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A GUIDE TO TEACHING ENGLISH

The Wisconsin Department of Public Instruction is proud to publish
this volume entitled, English Languoge Airts in Wisconsin, We are confi-
dent that it will make a significant contribution to the improvement of
instruction in the Language Arts in the schools of Wisconsin and other
places where it will be used. The process by which it came into being is
somewhat unique in that it involved the contributions of literally thousands
of Wisconsin teachers under the capable leadership of a distinguished
scholar in this curriculum area, Dr. Robert (. Pooley. This volume, in a
sense, distills the best thinking of teachers, teacher educators, and other
authorities in the field into a practical and common-sense approach to the
teaching of the English Language Arts.

Although much of this publication can be applied almost directly to the
classrovin experiences shared with pupil motivation arising from pupil-
missed if it is used as a “recipe book.” Undoubtedly the greatest benefit
can be derived from its use as a guide to assist professional educators
build classroom experiences that are meaningful and rewarding to children.
Much still needs to be done to weave the raw material of this guide inte
classroom experiences shared with pupil motivation arising from pupil
felt needs. Once these needs are identified, children do not work them
down into neat little packages and categorize each package as literature
or speaking and writing or the structure of the language. It is the responsi-
bility of the educator working with children to help them meet their
needs through the study of a wide variety of experiences. The study of
literature, for example, cannot achi. @ its greatest possible good if it is
done in isolation. The wise teacher will help children understand and ap-
preciate the fact that good writing expresses the author’s ideas and his
feelings in such a way that the reader can share them. The teacher seeks
to inspire yvoungsters also with the desire to be able to express ideas
and feelings clearly. In doing so, speaking, writing, listening, the language
itself become involved in an integrated package directed toward the meet-
ing of individual and group needs. As teachers and other school personnel
devise such units, test them, revise them, and further refine them, children
will be developing better skills and habits of communication through the
use of the English language.

It is in this spirit of professional guidance and leadership in the
English language arts that I commend this publication to the teachers,
supervisors, and administrators of Wisconsin.

obert C. Van Raalte
Assistant Superintendent
of Public¢ Instruction
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FOREWORD

This curriculum guide presents in one volume
the revised and corrected texts of three curricu-
lum guides previously published: Teaching Lit-
erature in Wisconsin (1965) ; Teaching Speak-
ing and Writing in Wisconsin (1966); and
Teaching the English Language in Wisconsin
(1967). Each of these when issued carried the
designation “Experimental Edition.” Through
use in the schnols, study by selected commit-
tees of teachers, and analyses by experienced
consultants, the best aspects of these curricu-
lum guides have been strengthened and en-
larged, and the weaker aspects improved or
eliminated. Obvious errors where discovered
kave been corrected; every effort has been
made to avoid further errors, but as perfection
is rare, we ask the reader’s charity toward any
undiscovered lapses. Gratitude is expressed to
the host of teachers, administrators, summer
institute members, and expert consultants who
labored faithfully and in most instances with-
out compensation to improve the guides here
brought together in one volume. This curricu-
lum is in every way the product of the think-
ing, planning, and writing of Wisconsin teach-
ers.

In the making of a comprehensive curri-
culum two conflicting values must be recon-
ciled. One important velue is continuity: the
development of a curriculum to provide contin-
uous growth in English for children and youth
from kindergarten through grade twelve. This
language arts curriculum presents sequential
growth in literature, speaking, writing, and
language competence in separate, parallel pro-
grams designed to emphasize the continuity of
progress in these language areas. The second
major value is integration: the development of
a curriculum in which the areas of the language
arts are used together te reinforce each other
so as to increaze the effectiveness of each. Al-
though to stress continuity this curriculum
presents successive programs in literature,
speaking and writing, and language and gram-
mar, the value of integration has been constant-
ly in the minds of the authors who view the
teaching of English as a completely interrelated
activity. In practice, the parts of the subject
are appropriately intermingled and combined

to advance the skills of children and youth in
reading, listening, speaking, and writing. Com-
position, literature, oral English, and grammar
are not isolated subjects to be assigned to sep-
arate semesters, to units, or even to individual
lessons. A knowledge of English as structure
plays a critical part in the undersianding and
appreciation of a work of literature; s great
book or a moving poem can be the foundation
for fine creative writing or a critical review.
The act of writing, in turn, creates new respect
for the English language as a vehicle, and
arouses admiration for the skilled writer who
uses language with artistry. Therefore, al-
though this curriculum is divided into three
programs, it tries to use every means possible
to indicate the integration of these areas. This
integration will be most apparent in the illus-
trations of actual classroom teaching in all
areas, and in the comprehensive index which
concludes this volume.

The point of view underlying each of the cur-
riculum areas is presented in the opening sec-
tion of each program. It is of the greatest im-
portance {o individual readers and to groups
studying this curriculum to read and where
possible to discuss the meanings and implica-
tions of these introductory statements. A cur-
riculum is not a recipe book or a catalog. It is
the creation and application of principles deem-
ed important to the conduct of classroom les-
sons. Hence, while the details of this curriculum
may be found stimulating and effective in them-
selves, they are of far greater significance as
the means of carrying out purposes and con-
cepts developed in the introductions. The crea-
tive teacher, understanding the essential point
of view of each portion of the curriculum, is
free to use, adapt, modify, or omit specific de-
tails. The most important use of this curriculum
is to become the inspiration snd guide to local
faculties to construct their own curriculums to
carry out in their classrooms the spirit and
objectives of this guide.

Because pupils grow continuously in the gkills
of the language arts, and in the understanding
and appreciation of literature, it is very import-
ant that the various levels of a school system




work in cloge harmony to foster this continuous
growth. We recommend the formation of a
“vertical committee” in the language arts in
every school system, consisting of members
representing the kindergarten, the primary
grades, the intermediate grades, junior high
school English and speech, and semior high
school English and speech., Such a commit~
tee will atudy the means by which the con-
tinuous growth in the language arts may be

jmplemented at the various levels, will encour-
age and direct curriculum construction for these
levels, and will, upon raquest, advise the ad-
ministration concerning problems of space,
teacher assignment, and purchase of materials
to activate and maintain a continuous growth
curriculum in the language arts, Surely the end
goal is worthy of the highest efforts: to produce
students who speak, write, listen, and read bet-
ter than they have ever done before.

Robert C. Pooley
Director




THE LITERATURE PROGRAM

SOME THOUGHTS ABOUT LITERATURE

LITERATURE AND THE HUMANITIES

Every teacher who leads children and youth
into the knowledge and appreciation of litera-
ture is engaged in developing an important as-
pect of the Humanities. The American College
Dictionary defines the humanities as “the study
of literature, philosophy, art, ete., as distin-
guished from the xocial and physical sciences.”
The teacher of the self-contained elementary
school classroom is responsible for teaching the
humanities as well as the social and physical
sciences. In the junior high school many teach-
ers are concerned principally with the humani-
ties together with the social sciences. At the
senior high school level the teacher of English
is concerned principally with the humanities,
and is, indeed, the chief exponent and cham-
pion of this branch of human knowledge in the
high school.

It is important, therefore, to the teaching of
literature at any level to be aware of the pecu-
liar nature of the humanities and the special
qualities of the humanist who teaches them.
These are some of the distinguishing character-

istics of the humanist, especially the humanist

as teacher of literature:

® He has a reverence for life in all forms,
with sympathy and compassion toward all

living creatures, especially those in dis-
tress,

¢ He has a profound respect for the integri-
ty of the human mind and for its freedom.
He will permit no hindrances to its free
range.

® He has faith in human beings and in their
power to create ideals by which they may
govern their lives.

® He holds the search for truth to be man’s
primary endeavor, and he will defend the
freedom of search against all oppression.

® He stands in awe of the wonders of crea-
tion and regards his place in creation with
humility.

® He seeks to create rather than to destroy;
to encourage inquiry and discovery above
all other human activities.

® He preserves an open and critical mind,
and is willing to put the most cherished of
notions to the testing ground of examina-
tion and refutation.

@ He respects independence of thought and
action, supports the right to be different,
and upholds the right of inquiry even when
inquiry threatens his firmest convictiors.




® e takes as his special province what has
been called “the good, the true, the beau-
tif ”

® He respects the search for knowledge and
endeavors to relate the baszic principles of
the social sciences and the physical seci-
ences to his understanding of the society
of which he is a part.

From these characteristics of the humanist
certain fundamental implications for the teach-
ing of literature emerge, implications which
affect the relationship between teachers and
students as well as the content and procedures

of teaching.

Quality vs. quantity. The literature selected to
advance the humanities is chozen because it will
develop in young people certain desirable sensi-
tivities, appreciations, enjoyments, and above
all, readiness for further literary experience.
To accomplish these goals the amount of litera-
ture studied is not a significant factor; the
quality of the literature, and the manner in
which it is presented are the important factors.
Literature when studied is not a list of works
to be “covered,” but a means to desirable out-
comes, The course of study should be a guide
to what to teach, not a compulsive directive;
the anthology is merely a portable library, and
is a tool, not a master.

Time to think, to enjoy, to respond. No se-
lection or unit of literature should be taught
longer than is needed for students to grasp its
conten’, savor its qualities, and respond to its
appeais. On the other hand, the time allowed for
a gelection of literature or a unit of literature
must be sufficient for the goals above to be
achieved. Time, therefore, cannot be arbitrarily
agsigned to any particular work or unit. The
program should be flexible enough so that the
teacher can terminate a project when its goals
have been reached, or may continue it until
the goals are achieved.

Literary growth vs. literary busy work. It
is possible to write hundreds of questions for
the minute study of a literary work; or to
spend time on dressing costume dolls, making
toy guillotines, or preparing “reports” which
are copied from reference books. The ways to
kill time and keep students “busy” are mary.
But the humanist teacher bases his plan of in-

struction on two fundamental questions, and di-
rects his own energies, and those of his stu-
dents, to thelr anawers. The questions are: WAy
am I taaokéng this swork or weit? What typss of
classroom activities will most efficiently lead
to sucocess in my purpores? These questions
would challenge the teacher to abandon much
current busy work. (See below some reasons
for teaching literature.)

Freedom to express views and opinions. Rob-
ert Browning, when questioned about the mean-
ing of & difficult pessage in one of his poems
responded, “When I wrote that, God and I
knew what it meant. Now only God knows.” We
do not have to rely upon Divine guidance to
intexpret the meaning of literature, but we
must be careful that we do not assume Divine
omnizcience. Students have minds, and the hu-
manist is concerned with the development of
those minds. No one develops far who is told
what he is supposed to believe, or has to answer
according to a pre-assigned pattern. A wise
author once said, “No one will discover the
truth if he thinks he knows in advance what
the truth ought to be.” The humanist teacher
will respect the views of students when serious-
ly presented, even when they differ from his
own. But the student xmust learn to respect the
views of others, including those of his teacher.
In this issue the word “respect” is of equal
standing with the word “‘views.” The teacher’s
part is to encourage inquiry and the honest
gearch for the best understanding and inter-
pretation of any literary work, and be ready to
adjust his own interpretation to the sound sug-
gestions of thoughtful students.

