in Bloomington. These two stories are
certainly 'scary,"” but they telong to the specifically designated

f

category of '"true stories.'" Nevertheless, the legend of the baby
cooked as meat 1s not essentially different from other frightening
legends. As Linda Dégh and Andrew Vdzsonyi state in their article
"Legend and Belief,'" belief in a particular legend is difficult to
verify and does not constitute a major determinant of transmission.lo
In accordance with the girls' own genre system, however, it is neces-

sary to classify the "baby as meat" legends with the other true stories.

Differences in the two troops' preferred modes of description were
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shown in their versions of "The Boyfriend's Death," a popular and widely

1 In Elderberry Troop, one very brief rendition of

12

disseminated legend.l
this legend became the basis for a skit. A more fully-developed ver-—

sion was told by Betsy during the first storytelling session:

This man and lady were driving in the woods, and-~they ran out
of gas, so the man said, "I saw a gas station a few miles or--
about a mile to the back," so he went out, and he left the lady
all alone. A few days--or that night, they--she heard the slice

1

noise like, and she heard "drip-drop,” and "bang." She thought
it was just thunder and lightning, it was this man hanging, and
that slice was his throat cut, that "bang-bang" was something

banging against the tree, and that "drip-drop" was the blood

hittin' the ground. (E-6)

Shelley responded to Betsy's story with the comment, '"Fhat is the grossest
one I could--I've ever heard of." Trom all of the girls' mock-shivers

' it was apparent that the

at the sounds "drip-drop" and '"bang-bang,'
sound effects gave the story its shocking quality. Betsy explained

the origin of the noises in a matter-of-fact manner, without attempting
to dramatize the lady's discovery. Like the "knock-knock, scratch-
scratch" of one of Jackie's stories (B-7), the "drip-drop" and "bang-
bang" of Betsy's were sufficient to evoke a satisfactory response with-
out further elaboration.

Bety's version of "The Boyfriend's Death" contrasted with Debbie's

at the Bluebell Troop campout:

Okay, can I be next? Um, there was this--this lady and her boy-
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friend went out for a drive in the park, this woods, like, and
they went by the creek, and the boy had to use the bathroom so
he went to the creek, ockay, and while he was gone she heard
this scratching on the roof (Aud.: 'Oh, I heard this!") and,
she got really scared, and it Kept scratching and scratching,
so she climbed under--you know where the steering wheel is, down
in there, and then the police came, and they said, "Lady lady,
drive your car away and don't look behind you.'" And she tried
to explain to them that her boyfriend wasn't back yet, but they
kept saying, 'Lady,.lady, lady, go drive your car away and
don't turn, look back.”" But she looked back and her boyfriend
was hanging on a stick above the car, and his toenails were
scratching the roof (Aud.: 'Ooh!"), he was all cut open, his
guts were dripping out (Laughter; "Oh, sick!') and his blood

was all over the car roof. (B~2)

Debbie's story did not rely upon formulaic sound effects, as Betsy's
did; instead, it capitalized upon the potential for 'grossing out" an
audience through explicit details. By emphasizing the words 'stick,"
"toenails,” and "guts,"” Debbile elicited a shocked "QOoh!" from her
listeners. Before the end of the story, however, the tension broke
into laughter. The Bluebell Troop girls thoroughly enjoyed being
shocked by gruesome descriptions, but they did not usually sustain such
reactions as ""Ooh!" for more than a few moments. They required more
verbal stimulation than did the Ellettsville girls, and quickly wearied
of taking even the most horrifying descriptions seriously.

While the legends told by the Bluebell Troop members did not have

any specific location, some of those told by the Elderberry Troop girls
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were attributed to their own community. The legend cycle '"The Hook,"
for example, named the Dairy Queen, a popular meeting place for young
people in Ellettsville, as the spot where the crazed hook-man was lurk-
ing. '"The Hook" is especlally popular among adolescent girls, as the
many variants in the Indiana University Folklore Archives attest. In
his essay "The Psychology of Legend," Alan Dundes suggests that the
hook can be a phallic symbol. He states that this legend summarizes
teenaged girls' fears about parking, which is a situation conducive to
sexual advances.13 Pre—adolescent girls are less directly interested
in such matters, and '"The Hook" is probably secondary in their reper-
toires.

According to the fifth-graders of Elderberry Troop, the person
from whom they first heard about '""The Hook' was their teacher Mrs. Baker.
Joanie's version, told at the campout, took the form of secondhand per-

sonal experience without any claim to truth:

Here, this is what she said. Well, um, Mrs. Baker said that,
um-- (Aud.: "It's not true. Tell 'em that first:") Well, she
--it's not true., Mrs. Baker and her friend were in trouble all
the time, and one time that—-they paint '"Just Married" on the--
on Mrs. Baker's car, and put old shoes and honked their horns
about 9:00 at night, and then, um, they got tired of that, so
one night, they thought they'd, um, go up by this hill that
overlooks the 'sane--what is it? (Aud.: ''Sane asylum.")
'Sane asylum, and they had thelr music--they had their radio
all the way up, and the dial all the way up, and, um-- (Aud.:

"There came a flash.") There came a flash. 'Flash bulletin:
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A man escaped from the 'sane asylum.' (giggles) And it went
on about-~three or two--two or three times, and this girl in
the other car got scared, so they--they went to--they said
that they'd meet 'em back at the Dairy Queen, and so, um, Mrs.
Baker was staying there in her--~and some people and--kids in
the car, and then, and it went on again, and there was this,
there was a girl that got scared in Mrs. Baker's car, and she

said, "Oh, come on, it's just a big joke or something," and so

she got real scared and said, "Let's leave,"

so Mrs, Baker got
real mad and took off, and, um, she was getting ready to get
out of the car to go to the Dairy Queen, and, um, there was a

hook on her arm where the--there was this hook-man--hook-man

escaped from the 'sane asylum. (E-60)

Joanie's version of "The Hook'" was rather incoherent, but the
other girls did not mind helping to fill in the details of the story.
At the end, it was not clear where the hook-man had been and how his
hook was discovered. Whether or not the Dairy Queen was actually the
place of his appearance, the girls were pleasurably shocked at the
thought of his connection with the familiar meeting place. Although
they faithfully repeated the details of Mrs. Baker's purported experi-
ence, they all agreed that the story was 'mot true."” The inference
to be drawn from this classification was that either Mrs. Baker in-
sisted the story was untrue, or the girls themselves found it too far-
fetched to accept as a true story.