A relaxed, pleasant atmosphere. The human-
ist teacher has regard for the personalities and
feelings of his students. He seeks to understand
them, and to deal with them with dignity and
courtesy. He trusts the integrity of their pur-
poses until they are proved false or unsound.
Even then, he has trust in the ability of the
erring student to amend his ways. It is possible
that certain kinds of drill learnirg can be ac-
complished in an atmosphere of tension, appre-
hension, and mistrust, although the end re-
sult is dubious. Rut it is certain that growth in
sensitivity to literary qualities and values can-
not sceur in an atmosphere of tension, dislike,
and distrust. The literature teacher is wise if




he tries to establish in his classroom the same
atmosphere of eaxe and respect for each person
as would characterize his own sittingroom,
where each guesat is treated with courtesy and
given a fair share in the conversation. Students
who trust their teachers and study literature in
a relaxed atmosphere will advance more rapid-
gnixn desirable ways than under any other re-
e

WHY TEACH LITERATURE?

Hundreds of reasons might be advanced for
teaching literature. A composite list of the goals
listed in current curriculums would cover many
pages. These fow reasons offered here seldom
appear in curriculum goals, yet they are closer
to the inner life of the teacher of literature than
many published goals. At best, they give the
teacher of literature a dedication to his task
far above the concept of “a job.”

The Psalmist David inquired, “What is man,
that Thou art mindful of him?” Shakespeare
exclaims (Hamlet II, Sc. 2), “What a piece of
work is man! how noble in reason! how infinite
in faculty! in form and moving how express
and admirable! in action how like an angel! in
apprehension how like a god!” The particular
opportunity of the humanist is to help students
find an answer to the question, “What is man ?”
Answers of a kind are to be found in all the
arts, but the art of literature is the supreme
source of answers. There is no single answer, of
course, but the search to find better answers
is continuous. A most valid reason for teach-
ing literature is to guide students through
their reading to ask themselves some of the
fundamental questions that men and women
have asked themselves through the ages; ques-
tions such as:

® What is a human being?

e How and in what degree is man an animal?

® What about man is different from an
animal?

® To what or whom is man responsible?

® Whas is meant by “good” and “bad”?

e On what grounds does man choose “good”?

e On what criteria should the life of an in-
dividual be evaluated?

No lessons or units would be based purely
upon these questions, But the analysis and dis-
cussion of poems, essays, novels, and plays can
be meade richly meaningful by the backgroun

of auch questions, and by the teachers’ sug-
geations of appropriate applications of these
questions to any particular work, Obviously, the
nature of the discussion and the profundity of
the questions would depend upon the mental
maturity of the children, but some aspects of
the question “What is man?” can be dealt with
at very early stages in education. When discuss-
ing Tennyson’s “Bugle Song,” for example,
young children can speculate on the meaning
of the line, “Our echoes roll from soul to soul.”

No richer gift can be given to children and
youth than the love of books and the habit of
reading them. It is the most nearly universsal
source of pleasure and satisfaction. It is the
privilege of teachers of literature to make this
gift evailable. Who among us can forget his
first reading of Alice’s Adventures in Wonder-
land, The Wind in the Willows, Treasure Island,
The Wizard of Oz, and many other favorites?
We have the chance to provide thig same thrill
to hundreds of students, by making literature
attractive, and encouraging their voluntary
choice of books. The truest test of our teaching
gkill is the reading habits of the children or
youth who pass from our room or grade to the
next.

Literature, above all other media, offers the
truest, most wholesome, and most complete
experience of life in all its aspects. Motion pic-
tures, television, and radio give vicarious ex-
perience with life, often useful, but equally of-
ten incomplete, distorted, or actually false. No
single book offers experiences with the whole
of life, but the habit of reading books, com-
paring and evaluating the various experiences
with life therein offered, and integrating these
book experiences with our own personal experi-
ences provides a liberal education in seeing life
to the fullest extent. Even a recluse like Emily
Dickinson knew more about life from books
than did many of her contemporary, busy neigh-
bors!

Literature offers the best opportunity in the
school curriculum to examine the values by
which men live, and to test the codes of conduct
derived from the various value systems. Litera-
ture is seldom good literature whren it is in-
tended to be purely didactic, but good literature
invariably reflects kinds of values held by the
author, or assigned by him to his characters.
It is part of the understanding of literature to




A thought to keep in mind in teaching litera-
ture as an art form is this: Science deals with
what assures us; art deals with what troubles

determine theee values, and to relate them to
one's own standards. The study of the behavior
of characters in books provides the growing
learner with objective examples of behavior
to analyze, criticize, and relate to his own set
of standards. No other teacher has so great an
opportunity and obligation as the literature
us. To be troubled is to be a normal human
being; and one way to understand our troubles

teacher to help students seek sound values and
apply them to their own standards of conduct.
and to live with them is to discover through
literature what has troubled man, and what
man has done about it,

Literature, like music, painting, and sculp-
ture, is an art deserving attention for its
sathetic values alone. It provides the central
means by which men can experience language
used most powerfully, effectively, and memor-
ably. Through prose and poetry, the individual
acquires the rhythms of vigorous expression
and thought, patterns after which to model his
own thinking and utterance. Further, the gkilled
reader can know the delight of experiencing
the successful fusion of content and form, of
perceiving the many ways in which a story,
idea, or image can be captured.

Good literature is, above all, a necessary
stimulus to the imagination and emotions. While
“the literature of knowledge” — of fact — can
be left to the sciences and other technical
fields, to English belongs “the literature of
power” — of experience and feeling — which
is essential for informing the heart and sensi-
tivity.

CHARACTERISTICS OF A GOOD
LITERATURE PROGRAM

e Tt is sequential. In type of content, in read-
ing difficulty, and in maturity of the con-
cepts involved, it moves progressively from
gimple to more difficult and challenging
materials.

e It is comprehensive, From kindergarten
through grade 12, children and youth
should experience every type and form of

literature: including children’s classics; the
great myths and legends; poetry from nur-
sery rhymes to Wordsworth and in some
cases Milton; fictio- of all types, including
the great short s.ories and some of the
great novels; biography and essay; drama
from simple one-act plays to Julius Cae-
sar, Macbeth, and Hamlet.

Tt is adjusted to levels of ability. This ad-
justment may take two forms. The cur-
riculum itself should make specific content
recommendations for students of high
achievement, for those of normal attain-
ment, and for those who learn more slow-
ly. These distinctions should be recognized
at all gchool levels, Second, each teacher in
his own room or with each class should
be aware of the potential of his own stu-
dents, and should medify recommended
materials and methods to meet as far as
possible the individual needs and capaci-
ties of each student.

It is balanced between instruction and en-
couragement of individual free reading.
The curriculum should indicate what to
teach so as to advance the interests, skills,
and enjoyments of studencs. It should also
include recommendations of a wide range
of collateral reading, viewed as an integral
part of the total literature course at each
achool level. School libraries, public librar-
jes, and the purchase of paperback books
are resources for such a program,

It makes effective use of supplementary
materials. Each teacher should have avail-
able for classroom use (easily obtainable
from a central point) a three-speed phono-
graph, a tape recorder, a radio, and a mo-
tion picture projector. In some areas a
television set will be desirable. Teachers
should be familiar with films, recordings,
and other devices related to literature, and
make regular use of them where appro-
priate.

Tt recognizes the new as well as the old.
Without neglect of the standard classics,
teachers should be familiar with contem-
porary literature from their own reading,
should suggest to the librarian books to
be purchased, and should keep abreast of
books in the area of literature added to
the library. One indication of a good litera-




ture program is close coordination between
teacher and librarian at all achool levels.

e It measures the success of instruction by
students’ ability to deal with literature.
One evidence of a successful program is
the smount and kind of voluntary individu-
al reading done by students, Another evi-

dence is the capacity of students to read,
understand, and enjoy a poem; to interpret
the significance of a short story; and to
report intelligently on the reading of a
novel, a play, or a biography. A regular
reader who finds pleasure and satisfaction
in books is the ideal outcome of our in-
struction.

TYPES OF ORGANIZATION OF ENGLISH

Thus far the ideas underlying the literature
program itself have been presented. Next are
some remarks about the organization of the
language arts at the various school levels. In
the elementary grades the principal task is to
aid the busy teacher, with many subjects to
teach and a strong feeling of responsibility to-
ward the skills of reading, to find the time, the
occasion, and the setting for experiences in lit-
erature as a regular part of the weekly pro-
gram. These experiences will normally fall into
three types of activities. An important one in
the early years is listening to stories and poems
read by the teacher. Here is the place for many
of the great stories from the Bible, from various
mythologies, and from the rich supply of good
current writing for children. No pressure of
other work should be allowed to intrude upon
this highly important activity, for children ac-
customed to the enjoyment of good stories are
potential readers of stories for themselves.
The second type of activity is the reading of
literary materials under the teacher’s direction,
and the discussion of what is read. This activity
is more characteristic of grades 4 to 6 but even
here there should be listening to stories and
poems. The third type is individual voluntary
reading, which should begin in the first grade,
should be encouraged and supported by every
teacher, and should grow in volume and in ma-
turity of selection each school year. When li-
brarians and teachers combine to make “fun
with books” the goal for every child, the school
organization is contributing to growth in en-
joyment and satisfaction with literature.

The program of the junior high school has
tended to adopt too much of the rigidity of the
senior high school pattern in that the study of
literature from texts and anthologies suddenly
becomes the chief or only activity. Qur cur-
riculum guide will stress the importance of re-
taining the literary experiences of listening
and of self-directed voluntary readings as valu-
able parts of the program. In other words,
junior high school students should enjoy some
literature by listening to it, some by studying
it together with teachers and class, and a great
deal by guided voluntary reading encouraged
and rewarded by the teacher and by the ap-
probation of the class group.

The pattern of senior high school English is
at present far too rigid, calling for experimen-
tation in those organizations which can more
adequately meet the needs of different kinds
of students. There is no reason other than
custom for all students to hive to take English
9, 10, 11, and 12 in sequence. Such a pattern is
an admission of failure to recognize the needs
of students, as well as the kinds of opportuni-
ties that schools can provide for them. This cur-
riculum urges experimentation with some of
the more desirable patterns.

e The plan of optional electives. Many stu-
dents by the tenth grade have sufficiently
mastered the ordinary skills of English to
be released from further review and prac-
tice. Many others could reach this achieve-
ment with some incentive. We suggest that
schools test tenth grade students on per-




formance in English by means of objective
tests, and teacher-made tests of writing
and speaking. Those students who show
reasonable competence in these tests should
be free to eleci optional courses in litera-
ture, whichh would include writing as a
basic part of the course. Some of the elec-
tives could be: American literature, Eng-
lish literature, world literature, dramatic
literature, oral literature, and creative
writing based on the study of literary
types. Tenth grade English would be re-
tained for those students whose skills are
below par, but they would be encouraged
to work themselves out of this class to
join one of the elective groups, Students
would be required to earn just as many
units in English as before, but in courses
which they select. An elective plan makes
possible also the utilization of the best
talents of various teachers, who can de-
velop interesting elective courses in fields
of special interest.

The team-teaching plan, There are many
kinds of application of the team-teaching
concept to the teaching of English, so that
what is suggested here is only a sample.
The area is wide open for experimenta-
tion, and our curriculum activities will en-
courage this experimentation.

Essentially the plax is one of using the best
talents of a group of teachers for the in-
struction of a fairly large group of stu-
dents. For illustration, let us assume a
group of 180 juniors, customarily taught
by three teachers in six sections. In the
team-teaching organization these 180 stu-
dents would be assigned to one class hour
in an assembly room capable of seating
them all. Certain aspects of the English
program can be handled just as well in
large groups as in small. Lectures on liter-
ature, the preparation for written work,
the analysis of typical compositions, and
the techniques of conducting a public meet-
ing are examples. Generally, only one
teacher will be needed to conduct sessions;
the other two are released for theme evalu-
ation and preparation for lectures. Other
aspects of the program may require dis-
cussions of very small groups, averaging
about 15 students for 80 minutes. Three
teachers can supervise up to twelve such

sections in an hour, provided the students
not in wection meetings are reading or
writing. Three teachers can specialize to
some extent in literature, language, and
composition leadership. If the team can
include one or two interns, or a couple
of trained lay readers of composition, the
value of the team organization can be in-
creased.

® The nongraded school. The priticiples un-

derlying the nongraded school program al-
low the student to progress at his own
speed of learning. Some teachers feel that
this method improves course content, and
motivates students to advance their knowl-
edge at a faster than average rate. Thus a
student is placed in a class according to
his ability level. An individual talented in
mathematics and deficient in English
might study advanced math and at the
game time receive remedial aid in English.
Nongraded English language programs are
generally divided into five phases, each of
which increases in depth. Each phase is
open to students at all grade levels except
phase five, from which first and second
year students are excluded. A student can
choose his own phase after consultation
with a teacher who has referred to the
student’s previous record. A common liter-
ary area is studied by all phases, such as
English literature, American literature, ete.
The size of the phase-one group is usually
small because of the individual attention
required by the students who are deficient
in language skills. In this phase more em-
phasis is placed on reading, speech, voca-
bulary and composition than on literature.
In phase two, students are not as deficient
as those in phase one; although the courses

receive the same relative emphasis, they

are presented at a more advanced level
Phase three is designed for students of

average ability and usually carries the
largest enrollment. More emphasis is plac-
ed on literature in this phase, although the
other English language skills are included.
Phases four and five are intended for
above-average students and are devoted to
literature and writing. To avoid repetition
and to give each student a breadth of
reading experience, literature studied in
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the upper three phases varies from year to
year. In one school, in the first year, all
phases study English literature, the sec-
ond year, American literature, and the
third year, world literature.

Such a program has been effected success-
fulty at Assumption High School at Wis-
consin Rapids. Although teachers and stu-
dents initially expressed concern about the
mixing of class levels, the general attitude

toward the progrim is now encouragingly
enthusiastic.

The concept of the nongraded school was
developed by Dr. B. Frank Brown, princi-
pal of the Melbourne High School in Mel-
bourne, Florida. Dr. Brown’s book Tke
Nongraded High Sechool (Prentice-Hall,
New York, 1964) describes the program
in depth.




PART ONE

THE LITERATURE PROGRAM

IN THE ELEMENTARY SCHOOLS

THE PRIMARY GRADES
KINDERGARTEN THROUGH GRADE THREE

INTRODUCTION

Many reasons can be advanced for teaching
literature. The study of literature is a source of
enlightenment, pleasure, and of moral and spiri-
tual vitality. Literature can be an end in itself,
supplementing the child’s impressions gathered
from everyday experiences and assisting him to
understand himself, his family, playmates, and
his social environment. It is also a major means
of stimulating the child’s imagination and de-
veloping his sensitivity to the ideas and ideals
of his cultural heritage. Most important, the
love of books, acquired in childhood, is likely to
be one of the most significant sources of person-
al enrichment in an individual’s lifetime,
heightening merriment, the appreciation of
beauty, and human sympathy.

A good literature program has definite char-
acteristics. It must be sequential in type of con-
tent, in reading and listening difficulty, and in
the maturity of the concepts involved. On the
primary level, the development is gradual.

For the kindergarten child picture stories,
poems, and books related to his interest pro-
vide the appetizer which leads him to love and
eventually want to read great literature. He
laughs aloud with the Third Little Pig. He sym-
pathizes with Cinderella, and reacts to the
rhythm of Stevenson’s “The Swing.”

The kindergarten teacher creates a prepara-
tory atmosphere for literary awareness through
the careful selection of Mother Goose rhymes,
poetry, picture stories, and folk tales. As the
child is guided through interesting and varied
literary experiences, he identifies himself with
the story and relates the content of the story
or poem to his own personal experiences.

As the program designed to develop this liter-
ary awareness gradually proceeds, the kinder-
garten child begins to predict outcomes of
stories, and easily recalls the main events of a
selection. The imaginative child will create new




endings to familiar stories and will want to
share them with the class. He will come to savor
the sound of interesting and desecriptive words
in stories and poems and find himself repeating
them either in the phrases of the poem or
simply as nonsense rhymes. He also finds it
fun to join in refrains as the teacher reads a
poem,

In the course of the year, the five-year-old’s
attention span increases so that he enjoys
stories of increasing length. Beautiful illustra-
tions appeal to the five-year-old for he enjoys
beoks with illustrations by artists who capture
the feeling of children on this level. Gradually
the child begins to value the illustrator’s work.
If the preparatory atmosphere for literary
awareness has been relaxed, natural, and hap-
py, the child responds to poetry and prose
through creative rhythm, dramatics, and art.

As the child advances to the first grade, he

grows in literary awareness. He learns not only
to enjoy but also to interpret pictures in books.
As the child learns to read, the teacher wisely
directs him to simple story material which can
be read independently and purely for pleasure.

During the school year the child develops the
habit of using and enjoying books independent-

ly, becomes acquainted with the names of a

few favorite selections, and volunteers brief
comments about books read. He enjoys stories
of increasing length and is less dependent on
illustrations for story meaning and interest. He
responds creatively to good literature and loves
to dramatize and to react rhythmically to favor-

ite selections. Descriptive words and phrases
take on new meanings and some children suc-
ceed in writing a simple sentence using a favor-
ite word or phrase.

The second grader, reading independently,
yet still dependent on the teacher for growth
in the development of literary awareness, begins
to identify particular areas of interest in litera-
ture. Though he still enjoys the fanciful, hum-
orous situations, stories, and poems of animals,
and the world of the ridiculous and make-be-
lieve, he begins to advance opinions. He makes
definite choices and freely states reasons for his
choice. The second grader participates actively
in dramatization and listening experiences of all
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kinds as his awareness of those around him
deepens. The Biggest Bear intrigues him, Made-
line helps him reailize that children of other
lands feel just as he does, and he thoroughly
basks in the humor of Winnie-the-Pooh. The en-
chantment of Kilmer's “Easter” opens his eyes
to the beauty of simplicity.

Having acquired a greater facility in read-
ing, the second grader reads even more inde-
pendently. He becomes a selective reader and,
in turn, is able to identify particular areas of
interest in literature. He enjoys discussing ideas
and begins to advance opinions which may dif-
fer from those of his classmates. Discussion of
books read independently increases his literary
awareness so that he becomes conscious of dif-
ferent tastes in reading. His ability to identify
himself with characters in a story sharpens
and he begins to appreciate a less obvious hum-
or. Picture words fascinate him and an urge
to create his own picture words results in class
composition, in both prose and poetry, or in
individual, simple creative writing. By this
time the seven-year-old will state simply,
“That’s a make-believe story,” or “That could
really happen. It could happen to me.”

By the time the child reaches the third grade,
the diversity of literary materials enchants
him. He comes to discover the beauty of char-
acter, beauty of scene, and beauty of person.
If he has been guided well, in his reading he
stretches the “heart” as well as the mind and
the imagination, and can thus show compassion
for “The Ugly Duckling” or appreciate the deli-
cate loveliness of De la Mare’s “Silver.” He also
demongstrates that he can select books that are

within his realm of interest as well as level of
reading ability. In response to a book of his
choice, the eight-year-old thinks clearly about
what he has read and likes to discuss and sum-
marize the book. All along, the child at this
level becomes increasingly sensitive to the pow-
er and beauty of good children’s literature.

The child also moves progressively from very
simple to more difficult and challenging mater-
ial, scquiring an increased awareness of char-
acters, of situations, and of ideas. Through this
slow growth process, the child, though he may
thoroughly enjoy Peter Rabbit on the first and
second grade levels, gradually begins to un-




derstand and delight in the more subtle humor
of the Five Chinese Brothers and Homer Price.
On the kindergarten level, stories related to
the child’s own experience are a major- part: of
the literature. But by the time the child has
reached the third grade, he is likely to be more
interested in the world about him and to identi-
fy his own problems with those of literary char-
acters.

A good literature program is comprehensive.
Fairy tales, folk tales, poetry of all types, pic-
ture stories, Bible stories, and some biography
are presented to the child from kindergarten
through the third grade. These form the basis
for understanding more difticult fiction, poetry,
biography, essay, and drama. Literature for
each grade is selected according to the needs

and interests of the child. Thus:the primary . :  ihich permit Bartholomew, the king, the exe-

child steps from enjoying very simple material

with large colorful pigtures;: to" appreciating:

stories of increasing length with fewer illustra-

tions, to the discussion of idea’ gleaned from " tive to.become familiar with film recordings,

the story, and finally to the suinmarization of
what has been shared orally or read gilently.

A good literature program also strives for a
balance between direct classroom instruction
and encouragement of individual free reading-
ing. It utilizes a minimum core of selected liter-
ary works for developing the skills and inter-
ests of the pupils, and then draws richly from
a wide collateral list of prose and poetry. (Such
a collateral list is provided on pages 16-17 of this
curriculum.) A good literature program also
recognizes the new as well as the old. The dedi-
cated teacher will constantly be on the alert
for new and interesting books suited to the

needs and interests of his pupils and will work
closely with the librarian to achieve a richer
and more varied program.

A good literature program must, of course, be
adjusted to levels of ability. The teacher should
be aware of the potentials of the children in
the class and should modify the recommended
materials to meet the individual needs of the
group and of each child. For example, a first
grade teacher would very likely choose to read
Snipp, Snapp, Snurr and the Red Shoes to a
group of beginning readers, but a second grader
might be able to read and enjoy this story on
his own. It should alse be emphasized that liter-
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ature study does not mean an exclusion of lis-

tening, speaking, and writing, but rather-a
synthesis of all the language-arts. Speaking and

listening activities for children from kindergar-
ten through third grade contribute indispensa-
bly to the development of literary awareness.

The wise teacher soon learns he must make
effective use of audiovisual materials, especially
for children who cannot be reached by eye or
ear alone. Mike Mulligan and His Steam Shovel
can come to life in the mind and heart of a
child through a good recording. The tape re-
corder can be a tool for developing skill in re-
telling a story or producing a radio program, or
possibly a poem such as Dorothy Allis’s “Hid-
ing.” Pictures and the flannel board invariably
delight children; for example, simple cut-outs

cutioner, and Bartholomew’s endless stream of

"Hats to appear on & flannel background. Indeed,

any interested teacher quickly finds it impera-

film strips, and other supplementary audio-
visual materials if he is to teach literature as
vividly and enthusiastically as he would wish.
Titles of usable recordings, film strips, etc., are
listed on pages 19, 20.