An interview with Mrs. Baker herself revealed that the narration
of scary stories was a regular part of the fifth-graders' classroom

routine. Mrs. Baker said that she would pull down the shades and turn
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out the lights, then tell about "umusual things' as personal experiences:
"I always make it up like it happened to me.'" Her repertoire included
"The Hook," "The Hands" (a variant of '""The Boyfriend's Death'") and the
legend of Stepp Cemetery. This method of transmission, from a teacher
to her pupils in a darkened classroom, did not seem to be typical of
Ellettsville Elementary School classes. None of the children mentioned
any teacher other than Mrs. Baker who told scary stories, except at
school Halloween parties.la Mrs. Baker's stories were important to the
fifth-graders, and influenced their ideas of what "scary stories' were
like; thus, they fulfilled a significant enculturative function. The
fact that the children did net accept them as true stories stemmed from
Mrs., Baker's reluctance to seriously frighten anyone, and her admission
that the events had not actually occurred.

The "Hook" cycle, as it was known to the children of Elderberry
Troop, included a prefatory legend to explain how the hook-man got his
hook. Having told the main part of the story at the campout, Joanie

went on to recount the prologue:

This is the part that's sposed to go with the--um--Hook before.
Well, there was this--there was this farm, and they had a whole
bunch of sheep and--sheep on it, and every night there used to
be this man that comes out and stayed with the cows. He's like,
like an ape man, and, um, one night the farmers got tired of it,
so one night they thought they'd hide in the pasture where the
sheep were at night, and, um, they waited and wailted and finally
there was this, r-r-r-r--r, man coming, and he was gettin' ready
to--strangle a baby cow, a baby sheep, and, um, the farmer took--

the farmers took the axe, and chopped his hand off, and he had
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to go to the hospital, and they put a hook on him, and said--

and sent him to the 'sane asylum. (giggles) (E-62)

This part of the Hook legend was less specifically localized than
the other, in which the Dairy Queen was a prominent feature. It did
include pastures and farm animals, however, with which all of the
Ellettsville children were familiar. In Bluebell Troop there were no
legends with rural settings, and indeed none that referred to the city
of Bloomington at all. The Ellettsville children's stronger sense of
a cohesive community accounts for this difference. The farmers' united
action against the insane "ape man" in Joanie's story is comparable to
the communal search for the menacing 'colored person'" in Kathy's text
E-77. Both stories feature deviations from community norms which must
be obviated by all residents' cooperation.

Some stories in the Hook cycle showed evidence of individual, spur-
of-the-moment creativity. Denise told a story at the campout which,
from its analogous setting and her frequent giggles, appeared to be

made up on the spot:

These Girl Scouts, they went camping, and then they got in the
camping house, and then they heard something banging against the
windows, and they opened the curtains-~there was this man with a
gun pointin' at 'em, and then they closed the windows and he
shot, too late--and (giggles) he shot the troop leader, she was
lcoking again and he shot her in the nose (laughs) and another
girl went to the hospital, took her, and they cut her (laughs)
nose off and put a hook-nose on her, and she came back--isn't

that funny--and then a man shot another girl, but he shot her
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arm off and they put a hook on her arm and then that's the end.

(E~63)

Denise's obvious pleasure in the story showed her enjoyment of fantasy,
which was shared by many other Elderberry Troop members. In this case,
the well-known legend of the hook-man served as a model for the imagina-
tive projection of a hook~arm for one girl and a ludicrous "hook-nose"
for another. Denise's giggles at her mention of shooting the troop
leader were indicative of her awareness that such statements could not
be made in everyday life. Within the framework of fantasy, however, the
mayhem was neutralized and brought no objections from the other girls or
Mrs. Porter herself,.

One type of scary story which the girls of both Bluebell Troop and
Elderberry Troop liked very much was the retelling of a horror movie or
frightening TV show. Structurally, these narratives were much less co-
hesive than other kinds of scary stories. They consisted of a hodge-
podge of recollected details, with occasional snatches of dialogue. 1In
Bluebell Troop, Annie was the only narrator whose vivid descriptions
and dialogue elicited a highly enthusiastic response from the other
children. One of her most successful narratives. told at the campout,

was based on the movie "Insomnia™:

Okay, this might have happened really, but I'm not going to tell
you the names. It's this, these two couples, they just got
married, and so—- (Aud.: "I remember this!") And so they went
to the store, and they got this big old, um, like pitcher, but
not a pitcher, it had, like it was carved, about this big. It

had a carving of, it was some kind of animal, but one night when
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they were sleeping, well I mean when the man, the husband was

on the couch, the door started to open, and you could see this
blue stuff all over. And so he looked and he said, "It must be
my imagination." And so then, he--it closed the door. And next
day, same thing happened, but it was at daytime at 12:00, it
opened again. And then afterwards, at nighttime (laughs) the
husband--I mean, wife and husband said, "Look, I'm scared," so
the wife~-it starts to open again, and the lady said, the man
said, "You stay here, while I go in," and all of a sudden the
door began to shut., It shut. And then all of a sudden these
other doors started to open. And a man came in with a broken
leg and stuff, and he goes (sinister tone) "You are my victim,"”
you know, kind of like—--like some kind of cretin. And he comes
up and goes—— (Alison: "You are my what?") Victim. And he
goes, she knows, ''No, no, not me! I'm too young to die!'" And
then he goes, and the man comes up, he comes chasing her around
there, he was real hunky, and he kepts talking about the devil,
and everything, that I live with him, and I shall perish him,
and all that sort of stuff and junk, and then all of a sudden
the door starts to open, and the lady came in, and the man came
to the lady and took her, and he fainted 'cause he was so ugly,
and started kissing her and all that junk, and he took, took an
axe and chopped, but when he tried to chop him, he wouldn't be
killed. (Aud.: '"Chop what?") Chop him up! But he wouldn't
be dead! He'll be still walkin' and kissing like some kind of
fag, and then he goes-- (giggles) And then all of a sudden the

door started--all of this stuff just started cavin' in, and then
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one fell on the man, and he--and then a girl, and he was trying
to get the lady, but he was trying to go—-uh!--like that. (Aud.:
“Don't touch me!" Annie laughs; '"Oh, gross!") And then the lady
came, and she got--she was so weak, and the man says, "Go get
the axe! Go get the axe!' And she--and he chopped the man,
but he didn't kill him., He goes, "Chop the door: Chop the

o

door.!'" and so he chopped the door, and all of a sudden~-you know

the carving? (low volce) It started leaking out blocod. And he

kept going~-chl--and each time she would whack it, it would, it
would be bleeding on the door, instead of him, and he'll be
getting slices over his eye each time he whacked it. ("Oh,
that's neat!") And so he whacked it right in front of, across
his eyes, you know, and he could--you could look in it, and

half of it was up here, and half of it was down Liere. (''Oh,
gross!'") And blood was dripping off from the sides. ("Oh,
gross.'") And, um, and then she chopped him on the cheek, and

it broke right here, and his tooth was, you know, sort of like
jammed in his jaw. (Giggles from audience) And then he chopped
him all over, and blood was just leaking over thelr carpet,
white-carpet floor. (Protesting "Oh." from audience) And all
of his body, including his arm, fell off. ("Oh, God!") And

you could--they showed the inside of him, where the green blood
is and the bones are. (Aud. giggles, "Blue blood!") And his
eyeball was off; it fell because it made a big notch in it, and
it fell off on the floor and started rolling around. ("Ooh!")
He goes, "Thank God it didn't happen to me." And the door shut
and then the door opened again, and all they saw was their closet.

(B-14)
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Although the first part of Annie's story was quite long and dif-
ficult to follow, none of the audience members protested. Several of
them indicated that they knew the movie in question, and they all waited
patiently for the "real gross part." As soon as Annie began to describe
the bleeding statue, the audience grew more appreciative: '"Oh, that's

neat!"

Then, as the details of smashed teeth, severed arm, and green
blood began to accumulate, there were howls of "Oh, gross!" and "Oh,
God!" By the end of the "green blood" description, the tension broke
and many girls giggled. Their delight in Annie's ability to convey
gruesome scenes showed the extent to which the mass media had influ-
enced their capacity for enjoyment. Further evidence of their media-
oriented priorities was given in the seance, where the figures to be
"brought back" were heroes of horror movies. The seance itself will
be discussed in Chapter 6.

In Elderberry Troop, retellings of scary movies were more matter-
of-fact and less devoted to descriptions of blood and gore. Signifi-
cantly, there was much more cooperation among the children in remember-
ing important details. As noted in the discussion of troop meeting
behavior, the Elderberry Troop girls were better able to cooperate and
less competitive than their fellow Scouts in Bloomington. Shelley's

retelling of "The Fly," for example, was expedited by comments from

several audience members:

It's about the fly, like that fly show, some of you might know,
but this man, he's doing something, and he had had this really
dumb experiment. He thought it was really great. So he--so

he~--he tried the cat, since he thought it~-see, his guinea pig

worked in it, so he tried the cat but the cat--it seemed like
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he went out in outer space, out like that. You could hear its
echo. It really sounded funny. And he--he did a bottle of wine
with his wife down there. And then he--he turned into a--he

had the fly's eyes, the whole head. He had the head and--1
think that's all. (Aud.: 'No, the fly's leg.") Yeah, and the
fly's leg. ("And then they had the fly with the white head.")
Yeah, ‘cause his little boy caught it, and his mother said
(shrieks) "Ooh, get away--just throw it outside, let it gol"

And his father--and hig wife said, I mean, and the--guy who
turned it into a fly, he said, "You have to find the fly with
the white head," and--and the--and his wife goes, "I found--I
didn't find it but my son found it, and I made him get rid of
it." And at the end of the story he put 'im--his wife had to
work the controls because he had to have his head smooshed, put
his head in his hands, and--("He didn't know what he--they was
gonna do.") Sc he just-—- ("And at the ending there was a little
fly caught in the spiderweb.') Yeah, it's caught--that's right.
"Ooh, I'm scared!" He haa a real, real, real wierd voice. And
at the end that puy goes like (abrupt hand motion) and he killed

both of them. (E-8)

After Shelley's first hesitation, the narration of '"The Fly'" be-
came a communal venture. The other girls offered additions and correc-
tions in a courteous manner, and Shelley accepted them with good grace.
According to Sylvia Grider's discussion of '"medla narraforms," the sixth-
graders of Gosport Elementary School also pooled their resources in the

15

recollection of favorite films. The lack of cooperation in Bluebell

Troop stories of the same type is indicative of the competitive spirit
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engendered in children of the academic community at an early age. Al-
though some of the Bloomington girls vigorously interjected comments
into each other's stories, they did not like being interrupted them-
selves. This contrast in the two troops' storytelling behavior re-
flects a fundamental difference in standards of social interaction that

deserves further study.
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IT. FUNNY-SCARY STORILS

In contrast to truly frightening narratives, 'funny-scary stories"
provide comic relief within the framework of mock-frightening occurrences.
Most of these stories conform to the patterns of traditional folktales,

in particular types 326, The Youth Who Wanted to Learn What Fear Is

and 366, The Man from the Gallows.l They are similar to jokes in that

they culminate in a ''catch ending,"

usually a humorous remark that
effectively neutralizes the fearfulness of the initial situation.