- The listing which follows, “A Challenge to
Literary Growth,” presents titles of selected
books and poems which every child from kin-
dergarten through third grade should experi-
ence and enjoy. The teacher must realize, of
course, that some of this material may be read
independently, and some of it &loud by the
teacher. Further, it should be added that af-
fixing specific grade labels to particular selec-
tions is an almost impossible task. As Charlotte
S. Huck so beautifully states in her article,
“What Is Children’s Literature?”: “The great-
est books of children’s literature know no grade
level label although they speak differently to
their readers depending upon the background
and experience which the reader brings to the
book . . . . Like a glistening iceberg, the surface
of fine literature may be appreciated at one lev-
el, but the depths of the story will be submerged

in the reader’s background of experience ... .

‘There are no stories or books which every

child should read (experience) but there are a
great many which it would be a shame for
children to miss.”




In this magic world of literature, Bible stor-
ies, fairy and folk tales, poems, and stories old
and new, are the materials which help awaken
the child’s awareness of life; the teacher is the
enthusiastic and interested director. It is indeed

the privilege of the primary teacher to create
within the child the beginning of literary aware-
ness and make him ready to step into the inter-
mediste grades with enthusiasm, ease, and an
ever-widening interest in literature.

THE BASIC READING LIST

A CHALLENGE TO LITERARY GROWTH
KINDERGARTEN THROUGH GRADE THREE

The following list represents story books and
roems for children in kindergarten through
grade three. These selections are arranged in
order of widening literary awareness. Books and
poems for kindergarten children are at the be-
ginning of the list. These are foliowed by se-
leciions for grades one, two, and three. Of
course, groups of children differ widely in back-
ground experiences and maturity; therefore it
will be necessary for each teacher to determine
the capability of the children under his guid-
ance and select accordingly.

Mother Goose

For mexny children, Mother Goose is a child’s
first introduction to literature and the musical
quality of the English language, Here he finds
rhymes with mclodious words, he hears and
later chay & verses to accompany his running,
jumpire, hopping, and walking. There are
verses +¢ :natch his mood from the silly to the
gad or tender. There are lyrics with story in-
terest. Editions with beautiful, clear-cut illus-
trations move the characters of Mother Goose
out of the book and into the heart of a child.
Suggested editions:

Title Ilustrator Publisher
The Real Mother Goose Blanche Fisher Wright Rand McNally
Mother Goose Tasha Tudor Walck
The Tall Book of Mother Goose Rojankovsky

Ring O'Roses L. Leslie Brooke Warne
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Poetry

Poetry is the crystallization in words of a
writer’s thoughts and feelings about an ex-
perience or mood. By reading the words which

The majority of poems listed below can be
found in these two anthologies:

have rhythm and song quality, the reader is Silver Pennies — compiled by Blanche Jen-
able to share the poet’s thoughts and feelings. ings Thompson
Experiencing poetry or esthetically responding .
to it is the best way to define it. As Eleanor Time for Postry — compiled by May Hil
Farjeon says: “What is poetry? Who knows?” Arbuthnot
Author Title Author Title
Stevenson, Robert L. “The Swing" Milne, A. A, “Missing”
“My Shadow” Tl Rose “Mice”’
—_— “The Friendly Cow’ tevemso, Robert L. “The Wind”
Brooke, L. Leslie “J Crow’s Garden” Ro:etﬂhghrism “Boat Sail on the Rivers”
Rosettl, Christina “Who Seen, the Wind” Field, chel “Taxig”
Field, Rachel “Doorbells” De 1la Mare, Walter “Someont."
Bacmeister, Rhoda “Galoghes” Aldis, Dorothy “ ’
Baruch, Dorothy “The Merry-Go-Round” Teasdale, Sara “April”
Aldis, Dorothy “Hiding" Kilmer, Joyce “Easter”
“ e Field, Eugene “Wh%hDo Bells of
“The Owl and the ristmas Ring”
Lear, Edward Pussy Cat” Menotti, Gian-Carlo Amahl and the Night
Milne, A. A, “Sneezles” Visitors
“Politeness” Milne, A. A. “Market Square”
Anonymous “The Secret” “If I Were a King”
Roberts, Elizabeth “Firefly” (French Carol) “The Friend}go;l:azts”
Maddox Turner, Nancy Byrd “The Little "’
——— “The Worm” Stevenson, Robert L. “The Land of Story
Follen, Eliza Lee “The Three Little Kittens” Books”
leman, Rose ‘“The Birthday Child” “Windy Nights"
ute, Marchette “Drinking Fountain” Field, Rachel “The tor”
Moore, Clement “The Night Before “City Rain”
Christmas” (Suggested De la Mare, Walter “Silver”
editions) Wynne, Annette “Indian Children”
Grosset IMustrated by Teasdale, Sara “The Fal Star”
Leonard Weisgard Farjeon, Eleanor “The Night Will Never
Houghton-Mifflin Illustrated‘ll)vy Stay”
Jessie Wilcox Smith Kilmer, Joyce “Trees”
Lippincott Ilustrated by Sandburg, Carl “Primer Lesson”
Arthur Rackham E-Yeh-Shure “Beauty”
Winston IMustrated by Milne, A. A. ‘:ggrinl%hllwoming"
Everett Shinn “The g's Breakfast”
Stevangcn, Robert L. “Time to Rise” Blake, William “The Lamb”
Rosetti, Christina “What is Pink?” Sarett, Lew “Four Little Foxes”
Field, Rachel “The Animai Store” Bible “Twenty-Third »
“Roads” (in poetry)
Field, Eugene “The Duel” Frost, Robert ‘“The Runaway”
Milne, A. A, “Puppy and I” Fyleman, Rose “The Goblin” (French)
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Picture Stories

Picture stories convey their message through
two media, the art of illustration and the art
of writing. It is the author’s intent to g0 unify
the text and illusirations that the child's pleas-
ure and appreciative response will be signifi-

cantly increased.

Gag, Wanda

Lenski, Lois

Burton, Virginia Lee
Tresselt, Alvin
Polter, E&eatrix
Eichenberg, F
McCloskey, Rooert
Gramatlg Hardi

J anice May
Sen Maurlce

Piper’ rdizzone, ‘gd

Petersham Maud & Miska
Ward Lynd

, Jean, ed.
Wla , Marjorie
Geisel. TheoGuss Souse

, Sauss]

Milne, A. A,
Anglund,vJoan Walsh
Milne, A, A,

more, Eleanor
In Grimm’s Fairy Talss
Buff, Conrad and Mary
gfamﬁ} M 'Lud‘zggeud.)

T Xy
Yashima,aa%‘o
Lawson,

li,

Henry,

Dalgl.iesh Alice R’

Politi, Leo

Clark, Ann Nolan

Buff, Mary and Cenrad

Biaho Claire Huchet
ry, Antoine

Rey!ler' :

Vilder, Laura Ingalls
McCloskey, Robert
Thurber, James

White, E. B.
Carroﬁ,

Because of these features the picture story
is generally planned for young children and is
designed to be read and shown by adults to

children for their pleasure.
Title Publisher
Millions of Cats Coward-McCann, 1928
The Little Auto Walck, 1934
Mike Mulligan and His Steam Shovel Houghton, 1939
White Snow, Bright Snow Lothrop, 1947
The Tale of Peter Rabbit Warne, 1904
Dancing fn the Moon Harcourt, 1956
Make Way for Ducklings Viking, 1941
Little Toot Putnam, 1939
Ask Mr, Bear Msacmillan, 1932
Walt for William Houghton, 1935
A Tree Is Nice Harper, 1956
Where the Wild Things Aro Ha 1963
Little Engine That Could Plat 1954
Littie Tim and the Brave Sea Captain Walck, 1955
The Box with Red Wheels Macmillan, 1949
The Biggest Bear Houghton, 1952
Little Red Hen Follett, 1963
The Story About Ping g, 1933
And To Think That I Saw Vanguard, 1937
It On Muiberry Sicch
Winnie-the-Pooh Dutton, 1961
A Friend Is Someone Who Likes You Harcourt, 1958
The Little House Houghton, 1942
The House at Pook Corner Dutton, 1§61
Snipp, Snapp, Snurr and the Red Shoes Whitman, 1938
The Story of Ferdinand Viking, 1936
Little Pear Harcourt, 1931
Brementown Musicians Macmillan, 1963
Dash and Dart Viking, 1942
Blueberries for Sal Viking, 1948
Madeline Viking, 1939
The Poppy Seed Cakes Doubleday, 1951
Crow Boy Viking, 1
Rabbit Hill Viking, 1944
Yon! Wondernose Doubleday, 1944
Justin Morgan Had a Horse Rand Mc %1954
Velveteen Rabbit Doubleday, 1 :
The Bears on Hemlock Mountain Scribner, 1952
Song of the Swallows Scribner, 1949
Little Leo Scribner, 1951
In My Mother’s House Viking, 1941
Dancing Cloud Viking,
Five Chinese Brothers Coward-MeCann, 1
The Little Prince Reynal & Hitchcock, 1943
My Mother is the Most Beautifal Lothrop, 1945
Woman in the World

Little House in the Big Weods Harper, 1953
Homer Price Viking, 1943

Moons Harcourt, 1943
Charlotte’s Web Harper, 1952
Alice's Adventures in Wonderiand Macmillan, 1963
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Folk Tales

“Folklore is sometimes called the ‘mirror of
the people.’ It reveals their characteristic ef-
forts to deal with and explain the strange phe-
nomena of nature; to understand and interpret
the ways of human beings with each other; and
to give expression to deep, universai emotiong—
| joy, grief, fear, jealousy, wonder, triumph.”
| (May Hill Arbuthnot, Children and Books.)

The events in these old stories were real and
important erough to be passed on from genera-

tion to generation. These folk tales were not
only made by people, they were made about peo-
ple who did the same things people do today.
Children can enjoy their enchantment and also
come to recognize the underlying truths which
can he related to daily incidents in their lives.

To children there is no important difference
between the old folk tale and the modern fairy
tale written by an author. To them magic is
magic.

Author Title Publisher
Brooks, L. Leslie The Story of The Three Boars Warne, nd.
(In The Golden Goose Book)
The Storﬁt the Three Little Warme, nd.
(In e Golden Goose Rook)
Brown, Marcia Three Billy Goats Gruff Harcourt, 1957
Hutchinson, Veronica The Little Red Hen and the Grain of Wheat Putnam, 1925
(In Chimney Corner Stories)
Nestrick, N., ed. Gingerbread Boy Platt, 1961
Benstead, Vivienne Chicken Little (Heuny-Penny) Golden Press, 1960
Grimm Bros. Sleeping Beauty Harcourt, 1959
— Shoemaker and the Elves Scribner, 1960
Aesop The Hare aud the Tortolse McGraw, 1962
Andersen, Hang C, The Ugly Duckling Macmillan, 1963
ﬁ?rris,wn’ Jodl C gin:ler%n: His So d Sayin im{“fr’ 19%4.‘
oe ncle Remus: ngs an ppleton, n.
Chap(pel, Warren Hansel and Grstel ks Knopf, 1944
Grimm Bros. author) -
Collodi, Carlo Pinocchlo Golden Press, 1963
Baum, Frank The Wizaxrd of Oz Grosset, 1956
Brown, Marcia, ed. Dick Whittingten aud His Oat Scribner, 1950
Brown, Marcia Sitonie Soup Scribner, 1947
Saxe, John The Blind Men and the Elephant McGraw, 1963

Andersen, Hans C.