The funny-scary story is essentially a transitional genre. Like
the folktales that pre-school children learn from their parents or from
Disney films, it always ends happily. Certain television shows, such
as "The Addams Family" and '"The Munsters,' influence children's expec-
tations by showing outwardly frightening characters to be funny and
harmless. When a child reaches school age, he has the opportunity to
exchange stories with his peers. Sylvia Grider has pointed out the

1

popularity of "folktales with catch endings' among children in the
first year of elementary school.? Unpublished studies of second- and
third-graders' stories offer additional evidence of the funny-scary
story's prominence.3 On the basis of these studies, as well as the
stories told at Brownie daycamp, it can be concluded that these narra-
tives are central to the early development of storytelling competence.
By becoming familiar with funny-scary stories, the child absorbs the
concept of "a good scare" which prepares him to deal with more serious
traditional narratives concerning the supernatural,

The popularity of funny-scary stories among elementary school chil-

dren begins to wane around the fifth grade, when such legends as '"The
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Hook" capture the attention of the young narrators. By the sixth
grade, many children prefer 'real scary storiles" to the comical narra-
tives with which they have been familiar for years. In the first,
second, and third grades, however, the funny-scary story 1s still
fairly new and exciting. Some of the seven- and eight-year-old girls
at Brownle daycamp were already competent narrators of this type of
story, while others listened with wide-eyed attention. Whenever the
tone of the storytelling sessions became too serious or frightening,
some of the more adept storytellers were able to come to the audience's
rescue by telling funny or funny-scary stories for a while,

The term "funny-scary" is in itself a deterrent to real fright.
It is significant that the word "funny' precedes "scary,'" although the
humorous portion actually comes at the end of the story. Nearly all
of the Brownies scrupulously identified theilr stories with the complete
term, while the Juniors would casually say, '"This story is funny and
scary" or omit genre identification altogether. This difference was
not surprising in light of the greater importance of well-defined
expectations for children who are just beginning to learn how to deal
with storytelling situations.

During the first recording session at Brownle daycamp, the audience

reacted negatively to a "sad story" about the death of a family pet.4

One of the girls pleaded, "Oh, tell a happy joke!" 1In response to

this request, three funny-scary stories were offered in quick succession.
The first two, 'The Ghost of the Black Eye' and 'Bloody Fingers,"

evoked highly enthusiastic giggles from the audience. The third, told

by seven-year-old Stacy, was less merrily received.

I got a funny-scary story. One time this little boy and girl
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were walking home from their uncle's house, 'cause they stayed
too late, and they were walking past this house and people say
it was haunted. And then they stopped to look at it and they
heard something say, "It floats! It floats!" And then the
little girl was real scared, she said, '""What floats? What
floats?" And he said, "Ivory soap floats.' (Audience: 'What?';

delayed laughter) My dad told me that one. (CP-4)

Although Stacy's story followed the funny~scary pattern with its
injection of a humorous remark into a frightening scene, it did not
immediately elicit laughter from the audience. The problem was not
stylistic, as Stacy clearly recounted all of the necessary details and
smoothly balanced the ghost's wail, "It floats! It floats!' with the
double question, '"What floats? What floats?" ©Nor did the story depart
from the usual concept of frightening apparitions, as the ghost's wail
can be classified under the common motif E402, "Mysterious ghostlike
noises heard."5 The audience's difficulty seemed to stem from the
punchline itself, which originated from the Ivory Soap advertising
campaign in the 1950's and perhaps earlier. For Stacy's father and
others one generation older, the slogan "Ivory soap floats" is more
meaningful than it is for modern children exposed to an immense variety
of advertising slogans. Neverthelesg, the children soon grasped the
humorous intent of the punchline and laughed politely.

A bit later in the same storytelling session, after several scary
stories had been told, a few members of the audience showed signs of
increasing fright. One of the smaller girls started to shiver and ex-

pressed her discomfort with a tacit entreaty: 'Most of them are scary
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stories.'" Another girl timidly asked, "Is it scary?" as each new story
began. Jennifer, one of the more sensitive and competent storytellers,

responded to the others' unhappiness with a more cheerful narrative:

I know another one, this is funny-scary too. (Audience whispers:
"It's funny-scary!" '"That's her third one!") Once there was
this guy and he was locking for a, um, motel, and he found one.
Everybody said it was haunted, but he said, "Oh, it's not
haunted!" And so he went into, and so he went to bed, and he
shut off the light, then, and he went to sleep on his back,
Then he woke up, and he looked, and he saw two white things
sticking up from his bed, and they moved, and he thought 'Oh,
this must be haunted,” and so he turned around, but he keeps
seeing that, and he was scared, and so he finally turned on the
light and there were his toes, sticking out from the covers.

(Cp-11)

Jennifer's story was followed by an immediate outburst of laughter
from the audience. Those who had showed the greatest fright beforehand
laughed particularly loudly, with tangible relief. The story of the
spooky toes is quite popular among children in the early elementary
grades., Maria Leach includes a variant of this story in her collection

of ghost stories for children, The Thing at the Foot of the Bed.6

Since this book can be found in most elementary school libraries in
the Bloomington area, it is possible that Leach's variant has substan-
tially influenced the story's dissemination.

At Junior daycamp there were fewer signs of discomfort during the

narration of scary stories. The proportion of funny-scary stories was
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nearly as high as in Brownie daycamp, but the narratives were told for
entertainment without the need for a safety wvalve. Nine-year-old Amy,
for example, casually introduced her story 'The Viper" in this manner:
""Mine starts out as & ghost story and ends up pretty funny."7 The
audience laughed with genuine amusement at the punchline of each funny-
scary story, although some of the ten- and eleven-year-olds were less
attentive than the others.

There was a marked difference in the prominence of funny-scary
stories in the Bluebell and Elderberry Troop repertoires. There were
half again as many such stories in Elderberry Troop, the members of
which thoroughly enjoyed each story's mildly humorous punchline. In
Bluebell Troop, on the other hand, the only truly successful funny-
scary story was the slightly off-color rendition of "It's a-Comin'."
The Bluebell Troop girls were impatient with "babyish" stories and
laughed most enthusizstically at "gross' or "masty” ones. Only the
one funny-scary story, "It's a-Comin'," fell into the category of gross
stories,

The members of Elderberry Troop were familiar with a wide range of
funny-scary stories: "Bloody Fingers,'" "One Black Eye," "The Ghost of
Hairy Head," "The Golden Arm,'" and others. As previous studies of
children's narratives have demonstrated, ''One Black Eye" and '"Bloody
Fingers'" are among the most popular storiles told in the early grades
of elementary school.8 In two different narratives, one told by Joanie
and another by Carolyn, the punchlines of these two stories were brought
together. Joanie began her story without any indication of its genre,

but the word "hotel" served as an effective cue of its content:

Well, there was this man, he was real tired and he was comin',
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he was on a vacation, and he was goin' somewhere, and, um, he
saw this hotel up the road (Audience smiles knowingly), and he
stopped, and he was gonna stay there for the night, and he
asked the, uh, the hotel man if there was any rooms left, and
he said, "Yeah, thirteen, but it's haunted," he said, "I don't
care, I'll take it,"” 'cause he thought it was a joke, s0 he
went--he went up there and he was in, and, um, someone said
sumpin' and he jumped out the window, and then a girl came--uh,
a lady came and asked if there was a room left, and he said,
"Thirteen, yeah, thirteen, but it's haunted,’ well, she went
up there, and she heard somethin', and then she jumped out the
window, and, um, the little--uh, the little baby went up there
and, um, asked the hotel man if there was room left, and he
said, '"Yeah, there's thirteen but it's haunted," well the baby
went up there and, um, they didn't jump out the window 'cause
it said, "It's bloody fingers, it's two--one black eye ghost,"
and the baby said, "Well, I'll give you two black eye ghost if

you don't shut up." (Loud laughter from audience) (E-56)

Joanie's initial vagueness about the mysteriocus noise in room thirteen
("someone said sumpin''; "she heard somethin'') seemed to be a result
of indecisiveness rather than lapse of memory. She was obviously
familiar with both "One Black Eye' and "Bloody Fingers,'' and included
words from both stories in the final encounter of the baby with the
ghost. The "one black eye" segment was Joanie's choice for the punch-

line: "Well, I'11 give you two black eye ghost..." None of the

audience members expressed disapproval with regard to the mixing of
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story elements; on the contrary, they all laughed enthusiastically.
Since the well-known situation of the hotel with a haunted room can
lead to any of several mysterious ghostlike noises in funny-scary
stories, the children's acceptance of multiple noises is appropriate
to their simultaneous awareness of different variants.

In Carolyn's story "The Four Bears" (E-68) the locus of ghostlike
manifestations was a haunted attic rather than a haunted room. Each
member of the bear family took turns sleeping in the attic, and was
greeted with a mysterious voice: the papa bear heard, "I'm the ghost
of hairy head," and the mama heard, "I'm the ghost of bloody fingers."
Carolyn solved the problem of two separate voices by introducing "two

baby bears'" to deal with the threats.® The first baby bear replied
to "Bloody fingers'" with the putdown "You better, um, go away because

you don't got no bandages," while the second vanquished '"hairy head"
with "You better shut up, or you're gonna be the ghost--ghost of baldy
head." The audience's response to this story was even more uproarious
than the previous laughter at Joanie's story. Although Carolyn was not
one of the outstanding narrators of the troop, her ability to handle
two separate herces and punchlines was unusual. Many of the putdowns
in funny-scary stories are delivered by the baby or youngest child
(motif LO, "Victorious Youngest Child") but Carolyn's story is the only
one in this sample where two babies deliver two different putdowns to

a pair of ghostly voices. Whether it resulted from simple familiarity
with different kinds of voices or intentional manipulation of the funny-
scary format, the story offers proof of the versatility and potential

expansiveness of the genre.

In contrast to the variety of funny-scary stories about mysterious
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noises in Elderberry Troop, there were no such renditions of '""Bloody

10

Fingers,'" "One Black Eye," or "Hairy Head" by the Bluebell Troop girls.
Their interest in luridly scary stories, as well as gross and nasty

stories, was not conducive to the telling of mock-fearful stories with
innocuous punchlines. The response to "It's a-Comin'," however, showed
that the girls were familiar with the "haunted room" situation, Several
of them tried to correct Jackie's version, but she firmly upheld her own

rights as a narrator. She began with a doubly negative genre identifi-

cation.