Bible Stories

The Emperor’'s New Cioihea

Houghton, 1962

Because there has been discussion in the
newspapers concerning prayers and religion in
the schools, the committee wishes to point out
that the teaching of the Bible, as literature, is
net prohibited by state or federal law, Teachers

are therefore free to use the great stories and
poetry of the Bible wherever appropriate. The
Bible, as literature, will always be part of our
international heritage.

Author Title Publisher
Petersham, Maud & Miska The Christ Child Doubleday, 1931
(illustrators)
Jones, Jessie, ed. Small Rain Viking, 1943
Barnhart, Nancy Moses and the Bulrushes Scribner, 1949
(arranger and illustrator) (In The Lord Is My Shepherd)
Maud & Miska Joseph and His Brothers Macmillan, 1958
(llustrators)
ancy David and Goliath Scribner, 1949
(arranger and illustrator)
De Angeli, Marguerite*® The Old Teatament Doubleday, 1960

(arranger and illustrator)

* The De Angeli book also contains Moses and the Bulrushes and David and Goliath.
15
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COLLATERAL READING LIST

KINDERGARTEN THROUGH GRADE THREE

Groups of children differ widely in back- children under his guidance and select accord-
ground, experience, and maturity. Each teacher ingly.
will, of course, determine the capability of the

Picture Stories
Minsarik, Elsie The Little Bear's Visit Harper, 1961
Lenski, Lois Papa Small Walck, 1951
Beskow, Elsa Pelle's New Sult Harper, 1925
Field, Rachel Prayer for a Child Macmillan, 1944
B off, Jean de The Story of Babar Random, 1933
Brown, The Runaway Bunny 1942
Eﬂ:io, Marjorie 'fnl?:m- pdy t}:‘m lll)ucks
an )
Reyc,kﬁam Curious George Rides a Blke
uss, The Growing Story
Slobodkin, The Friendly Animals
McCIosk%v, Robert One Morning in Maine
Dennis, Flip ]
Iﬁangs?:f{i Jahn ?{ver h} the Meadow
ce May oon Juvipers
ngfe Down, Down the Mcuntain

The 500 Hats of Bartholomew Cubbins
Great-Grandfather in the Honey Tree
Miudelin’s Rescue

Gannett, Ru My Father’s Dragon
Ets, Marie Hall Play With Me

Politl, Leo Juanits

Howell, Virginia Who Likes the Dark?
Duvoisin, Roger Petunis,

Lenski, Lois Cowboy Small
Newberry, Clare Marshmallow -

Bro M t Wise The Goiion Egg Book

wh,
Welch, Jean-Louise

The Animals Came First

MacDonalgleGolden The Little Ysland

Jones, Jesaie O, This Is the Way

Anderson, Clarence Billy and Blaxe

D'A 2 I‘rlligrl & Edgar )

Beim, Jerzold The Smallest Boy in the Class
Beim, Lorraine & Jerrold Two is & Team

Cooney, Barbara Chanticleer ani: the Fox

Klein, Leonore Runawsay John

Buckley, Helen My Sister and X

Zolotow, Charlotte A Tiger Called Thoruas
Francoise, A. What Time Is It, Jeauxre-Marle?
Brown, Ma.lﬁaret Wise The Little Fir ‘Jrec

Hauson, Little Star

E. Kenneth
Labastida, M. Ets & A.
Dolbier, Maurice '

Nine Days to Christmas
Torten’'s Christmas Secret

Adshead, Gladys Brownle, It's Christmas
Tudor, Tasha Bocky’s Christmas
Godden, Rumer The Story of Holly and Ivy
Bianco, Pamela The Valentine Party
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Bright, Robert
Dalgliesh, Alice
Milhous, Katherine
Monsell, Helen
Beatty, Hett,

Buff, Mary & Conrad
Hader, Berta & Eimer
‘Wiese, Kurt

Morrow, th
Hader, Berta & Eilmer
McClodﬁY. Robert
Tarry, Ellen & Marie Ets
Davis, Lavinia

Alden, Raymond
Foster, Doris
Grahame, Kenneth

t]
Norton, M
Burton, vx%?um
Brown, Margaret Wise
D'Aulaire, Ingrrt & Edgar
Travers, Pamela L.
Atwater, Richard & Florence
Sawyer, Ruth

Poetry Collections

Arbuthnot, May Hill
Ferris, Helen

Lear, Edward
Milne, A. A.

Richards, Laure E.
Stevenson, Pobert L.
Thompson, Blanch Jennings

Goorgle
The Thanksgiving Story
The Egxgx Troe
Paddy’s Christmas
Little Owl Indian
The m'i'h(t};mllld \7
un
Fish in the Air
The Painted Pig
The Blg Snow
Fﬁ.;lmnux Rinty
Badger and the Fox
Benjamin Franklin

Abraham Lincoin
Pocahontas
Columbus
Leif the Lucky
Why the Chimes Rang
Tell Me, Mr, Owl
Reluctant Dragon
Miss Hickory
Hitty, Her First Hundred Years
The Borrowers
Katy and the Big Snow
Whee! on the School
Il‘zluﬂal% Billim

ary r'opp
Mr. Popper’s Penguins
Journey Cake, Ho!

Mime for Poetry

Favorite Poems, Old and New
Book of Nonsense

Now We Are Six

When We Were Very Young
Poems for Playtime

Tirra-

Lirra
Child’s Garden of Verses
Silver Pennies
More Silver Peniies

Doubleday, 1959
1954

Dent, 1956
Houghion, 1943
Li 1954

co
Doubleday, 1952
Harcourt, 1934
Little, 1938
Viking, 1953

Scott-Foresman, 1961
Doubleday, n.d.
Random, 1959
Dutton, 1961

Dutton, 1961
Expression, 1942
Little, 1955

Dutton, nd.
Macmillan, 1928
Macmillan, 1935

APPROACHES FOR DEVELOPING BEGINNING LITERARY AWARENESS

Fortunate is the child who has grown up.in
a home where good literature is shared by the
family. Even though some children will not have
been this fortunate, the teacher should be ready
to accept the challenge of taking each child

where he is in his development of literary tastes DEss.
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and creating an atmosphere rich with experi-
ences to meet his needs and interests. If the
teacher has a genuine love for children and
books, he will use all his creative ability to guide
his pupils in the beginnings of literary aware-




Storytelling

There is no better way to introduce literature
to children than by storytelling. Because chil-
dren receive a story as something real, and re-
ward the teller with their complete attention
and interest, storytelling is always a sharing
experience.

There are two essentials in choosing stories
to tell. If it is to be told with enthusiasm and
sincerity, the story must have strong appeal to
the storyteller. Furthermore, a story that reads
well may not tell well. Picture stories (White
Snow, Bright Snow and A Tree ts Nice) or
stories that depend upon exact wording of the
author (Andersen’s Fairy Tales, Just So Stor-
ies, Winnie-the-Pooh) should be read rather
than told.

What makes a story good to tell? Among the
generally accepted criteria are these: (1) The
story should have a good plot with something
of interest to resolve; the characters should be
true and real enough so that the listeners will
care what happens to them, and they should be
deseribed in sufficient detail so that the child
can conjure up in his mind a meaningful pic-
ture of what the characters look like; and the
mood or atmosphere of the story and the style
of writing should be appropriate. (2) It should
meet the child in some point in his experience
and make him want to know where the story
leads to. Examples of this type are The Story
About Ping, The Tale of Peter Rabbit, and
Mike Mulligan and His Steam Shovel.

Storytelling requires much careful prepara-
tion, but once prepared, it is never lost to the
teller. Any teacher who learns to tell two or
three stories a year will soon have many <o
share. The wise storyteller will become so fa-
miliar with the language of the author that it
becomes his own; he will speak clearly, and he
will suggest action rather than act. To develop
storytelling ability, arrange to observe a good
storyteller; begin by partly reading and partly
telling a story; and for practice, find an audi-
ence of & fow children or volunteer service for
a library story hour.

Reading

Reading aloud is another way of introducing
children to the finest in literature. To acquire
the ability to read a story well, the teacher will
want to develop a repertoire of selections which
he himself enjoys and knows well. Zie might use
these criteria in choosing books to read aloud:
(1) books which possess the qualities of good
literature—true characters, plot, meaningful
narrative, and significance and/or symbolism;
(2) books which broaden horizons and stimulate
the imagination; (8) books which lend them-
selves to being read aloud and shared; (4) books
which the children probably could not read in-
dependently.

Some books which children greatly enjoy hav-
ing read aloud are:

Millions of Cats, Wanda Gag
Ask Mr. Bear, Marjorie Flack

And To Think That I Saw It On Mulberry
Street, T. S. Geisel [Dr. Seuss]

Mike Mulligan and His Steam Shovel, Vir-
ginia Burton

Crow Boy, Taro Yashima

Five Chinese Brothers, Claire Bishop

Just So Stories, Rudyard Kipling

Rabbit Hill, Robert Lawson

Any book list, if used wisely, will provide for
flexibility so that books suggested for one level
may he used at another, provided they meet the
needs of the group or those of individual chil-
dren.

Poetry

To read poetry well, the teacher will make
the reading sound like good speaking; the poem
will be phrased according to meaning. The
teacher who truly enjoys reading poetry to
his children will create an atmosphere for it
through a story, a picture, music, or, best of
all, a human experience. The following poems
offer much enjoyment when read aloud:

“The Friendly Beasts,” an Old English
Christmas carol
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“Who Has Seen the Wind?” Christina Ro-
setti
“The Swing,” Robert Louis Stevenson

The memorization of poetry can be highly
pleasurable as a group activity. After much
rereading with group participation, lines grad-
ually become the child’s own. If literature is
well selected (see pp. 12-15) by an enthusiastic
teacher, there will be more memorization rather
than less. When reading or telling a story or
poem, the teacher should seat the children close
to him so that they may see the twinkle in his
eyes and the pictures in the book. Then he will
be able to say with Walter de la Mare:

“Quiet your faces; be crossed every thumb;
Fix on me your deep eyes;

And out of my mind a story shall come,
Old, and lovely, and wise.”

Records

Recordings can often be used to advantage in
the story hour, To provide variety, there are
many records from which the children may hear
a story told, read, or dramatized. Sometimes the
enjoyment of a story will be enhanced by a
musical background of sounds. A Folkways Rec-
ord, FX6152: Sounds of Steam Locomotives,
may be used with Watty Piper’s story of The
Little Engine That Could. Teachers as well as
children can become better storytellers by lis-
tening to good records.

Following are several good sources of record-
ings of stories and poems included in the rec-

ommended list:

Weston Woods (recording company), Weston,
Connecticut:

PBP 101

Millions of Cats

Mike Mulligan and His Steam Shovel
Make Way for Ducklings

and others

PBP 102

Stone Soup

Georgte

The Story about Ping
and others

TITE 4 A

Ir .D.l.' 1Uo

Lentil
and others

PBP 104

Little Toot
The Biggest Bear
and others

PBP 105

Curious George Rides a Bike
The Five Chinese Brothers
and others

PBP 106

“Johnny Crow’s Garden”
White Snow, Bright Snow
and others

PBP 107

A Tree s Nice
Chanticleer and the Fox
and others

PBP 108

Madeline’s Rescue

The Little Island

The Big Snow
and others

Educational Record Sales
Amahl and the Night Visitors, opera by

Gian-Carlo Menotti
Just So Stories, by Rudyard Kipling

Children’s Caedmon Classics
Just So Stories and other Kipling Tales

Tales of Hans Christian Andersen
The Adventures of Pinocchio
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Films and Filmstrips

Films and filmstrips, too, can increase the
enjoyment of a story. They may be used in sev-
eral ways. At times a story or particular aspect
of a story could be introduced with a film or
filmstrip to give background information. A set
of Encyclopedia Britannica filmstrips, Animale
of the Forest, might be used before reading such
stories as Rabbit Hill or Dash and Dart. Oc-

cagionally the first presentation of a story
might be made by film.

Films (for purchase or rent)

Curious George Rides a Bike

The Five Chinese Brotuers

Make Way for D:ecklmgs

Lentil "

Mike M»liigan and His Steam Shovel
Millisns of Cats

Seone Soup

The Story About Ping

Filmstrips (for puféhase) |

Angus and the Ducks
The Biggest Bear

The Big Snow
Blueberries for Sal
Chanticleer and the Fox
Crow Boy

Radio and Televnsvon Programs

During the schocl year, two flne programs of
good literature ‘are broadcast weekly by The
Wisconsin School of the Air, Station WHA,
Madison, Wisconsin. One of them, “It Hap-
pened When,” is for children in kindergarten
through grade three. Bulletins describing the
programs for the year are available for distri-
bution. A teacher’s guide containing sugges-
tions for preparation and follow-up of each pro-
gram may be purchased for the series.

The Bureau of Audio-Visual Instruction in
Madison has available many of the recom-

mended films such as The Little Engivz That
Could and Mike Mulligan and His Sceam Shovel.

The following story films and fMtﬂps are
obtainable frora Weston Woods, Weston, Con-
+16L+ o
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Curious George Rides a Bike
“Johnny Crow’s Garden”
Lentil
The Little Island -
Little Tim and the Brave Sea Capt«wm
Little Toot
Madeline’s Rescue
Make Way for Ducklings
Mike Mulligan and His Steam Shovel . .
Millions of Cats '
. Petunia .
Play With Me
“Stone Soup
The Story About Ping
‘The Tale o) Peter Rabbit
The Three Billy Goats Gruff
A Tree i8 Nice |
White Snow, Bright Snow

classrooms throughout the state. Listening to
the programs is an effective way of becoming
acquainted with some carefully selected poems
and stories.

The second radio program, directed toward
grades four through eight, is covered in the in-
termediate section of this curriculum.
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If the reception is not good or if the time is
not convenient for listening, tapes of the broad-
casts may be purchased from the radio station.

Occasionally commercial television features
such programs as The Wizard of Oz and Awiahi
and the Night Vigitors. Librarians and teachers
report that children become very interested in
stories which have been presented on the
screen.

Rescurce people

Some communities are fortunate in having
adults who organize Children’s Thea
and present puppet shows, tell stories exceed-
ingly well, or write stories for children. They
welcome invitations to share their ta.lent ‘with
school children.

Y, prepars

ILLUSTRATIONS OF TEACHING

' KINDERGARTEN THROUGH GRADE THREE

- DEVELOPMENT OF A SPEAKING LESSON

Kindergarten

Experlence w1th young ch11dren reveals their
genuine love of good stories. 'Observing a group
of children in kindergarten listening to a story,
one finds it difficult to detect which children
have heard the story many times and which are
hearing it for the first time; The teacher must
remember two things: first, one poor telling can
do more harm than one hundred retellings, and
second, recurring experlences can beneflt a
child in many ways.

Since the development of speaking holds an
important place in the kindergarten program,
the teacher can fully utilize the children’s love
for fairy tales to expand their speaking abil-
ities. An effective approach might be through

“the use of the fairy tale The Three Bears done

on a sequence puzzle. (From The Judy Com-
pany, Minneapolis, Minnesota.)
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One teacher had told the story- earlier in the
year and knew the class was familiar enough
with the story to be able to recall the main
points with some visual assistance. The teacher
introduced the story by saying, “Bobby.told
me the other day about his favorite story. He
said it was about three animals who lived in a
little house in the woods. Do you want to tell
us what your favorite story is, ‘Bobby? The
Three Bears. Since Bobby likes this story so
well, I thought maybe we could share a new
puzzle with Bobby. It is a different kind of
puzzle because it has a lot of little pictures that
will tell us a story when they are put together
in the right way. I am going to begin to tell
the story so that you can see how our new
puzzle helps us.” Holding it in vision of every-
one and pointing to the individual illustrations,
the teacher began telling the story, inviting




anyone to join him. “Who would like to tell us
about the next picture?”

At the conclusion of the story, the teacher
explained that the puzzle would then be placed
on a small table next to which were placed two
chairs. (This table, called “The storytelling”
table, invites all little people to come and use
it. A child may take a friend to the storytelling
table when their work is finished and there
take turns in using the puzzle to tell each other
the story. It remains fun as long as the chil-
dren, remember that one friend must be a lis-
tener while the other is the story teller.)

LISTENING FOR THE CLIMAX
OR MAIN POINT OF A STORY

Kindergarten

One kindergarten teacher found the story
Ask Mr. Bear by Marjorie Flack an excellent
means of helping children learn to listen for
the main point of a story. The teacher began
by explaining that the story was about s little
boy (although it could be about a little girl),
who wanted to get a birthday present for his
mother. The children responded by talking
about their own experiences in finding a birth-
day present for parents or brothers and sisters.
Then the teacher caught immediate attention by
turning the pages to the illustrations as he told
the story from memory.

After the story’s close in which Mr. Bear’s
usefu! suggestion terminates a long list of gift
ideas offered by the other animals, the teacher
began discussion of the children’s reaction to
the “bear hug” as a birthday gift. Such ques-
tions as theze elicited responses: “How do you
like Mr. Bear's suggestion to Danny ?” “Do you
think Danny’s mother was surprised and hap-
py ?” “Have you ever had a bear hug from some-
one who likes you very much?”

Next the teacher reviewed the story with the
children, playing a game of remembering all

a I e N

Over a period of several days, the teacher
observed closely those children who used the
Story-telling table, watching for the time at
which the confidence of one storyteller would
enable him to tell the story (with the puzzle)
to a small group of children.

The puzzle was available for several weeks
and was then replaced by cut out figures (also
by other Judy Puzzles) of the same story. This
method was a favorite of the children and the
storytelling table held its place throughout most
of the school year.

the animals Danny encountered and telling what
gift each suggested. (It mattered little in what
order the children recalled the animal-gift com-
binations.) As each one was recalled, a volun-
teer was found to play the role of the animals
in a dramatic presentation of Danny’s quest.
(“Who wants to be the lamb?” “Who would like
to be Danny himself?”) After the cast was
chosen, the teacher suggested that all the oth-
ers could be listeners and helpers—assisting
Danny to remember who all the animals are.

The dramatization proceeded freely, occupy-
ing as much time as was needed and allowing
courteous audience help as a reminder to Danny

of what he should do next. Excitement mounted
as Danny got to the end, where he could “Ask
Mr. Bear.”

After the dramatization was finished, the
teacher led the audience response by saying,
“That was such a good job, I'm going fo clap
for them. Another time we'll play the story
with the listeners as the animals and Danny. 1
know something for each one of us to do now.
Let’s go home and tell mother the story Ask
Myr. Bear. But remember—don’t tell the end-
ing. Show her the ending and she will be as
surprised and happy as we were when vve heard
how Danny finally got an answer to his ques-
tion about what to give his mother for her
birthday.”

- - L




BROADENING ENJOYMENT
OF NATURAIL BEAUTY

Kindergarten

A kindergarten teacher who wished to plan a
lesson on appreciation of the out-of-doors was
greatly aided by Janice M. Udry’s story A Tree
Is Nice.

After reading the story himself the teacher
formulated the following questions as an intro-
ductory approach: “Have you ever thought
about a tree?.Do you have a tree that you like
very much to play in or look .at? The author
of this story tells us why a tree is nice—‘Trees
are very nice. They fill up the sky.’ I've never
thought of that before. Let’s go on and see what
else a tree can do.”

Having created interest, the teacher pro-
ceeded with the reading of the story, showing
the lovely illustrations as he read. At the con-
clusion of the story the children were encour-
aged to react. Many thoughts came forth from
them such as: “Our trees are little at our
house.” “There is a real crooked tree in the
park.” “We shouldn’t play in the fire when
Daddy b»rns leaves.” “My friend has a tree
house.” “We went on lots of picnics this sum-
mer.” “I helped by Daddy plant the trees at
our new house.”

Seeing the enthusiasm in the children’s re-
actions, the teacher proposed a trip around the
school yard to look at and enjoy the trees. The
small journey was a delightful experience for
these kindergartners. They felt the different
types of bark, looked at trees from a distance,

stood next to tall trees to get the feeling of
size, collected leaves, and paid attention to the
many directions the limbs took. The teacher,
very much in the background, observed closely
the glowing spark of enthusiasm and suggested
they return to the classroom to draw a picture
of a “nice tree.”

During the time the children worked on their
pictures they talked about trees. The children’s
interest was high and their pictures revealed a
new sense of beauty gained from the story A
Tree Is Nice.

CREATING MOOD

Kindergarten

Small children respond eagerly to the poet’s
creation of mood through the magic of words
and rhythms. To infuse in his students an
awareness of different emotions which can be
expressed in the face, one teacher experimented
before presenting a poem.

The teacher had his kindergartners sit in a
circle on the floor; he then asked them to show
a funny face. The teacher responded with, “Our
faces show on the outside what we feel on the
inside. Now let’s pretend you are very sad.
You have lost that great big ball Grandma
bought for you! Show us your very sad face.”
As the class caught on to the idea, the teacher
asked them next to show the opposite feeling.
“Grandma has just bought you the biggest red
ball you have ever seen! How does this make
you feel? Happy is right! Show us yotir happy
face.”

The youngsters were then asked to pretend
they were each being given a pretty package.
The teacher passed out imaginary packages to
each child, calling each by name as he did so.
The children were asked not to open their boxes,
but to shake them and to try to think what

could possibly be inside. At this point, the
children’s faces showed curiosity. Then they
were told to open the boxes and find a huge
surprise. The children enjoyed the game im-
mensely as they noticed the different emctions
appearing on each others’ faces. The teacher
then read a poem, asking the pupils to show:
him with their faces how the poem madea them
feel inside.

Poor. tired Tim! It’s sad for him.
He lags the long bright morning through . ..

The class decided this poem was sad, and each
child made his face look sad. The teacher then
presented other poems with differing elements
of emotion as their theme. After .each poewm,
the children expressed in their faces the emo-
tions which appeared in the poems.




LISTENING AND CREATIVE DRAMATICS
Kindergarien

The kindergarten teacher has abundant op-
portunities for creative experiences witl. liter-
ature. Five-year-olds are eager to enter the
world of fantasy and make-believe, They readi-
ly identify themgelves with people, animals, ani-
mated toys, and other characters found in chil-
dren’s literature. The Three Beurs, The Billy
Goats Gruff, Three Little Pigs, und other sim-
ilar selections all lend themselves beautifully
to character dramatizations and are familiar to
most kindergarten children.