I bet almost all of you know it, but I still--it's not really a
ghost story, but it's not true either, it's about, you know,
okay, well see, um, this old man went into this hotel, and it
was a real busy hotel, it was a pretty old one, and so the old
man goes (weak, shaky voice) "I want a room, good man, I want a
little--" And so she goes, "Okay, the only room we have is room
2~-240--20--202," and so he goes, 'Okay, 1'll take it." And so
he went up there, and he was, uh, in bed one night and he heard,
"Uh! It's a-comin'." (Debbie: "Oh, I know that one.'") Don't
tell it, Debbie! And so he tried to run away downstairs with
his cane, and he goes up in there with "Oh, excuse me, there's
something up in that room up there, I'm getting out of here," so
he just ran off. And so, and so this lady came in, you know, she
was about in her--forties. So she goes (petulantly) "I want a
room!" '"Okay, but the room--somebody just ran out and they said
they heard a noise," and she goes (shouts) '"Well, I don't care,

just gimme a room!" And so she goes, "QOkay, room 202," and so
g
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she went, she went up there, but, um, and she was putting her
makeup on in the morning, she heard, '"Uh! 1It's a-comin'."
(Alison: '"Oh, I've heard this one!")} She ran downstairs, and

she goes, '"Hey, mister, there's something up there,' and they

go, "Okay! Okay! Okay! Let's just go there and check it out."
And so they went up there and they didn't see anything, you

know, they just looked in there, and they didn't hear it. And

so this, um, hippie comes in there, and he goes, (hippyish
accent) '"Hey, man, I want a room, now." And so they go, "Okay,
but this room is, you know, people say it's, there's something--"
He goes, "Shut up and give me a room right now! I don't care if

' He goes, I mean she goes, ''Okay, the

it's haunted or anything.'
only room is 202, go up and see for yourself, man." And so he
goes up there, and he's in, he's you know, watching TV one night
and he hears, "Uh! 1It's a-comin'! Uh! 1It's a-comin'!" (Out-
burst of laughter from audience) And he goes by and he says,
"Hey, hey, you're right, you know, man, there's something in
there," so he goes out, and then this little kid about four,
three years old goes in-- (Debbie: '"Four!') Nuh-uh, three.
Three-- (Debbie: '"Four!" Audience: 'Oh, Debbie, let her tell
it!") He comes in and goes (babyish voice) '"Uh, uh, I wanta

' and she goes, ''You're sposed to be with your mama," and

room,’
he goes (tearfully) "No! Gimme a room!'" (Audience laughs)

And she goes, "Okay, but this room's been haunted,'" and he goes
(whines) "I don't care!" (Much laughter from audience) And so

he goes up there, and he's in bed one night with the covers

pulled up to right there, and he hears, "Uh! 1It's a-comin'.
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Uh! It's a-comin'." (Gilda: "It's a funny one!") And so he
goes into his bathroom, and there's this little kid on the
toilet (laughs) going "It's a-comin'!" (Whole audienrce laughs.

"It's not a scary one, Jackie!') (B-10)

Jackie's initial explanation that her story was "not really a
ghost story, but ... not true either" provided a positive genre cue
by establishing two poles of non-equivalence. The term '"ghost story"
implies some sort of frightening content, whether in the form of a
truly scary story or of a funny-scary story in which ghosts appear.

In Jackie's story, however, there was no ghost at all; just a "little
kid on the toilet.'" This denouement is comparable to the discovery of
talking ants in a tollet or a monkey peeling a banana in the bathroom,

featured in stories told by other Brownie and Junior Scout groups.11

Such scatological humor is particularly appealing to young children.12
Having nullified any expectations of a ghost story, Jackie proceeded
to assure the audience that her story was not true. Previously, dur-
ing her babysitter story (B-3), one girl had pleaded, "Oh, don't tell
true stories! It scares me!" Thus, Jackie was careful to explain

that there was neither "true' content nor indeed a ghostly apparition
of any kind.

The other children's comments ("It's a funny one!'; "It's not a
scary one, Jackie!") showed their awareness of the mixture of funny and
scary elements in this type of story. The scatological humor of the
story brought it close to the funny (gross) narratives that the Blue-

bell Troop girls loved, but its "haunted room" setting gave it the

quasi-frightening buildup towards comic relief that is the essence of
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the funny-scary story. The fact that someone found it necessary teo

" indicated that the ambivalence of

comment ''It's not a scary one...
the setting had been effectively communicated to the audlence. Jackie's
ability to imitate different kinds of voices was an important factor
in the story's success, as the outbursts of laughter after the intro-
duction of each new voice demonstrated.

In addition to the '"haunted room" stories, which can be classified
under type 326, both Bluebell and Elderberry troops were familiar with

stories cancerning the theft of some part of the body which belong to

type 366, The Man from the Gallows. There were two stories about a

stolen liver and three about "the golden arm" in the Elderberry Troop
repertoire. The girls' enjoyment of these stories contrasted with the
Brownies' apprehensiveness towards bloody livers and severed arms.l3

Kathy told the first story of this type in our initial session, with

a prefatory denial of seriously frightening content:

Oh, this is like a joke, though. See, there's this boy, and

' and he seen

his mom says, "Go to the store and get some liver,'
this good-looking candy, he goes, 'Oh, that looks so good,'
when he was gettin' back he was gonna go have some supper, so,
and--he bought some candy, he knows he didn't sposed to, and he
ate all that, he was full and--candy down and said, "Uh-oh, I
was sposed to have supper,' so--there was a hanging--this man
was going to be buried, so he goes to this graveyard, this man,
he cuts out the (giggles) liver and then he knows that--what--

what it is and he takes it home, 'cause he's full and stuff,

and he don't want any, and she cooks it up, and she--and the
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mother goes, ''Okay, Johnny, it's ready," and he goes (slowly)
"I'm not hungry." So they eat, sit down at the table and then
at night he goes to bed and goes (low, breathy voice) '"Johnny,
I'm on the first floor. I want my liver back. Johmny, I'm on
the second floor. I want my liver back!”™ Then it goes on and
on to the twelfth, um, store, and it goes, 'Johnny, I'm on the
third floor. (voicebecomes higher)} I want my liver back:" "I
don't have it! Mom cooked it for supper!" (pause: laughter

from audience) '"Johnny, I'm on the fourth way—-" 'Get away from

me! I don't have it! Mom cooked it for supper!" "Johnny, I'm
on the twelfth--" "I don't have it!" (Audience laughs; "Scat!."
"Scram!') (E-2)

Kathy's first rendition of the liver story was much less polished
than her second (E-45) during the Halloween recording session. At that
time she told the story with almost no hesitation, did net confuse
"floor" with "store" or "way," and added the traditional ending: "I
gotcha!" 1In spite of the omissions and hesitation in the first version,
the other girls responded with appreciative laughter; in fact, they
filled in two ways for Johnny to get rid of the ghost by shouting "Scatl"
and "Scram!" It was apparent that none of the girls found the story to
be seriously frightening. Their laughter and one girl's remark a moment
later, "That's a cute one," contrasted sharply with the "Ooh!" that
greeted each successful scary story.

An interesting variation on the theme of '"the stolen liver" was
introduced by Denise, who gave two almost identical versions: one
about a girl named Rosie and another about a girl named Daisy (E-29 and

-39). Denise began with the familiar situation of a child needing to
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buy food for her mother, but went on to a scary rather than a funny-

gcary ending:

There was this girl named Rosie. Her mother told her to go to

the store to get some food. And when she came back she tripped,
and then her boyfriend came and said, "What's the matter, Rosie?"
She says, 'My mom told me to get some food from the store, and

she said if I don't come back at night she'll chop my head off

and eat it." (laughs) And, um, he gave her some money and she
went back to the store and brought it and she tripped again, and
her thing came off and her friend said, "What's the matter, Rosie?"
and she said, "My mom told me to get some food and I tripped and
if I don't bring it back my mom will chop my head off and eat it."
And then she, her friend gave her some money and she went and
brought it, and then she came back and she tripped again, and then
her girlfriend came over and said, "What's the matter, Rosie,”

and she said, '"My mother told me to get some food, and 1f I don't
she'll chop my head off and eat it," so then her girlfriend gave
her some money and she came back and she tripped again, and she
went back and told her mother all the stuff that happened, and

her mother chopped her head off and ate it (giggles) and her father
came up and said, "Where's Rosie?" "She's at her gramma's,'" but
that night her, his, her father chopped off the mother's head and
eat it, and then he went in the woods and the woods ate his head

off. (Audience: '"Gro-s-s!" "Ooh!') (E-29)

The shocked response of the other children showed that they accepted

Denise's narrative as a scary story. Although the need for replacement



134

of food (more specifically called "meat" in the second version) was

the same as that in the liver story, there was no succession of ghostly
threats and no catch ending. Instead, Denise laughingly introduced a
taboo subject that appeared in a number of the Elderberry Troop stories:
parents killing and eating thelr own children.14 The children's fascina~
tion with this topic shocked their mothers, several of whom nervously
said, "We didn' know they told stories like this" after seeing the
Halloween videotape. While the "real scary storles" in the Ellettsville
repertoire were based upon deviation from community norms, this border-
line scary/funny-scary story brought out one of the strongest taboos in
a setting that first appeared to be mock-frightening but proved to con-
tain real danger after all.

The same prohibition against parents' consumption of their children's
flesh appeared in the 'butt story" told by two Bluebell Troop members.
Although it was quite similar to Denise's narratives, the butt story re-
ceived an uproarious response. According to the children's reactions
and the retention of much of the "stolen liver" format, the story can
be placed on the borderline between funny-scary and funny (gross) stories.
It is significant that the Bluebell Troop girls were pleasurably shocked
by this "gross" variant, while the girls of Elderberry Troop preferred
tc experiment with the potential for serious fright. The first "'butt

story" was told by Linda during the Bluebell Troop campout:

There was this little boy, and he's--they were getting ready to
eat dinner, him and his family. And so his mother says, "There's
no meat left--" (Audience: "Oh, I know that one!" "Oh, I know:.")
so you have to go to the store." And so, to the store, and his

mother gives him about two dollars to get some sliced meat. So
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he goes to the store, and--I mean he goes someplace with his
friends and gets a whole bunch of candy and everything, and

then he goes to the butcher shop, and then asks for a knife,

and then he, um, goes-- (Audience: '"Into the bathroom.”) In-

to the bathroom, he cuts his rear off, rear end off. (Audience:
"Uh~uh! It's his butt off, it is.") The way I heard it, it's

his rear end. (Audience: "He made a hotdog out of his rear
end." '"Gross, it's all dripping out." Continuing laughter)

And so he cut his rear end off, there's a whole bunch of slime,
and he goes home, and then he went home and said, ''Here, mom,
here's your meat." (Much laughter from audience) And so they
--they eat it and everything. And they eat it raw for sandwiches.
(Audience: '"Ooh!" '"Very gross.") And so then, after that, her
mother says, 'Mmum! That was good!" (More laughter) So she

sends him out to get some more. So she gives him about five
dollars this time, so he could get extra. So he went with his
friends to the place and then got a whole bunch of candy again,
and then went back to the butcher shop and asked for, um—-
(Audience: '"Axe-knife.") A butcher knife. (Aud.: "A cleaver!')
So he does the same thing again. And then, and then his mother
says, '"That was good," and everything, and says, "Well, now it's
time for you to take your bath." (Audience: '"Nuh-uh! WNo, he
cuts off the front, and then he goes and he--let me tell the rest,
okay?" Let me tell it!") And so then he went in to take his
bath, and then his mother comes in and says, um, "Let me see if

t

you're clean,” and he goes, "No, mom, that's okay, 'cause I can,

1'11l wash real good this time, I promise." And then he--and then
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his mom goes, ''You better stand up to see if you're clean," and
when he stands up, she says, "What happened to your rear end,"
he says (petulantly) "You ate it!" (Much laughter from audience)

(B-11)

As the audience reaction indicated, several of the Bluebell Troop
girls knew the "butt story" and were willing to fight for their own
version. When one girl trled to take over the narration of the story,
however, the others stopped her. Unlike the "stolen liver" story told
by Kathy, this narrative contained no theft from a corpse and no ghost-
like voice. 1Instead, the young hero intentionally cut off his own
flesh as a substitute for the meat he could no longer afford to buy.

The triumphant punchline of the story, "You ate it!," owed its effective-
ness to the boy's mother's complete ignorance of his deed (G61, '"Relative's
flesh eaten unwittingly') rather than deliberate cannibalism, as in Denise's
story (G72.1, '"Woman plans to eat her children.'")

The Bluebell Troop girls expressed no horror at the mother's con-
sumption of her child's flesh. They were delighted by the increasing
grossness of the story: the slime, the raw meat in the sandwiches, and
themother's enjoyment of the meal. Although the story focussed upon
"eross'" details, there were some indications that a "nasty' version
existed. Linda's most vehement competitor said, '"No, he cuts off the
front, and then he goes and he--let me tell the rest, okay?" The others
seemed well satisfied with Linda's version, however, and Gilda's later
retelling of the same story (B-48) resembled hers in most details.

Another important sub-type of The Man from the Gallows, entitled

"Tha Golden Arm}' was well known to the members of both Bluebell Troop

and Elderberry Troop.15 "The Golden Arm"is probably one of the first
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stories that young children learn from their peers, as many third- and
fourth-graders already consider it to be an "oldie." At Brownie day-
camp the most enthusiastic narrators of"The Golden Arm"were seven- and
eight~year-olds who said that they had recently learned the story. None
of the Ellettsville girls showed great eagerness to tell or listen to
it, but they were sufficiently enthusiastic to tell three different
versions. The first, Lora's (E-3), was a cursory rendition with no
catch ending but a final statement: "She got so scared, she just died."
Towards the end of the same storytelling session, Betsy offered a more

coherent version:

It's just like that one, but different. Well, see, there was
this man and woman, and they just pot married, and, um, this
lady, she had to get her arm cut off, I don't know why. And he,
he l1liked her sc¢ much that he got her a golden arm, and, um, she
died and he buried her and, um, he got--he was gettin' poor, so
he--so he dug her up and took her golden arm, and he went back
home, and a few weeks later, um, he heard this noise (moans)
"Where's my golden arm? Where's my golden arm?" (Audience:
"Give it back!") She's in the living room, and it got in the

' and she—-and, um,

hallway and says, "Where's my golden arm,'
she opened the door and then closed it and says, "Where's my
golden arm, where's my golden arm," and he sald, "Well, I took

it because I was gettin' poor." (giggles) (E-21)

The husband's lame rejoinder at the end of Betsy's story elicited
a few giggles from the audience, but no stromg approval or disapproval.

Its anticlimactic effect can be compared to that of the "real stupid"
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or self-explanatory remarks at the end of certain funny stories popular
among the Ellettsville children. In contrast, Patricia's version of
the story (E-36) ended with a more serious and inventive conclusion:
",..and finally the next morning, when he was driving, he found her
golden arm hanging up by a rope in the, um, garage.'" The greater
gravity of Patricia's ending can be at least partially attributed to
her gerious attitude towards Halloween, during the celebration of which
her story was recorded. Interestingly enocugh, none of the three ver-
sions of"The Golden Arm''culminated in the catch ending which Mark Twain

16 The

considered to be a highly important and delicately~timed climax.
girls seemed satisfied with their own low-key endings, perhaps because
the familiar'Golden Arm"was no longer an exciting story that merited
special effects.

In Bluebell Troop the girls agreed that "Everybody knows'The Golden

Arm,"

and only one narrator, Debbie, offered to tell the story. Her
rendition (B~17) contained many garbled statements in approximation of
the style of a literary fairy tale. For example, when the queen sudden-
ly lost her arm, a peddler asked, "Oh, thy queen, what has happened to
thy arm?" and the queen replied, 'Oh, peddler, shovel it--go away.” In
the middle of Debbie's story, when the king decided to buy the queen a
golden arm, one audience member protested, 'Oh, I know this! This is
such an oldie!" As the story progressed towards its conclusion with
the queen's death and the appearance of her ghost, the noise in the
audience increased to near-pandemonium. Debbie finally gave up, and
said apologetically, "I messed up somewhere.'" As this response demon-

strated, a familiar funny-scary story with no outstandingly gross or

humorous aspects was not sufficient to capture the attention of the
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Bluebell Troop girls.

THe two troops’' different attitudes towards funny-scary stories
represented a fundamental difference in priorities. While the Bluebell
Troop girls were keenly interested in experimenting with gross details,
the girls of Elderberry Troop were more enthusiastic about the super-
natural content of their narratives., Much greater courtesy towards
individual narrators prevailed in the Ellettsville sessions, whereas
the University School girls did not hesitate to fight for turns and
for their own versions of details in other narrators' stories. These
widely divergent standards of behavior are attributable to the degrees
of permissiveness and stability in the two communities, briefly compared

in Chapter 1.






































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