One kindergarten teacher, wishing to enrich
the children’s experience with literature, told
the story of The Billy Goats Gruff. Before pre-
senting this story, the teacher read it several
times and familiarized himself welli with the
characters, theme, mood, and setting. Since he
was new at storytelling, he felt it necessary to
jot the main points and sequence on a smali
card which he kept on his lap for quick refer-
ence, This device aided him in keeping the story
clear, concise, and simple, while strengthening
the rapport between storyteller and listeners,
Interest and appreciation increased when the
teacher remembered to speak slowly and use
voice inflections representative of the different
characters involved. In so doing, the storyteller
brought to life the Billy Goats and transmitted
to the children a feeling that the teacher him-
self was making believe and deriving pleasure.

Unce the story was told, the teacher found
eager responses to questions regarding the
Troll and the three Biily Goats Gruff. The
teacher, allowing ample time for questions and
discussion, also found an increasing excitement
building among the zhildren when he suggested
they stand and “ranake believe’” they all were
the little Billy Goat Gruff crossing the bridge,

followed by the middle Billy Gcat and finally
great big Billy Goat. Using the entire class
again, the teacher encouraged them to repeat
this sequence while he himself added the dia-

logue.

On the following day the teacher retold the
story, encouraging the entire class to respond
like the Billy Goats Gruff and the Troll. He also
found that some of the children desired to act

out the parts of the Billy Goats. (The teacher
felt it important that the group approach be
used until an individual felt confident and free
enough to respond to the question, “Would
someone like to be the Little Billy Goat Gruff
today ?”)

As each child gained confidence through par-
ticipation, the role of the teacher diminished.
The teacher told the story as many times as the
children requested, and allowed the children to
dramatize it as long as they experienced pleas-
ure in doing so., The housekeeping corner and
the building blocks provided all the stage prop-
erties they needed; however, too many costumes
or props tended to inhibit children rather than
aid them, A few classroom chairs placed togeth-
er created an excellent bridge.

RECOGNITION OF SEQUENCE Of EVENTS

Grade One

A first grader came into achool one morning
bursting with the news that he was going to
move; his family was going to live in Kansas,
His classmates were a bit perturbed. They were
sorry that Joe was going to leave them, but they
were happy, too, because Joe was happy.

The teacher thought this would be an ideal
opportunity to develop understanding of what
it means to settle in a new locale and to help
his first graders understand that no matter
where a person goes, he will find friends. Using
Joe’s experience as an introduction, the teacher
thought the children would enjoy listening to
the story Little Leo by Leo Politi.

The teacher asked his pupils if they would
enjoy listening to a story about a little boy
who moved not to a different state, but to an-
other country. The children’s response was en-
thusiastic, and they flooded the feacher with
a barrage of questions.

Now that the children were wide-eyed and
very attentive, the teacher opened the book to
the title page, read the title and the author, and
began the story.




While continuing to read-tell the story, the
teacher shared the colorful illustrations with
the children and encouraged their spontaneous
remarks. They followed Little Leo as he trav-
eled across the states with Teresa, Mama and
Papa. They were sad when Mama got seasick,
and they got very excited when all the little
Ttalian-Indians, with Orlando tagging behind,
ran through the village, destroying its peace
and quiet, They smiled when the teacher glibly
read the simple Italian sentences,

The teachor realizel when he had prepared
the story that several words (euriosity, quaing,
ravioli, ete.) would be unfamiliar to most of
the children so he read the sentence as written
but injected a simple explanation without de-
stroving the author’s style or story intereat.

When the story was completed, a child vol-
unteered, “Leo’s grandmother and grandfather
are like mine. They hug me to00.” This comment
led to & discussion which helped the children
realize that though people live in different
places and do things in different ways, they
are alike in many ways.

Because several children commented on the
strange names, the teacher wrote them on the
chalkboard and the children enjoyed repeating
them. One boy thought Leo’s friends would
think their names strange, too, and another
wanted to see the pictures again. In answer to
this request, the teacher suggested that they
study the pictures and recall the sequence of
the story. Beginning with the first illustra-
tion, the teacher called on various children to
recall for the group the part of the story the
picture illustrated.

One child suggested the story would make a
good movie, and the others agreed. Some chil-
dren wanted to tell the part of the story that
would explain euch sequence of the movie. The

rest of the “sped quickly by as little
heads bent over crayons and paper, and others
practiced what to say.

A sense of satisfaction permeated the room
as the children proudly presented the movie
for their kindergarten friends. The teacher, too,
was pleased when he saw the children take
Little Leo home for mothers and fathers to
read aloud.

(‘"HORAL SPEAKING
Grade One

Young children’s sentences are naturally
poetical and imaginative. Their responses to
the rhythm of jingles and poetry is automatic.
To keep this inhercnt sense of poetical sound
alive, adults must appreciate and nurture it.

One first grade teacher used choral spcaking
as a means of helping his pupils retain this
natural poetic sense. He wanted his students
to be able to enjoy poetry together, so he chose
the poem “The Big Clock” as a starting point.

The Big Clock
Unknown

" Solo:  Slowly ticks the big clock;

Refrain: Tick-tock, tick-tock!
Solo: But Cuckoo clock ticks double quick;

Refrain: Tick-a-tock-g, tick-a-tock-a
Tick-a-tock-a, tick!

After reading the poem, the teacher asked
his class these questions: “How did the big
clock tick? How would its pendulum swing?
Have you ever heard a cuckoo clock? How does
it tick?” In answering the questions, it was
natural for the children to respond with bodily
rhythms. Soon they tried saying the poem to-
gether—the teacher saying the solo part and
the children joining in the refrain, Even the
shy child felt he was a contributing member
of the group. As the poem became more fa-
miliar, one child after another asked to say the
solo part. Before long, everyone could recite the
entire poem.

Because thig lesson was so successful, the
teacher presented a question-and-answer type
of poem, “Color,” by Christina Rossetti. In dis-
cussing the meaning of the lines, the children
could see that one group could ask the ques-
tions, the other, answer.

The teacher presented a third rvem in the
line-a-child pattern. Rose Fyleman’s “Mice,”
from. her book Fifty-One New Nursery Rhymes
was chosen. The first two and the last two lines
were read in unison, with the lines in between
divided among seven children according to




phrases. The children freely offered to say in-
dividual lines,

After a time, the children were ready to ex-
perience what is most difficult to Ao well—
speak in unison with clear articulation, pleas-
ant blending of voices, and meaningful rhythm
and tempo. Soon they were able to recite beau-
tifully Sara Teasdale’s poem “April,” which
can be found in her Collected Poems, and “Time
to Rise” by Robert Louis Stevenson.

IF I WERE KING (Choral Speaking)
Grade One

Enjoying poetry through choral speaking can
be one of the most delightful and exciting ex-
periences for young children and, for the teach-
er who enjoys poetry, a satisfying one,

The children in one first grade class never
quite knew when it was time for poetry, be-
cause sometimes they learmed a roem after
reading, 3ometimes after arithmetic, and some-
times when they came in from play. They looked
forward to these poetry sessions anytime.

To introduce A. A. Milne’s poem, “If I Were
King,” the teacher asked, “What would you do
it you were king for just one day?” The chil-
dren’s responee was enthusiastic, so the teacher
read the title of the poem and the author’s
nsine, and began reciting the poem, taking the
children from Spain to Timbuctoo with A. A.
Milne.

In the discussion which followed the poem,
one child thought he would like to be king of
Spain, another King of Norway, and still an-
other king of “anything.’ The children asked
to hear the poem again, and this time the teach-
er told them to Isten for what the author would
do if he were king of Spain and Babylon. Pro-
ceeding in this way, the teacher gave a specific
motivation for each repetition of the poem un-
til each couplet hud become very familiar to the
children. When he felt quite sure that the chil-
dren knew the essence of the lines, he explained
that he would read the first part of the two-
line stanza and the children could complete the
second. Thus, in addition, to having fun, the
children slowly memorized the poem.
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Following this activity, the children helped
the teacher select individual pupils to say each
of the couplets alone, but they thought the
whole class should begin and end the poem.

At the close of the period, the children had
almost completely “absorbed” the poem and
loved it.

THE STORY OF FERDINAND
Grade One

To arouse his students’ curiosity over a story
or poem he planned to present, one teacher
posted the title in the literature corner of the
room on the morning of the day it was to be
presented, P, the time the clock told the chil-
dren that it wes storytime, they were eager
and very curious to know more. This was the
cage with The Story of Ferdinand.

Before the teacher could begin, one child
asked, “Who g Ferdinand?” The teacher asked
the children to guess who he might be, and af-
ter many different suggestions, he introduced
the story in the familiar terms the children
were by now used to: “The Story of Ferdinand
by Munroe Leaf, illusirated by Robert Lawson.”

Partially reading and partially telling the
story while showing the illustrations, the teach-
er began, “Once upon a time in Spain—that’s
a country across the ocean right here”—the
teacher stepped to the globe he kept within
reach—*“there was a little bull and his name
was . . .” and as he paused, the children chor-
used, “Ferdinand.”

The minutes passed quickly as the children
were taken to Spain and followed Ferdinand
through the pasture to his favorite haunt
among the flowers. They chuckled at the con-
trast between Ferdinand and the other bulls.
The teacher’s animated and expressive way o
reading-telling the story elicited wonderful re-
actions from the children. They were happy that
Ferdinand had an understanding mother. They
saw Ferdinand fiercely kick up his heels when
stung by the bee. They marched through the
streets of Madrid with the matador. They
squatted on the floor of the bull ring with
Ferdinand and smelled the ladies’ flowers,




When the story was completed, the room was
quiet, and the teacher permitted the children
to savor the story in their own imaginations
first, Then he began asking questions: “I know
you like the story, boys and girls. But did you
like Ferdinand?” “Why?” “Did he have to be
like the other bulls to be happy ?”

The opinions flowed freely, and the teacher
felt that the first graders had sensed the mood
and had captured the theme of the story when
one child volunteered, “I like Ferdinand. His
mother knew he liked to sit under the tree and
she said it was all right. He didn’t always kave
to do what the other bulls did.” The teacher was
aatisfied that the children had enjoyed the
story when, a few days later, they asked that
it be told again.

HIDING (Poetry)
Grade Two

Beliefs at any age are real and important,
Too often, the sharing, discussing, and forming
of beliefs is confined to the upper grades.

Why is it that in the middle and upper grades
children find it difficult to express beliefs? If
and when beliefs are expressed, why are they
sometimes stated in a definite, positive, and
unqualified manner?

Might it be that children in Grades K through
three could be introduced to varied opportuni-
ties that nurture an awareness for finding the
truth ? Such experience should result in increas-
ing enjoyment and satisfaction.

With these thoughts in mind, one teacher se-
lected the peem “Hiding,” which deals with
family relations. Throughout the years “Hid-
ing” has remained one of the favorite poems
for the primary grades. In it children identify
themselves with the happy, playful reiation-
ship with parents. Surely, it is the birthright
of every child to enjoy similar experiences. Fol-
lowing is the teacher’s actual preparation for
presenting the poem:
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Purpose

To assist the child to identify the characters
with himself and his parents.

To appeal to the child’s imagination.

To help the child enjoy everyday conunoniplace
experiences.

To encourage the child to state a tentative
belief about parent-child relationships.

Teacher Preparation

[The teacher asked himself these questions
after a practice session and before presenting
the poem]

Can I make the poem 8ing? (rhythm)

How did the punctuation help me?

Did I sense the mood of the poem?

Is there more than one mood?

Did I read the surprise endings differently
than the beginnings of the verses?

Did I really enjoy reading the poem?

Reading the Poem

Introduce the poem after the children play
the hiding game “Huckle Buckle Bean Stalk.”

Discussion of the game:

What kind of game is “Huckle Buckle Bean
Stalk?” (hiding) What makes it so much fun
to play? (surprise element) Do you ever play
any games with your mother and father? I'm
going to read you a poem called “Hiding.” Lis-
ten and hear who is playing the game., Perhaps
you would like to play “Hiding” with your
mother and father.

Hiding
By Dorothy Aldis

I'm hiding, ’'m hiding,
And no one knows where; ...

Discussion of the Poem

How do you think Benny and his parents felt
when they played together?

Why do you think t \ey had such a good time?
Do you think mother and father made good




guesses? Why?

Do you play games with your mother and
father?

Can you think of some good hiding places in
your own home?

Yould vou like to play “Hiding” with your
parents?
Might you invite them to play with you?
State and discuss beliefs such as: How I feel
about my mother and father (e.g., “I like to
have mother and dad play with me.” “My
mom doesn’t have time to play with me.”).

Rereading the Poem

While rereading the poem have the children
interrupt with parts they know. After several
rereadings & number of them should have ab-
sorbed the entire poem.

Have books containing the poem available for
those who can and want to read it. Encourage
the boys and girls to look for “Iliding” and
similar poems that they like. Have them share
these poems later in class.

Read the poems selected by the children be-
fore they attempt to share them with their
friends.

Related Activities

Make a list of imaginary hiding places pre-
sented by the children.

Dramatize the poem.
Write an original class poem.

Read other poems that deal with parent-child
relationship, such as:

“Sh” by James S. Tippett
“The Cupboard” by Walter de la Mare
“Vigitors” by Harry Behn

THE GORLIN (Choral Speaking)
Grade Two

To introduce his class to the poem “The
Goblin” by Rose Fyleman, one teacher ar-
ranged in advance to have someone knock on
his classroom door at a mutually convenient
time and quickly disappear. The teacher
brought the students’ attention to the knock
and had a child go to the door only to find no

one there. One child suggested it was a fairy,
and another a goblin. Thus a class discussion
ensued, and the teacher found a good opening
for presenting the poem. He began, “Jimmy
thought there must have been a goblin at the
door just now, because we heard a knock, and
when we looked, no one was there. That re-
minded me of the poem, ‘The Goblin’ Rose
Fyleman must have liked goblins, too, because
she wrote this poem for boys and girls like you.

‘A goblin lives in our house, in our house,
in our house,

A goblin lives in our house all the year
round...”

As the teacher read the poem aloud, the chil-
dren’s imaginations made them Fear the goblin
jump, then thump, and knock and ratile at the
door. Spontaneous laughter greeted the com-
pletion of the first reading of the poem, and
one child suggested that the class read the
poem together. This remark brought unanimous
agreement, so the teacher said, “Would you
like to listen to the poem again, children? Then
we'll have a better idea of how we’d like to say
it.” After the second reading, the teacher asked
for suggestions. The class thought it was a good
idea when someone suggested that everyone
read the first and last lines of each verse to-
gether, and students who volunteered were each
assigned a line to read alone. At a sign from
the teacher, therefore, the class began recit-
ing together and the volunteers read their lines
separately.

Although the poem was not rendered perfect-
ly the first time, the children delighted in
speaking together. One child thought there
should be more “rattles at the locks” and an-
other thought the group hadn’t been strong
enough on “all the year round.” Each sugges-
tion was considered in turn and many were ab-
sorbed into the next reading of the poem. The
students repeated the peem with even more
vigor and gusto. Intermittently throughout the
next day, the children requested to speak this
new poem together, and more children volun-
teered to read a line alone.

THE ANIMAL STORE
Grade Two
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and whispered that he had a new puppy, one

teacher decided this was & good opportunity to

bring the child out of his shell, and also to

gresent Rachel Field’s poem “The Animal
tore.”

“What good news, Timmy!” the teacher said,
“I'm sure the boys and girls would be inter-
ested in your puppy. Will you tell them about
it later in the day, please?”

During the literature lesson, and with some
gentle encouragement from the teacher, Timmy
told the children how he acquired his puppy
“Zingo,” The children were excited to learn
that the puppy came from a pet shop. From
the expressions on their faces, the teacher knew
some of his students had never seen a pet store.
So when the child conpleted his story, the
teacher began a discussion by asking, “What
other animals can we see in a pet shop?” The
children’s responses included turtles, cats, sal-
amanders, and so on. The teacher listed these
animals on the chalkboard and presented pic-
tures previously prepared.

To lead up to the actual poem, the teacher
asked the students what they would buy with
a hundred dollars. After all the children had
had an opportunity to respond, the teacher
asked the students what they thought Rachel
Field, the author of the poem, bought with her
hundred dollars., Once a few guesses had been
supplied, the teacher began reading the poem.

“If T had a hundred dollars to spend
Or maybe a little more . . .”

As the teacher continued reading, he took
special care to interpret the words and point
out all the joy and wonder created by the lines
of the poem. When the reading was completed,
the teacher provoked an animated discussion
among the stndents hy asking questions like,
“What did Miss Field plan to do with the hun-
dred dollars?’ “Do you think it was a good
idea?” “Why?” “Of all the animals we saw in

the pet store, which was your favorite?”

The teacher wished to clarify words which
were still unfamiliar to the children, so he read
the poem again having the children point out
the unfamiliar words. As the children made
their contributions the teacher wrote the words
on the chalkboard and explained their mean-
ings. A third reading of the poem satisfied the
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students. It clarified their understanding of the
meaning, and intensified their enjoyment of the

poem.

THE BIGGEST BEAR
Grade Two

A class of second graders had just returned
from a trip to the zoo and in small informal
groups were discussing the animals they had
seen. As the teacher walked from group to
group, he assumed the role of an interested
listener. As he listened, he observed the ex-
pressions of the children. Noticing a very
puzzled look on Jamie’s face, he asked him if
something was puzzling him.

“How do they catch the big bears?” Jamie
wanted to know.

The teacher answered that perhaps the other
boys and girls were wondering, too, and he
asked the boy to save his question for the liter-
ature period on the following day, at which
time he would read a story which would answer
the question.

The next day the teacher was prepared to
answer Jamie’s question as well as to share
with the class The Biggest Bear. Having called
on Jamie to repeat the question for the class,
the teacher explained that he thought Jamie’s
question would be answered as they listened
to and enjoyed the story The Biggest Bear, by
Lynd Ward.

As the teacher read the story and shared the
ilustrations with the interested group around
him, the children gasped as they learned that
Mr. Pennell had killed three bears and there-
fore had three bearskins nailed to his barn, but
Johnny’s family had none. Like Johnny, the
children became more and more attached to
the bear cub in the story. The antics of Johnny’s
bear as he grew bigger and bigger brought in-
termittent squeals of delight and gasps of hor-
ror, especially details of the chaos in mother’s
kitchen and the damage in father’s shed. They
sympathized with Johnny as his father ex-
plained that the bear must go back to the woods.

“The bear really liked Johnny, didn’t he?” 2

child exclaimed.

“Yes he did! But now Johnny had to do
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something that was very difficult for him to
do,” explained the teacher.

The sad-eyed audience gave visual testimony
that they experienced vicariously what Johnny
was feeling as he and his father took the bear
into the forest, and all three fell into a bear
trap. How delighted the students were to even-
tually find that some kind men would take care
of Johnny’s bear if Johnny would let them have
him for the zoo.

At this point the teacher asked Jamie if he
knew one way of capturing bears for the zoo.
The teacher was pleased when Jamie replied,
“They set traps; kut I hope all people are as
kind as these zoo people were.”

The teacher could tell that the children were
anxious to talk sbout the book and he therefore
asked the question, “Was there any part of the
story you liked best?” He called on extrovert
Tommy, who was wildly waving his hand.

“] liked the part where Johnny took the bear
in all directions. May I make a map of Johnny's
trip with the bear?” he asked, “and can I call
on someone else to answer next ?”

When the teacher nodded his head, Tommy
called on Larry, who only now was emerging
from his shell, Larry timidly smiled and said
that he liked the part when Grandpa Orchard
said, “It’s better to have a bear in the orchard
than an Orchard in the bear.” The group
laughed with Larry because they liked him and
were happy that he was no longer afraid to
share his ideas with them.

The teacher then presented these guestions
and watched the children’s reactions in order
not to destroy the pleasure they had derived
from the story: “When Johnny first found the
bear cub, why didn’t he kill him? After all, he

L e | 2PN r:cu LS o ” “ :
did want a bearskin for thelr barn” “Wag it

all right for Johnny to have the bear for a pet?”
“Why did Johnny try to do what his daddy
wanted him to do even though it was hard for
him?” “How did Johnny feel ?”

At the close of the lesson a young girl asked
if she could take the book home to share with
her Lttle brother, and when others echoed this
request, the teacher knew that The Biggest
Bear would be one of their favorite stories.

The next day another child brought his rec-
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ord of The Biggest Bear to share with the
group, and once more the class relived the story.

CREATIVE POETRY
Grade Two

A good way to introduce and nurture the
writing of poetry in the primary grades is to
start with a cooperative group poem. Holidays
such as Thanksgiving, Easter, and Christmas
provide common experiences for poetry topics.

A second grade teacher had finigshed reading
Marchette Chute’s poem “Presents’” to his class.
This poem is included in Sung Under the Silver
Umbrelln, selected by the Asgociation for Child-
hood Education International, and it describes
toys wanted by a child for Christmas.

The reading and discussion of the poem was
enough motivation to begin the seven-year-olds’
own cooperative poem.

To begin class discussion, the teacher asked
the students what they would like for Christ-
mas. “Skis,” “A Sled,” “An electric train that
whistles,” were some of the answers. The girls
agreed that they would like dolls. In this man-
ner the conversation continued until one boy
decided he was too tired to think, and anyway,
Santa Claus would have some ideas, too.

The teacher continued questioning different
students: “What would you do with your sled ?”
“What would you do with your bike?” They
answered, “Take slides down the hill,” ‘“Take
rides with it.” A child noticed that slides and
rides rhyme, so the teacher suggested that the
wishes of the children be put into a cooperative

poem.

Thus the children and teacher proceeded with
the poem. The teacher took notes as the chil-
dren continued to tell how they would use their
toys.

The children were delighted the following day
when they discovered their teacher had typed
the poem and placed it on the bulletin board!

Uhat We Want for Christmas

A sled that slides,

A bike that rides,

A train that runs and whistles,
A wagon that rolls,




Skis with poles,

Dolls to hug and cuddle.

Cowboy boots, cowboy suits,
Weaving sets and needles,

A movie ring,

Fit for a king,

Cash registers that jingle,

Record players and records, too,
And anything else, dear Santa Claus,
We'll leave it up to you.

A PSALM OF DAVID (Psalm XXIII)
Grade Two

Although the reading and speaking of the
“Twenty-third Psalm” is especially appropriate
for the middle and upper grades, it can be ef-
fectively introduced in the second grade, Lis-
tening to lyries holds a special charm for seven-
year-olds and helps to develop an ear for both
rhythm and mood. Also, the Twenty-third
Psalm provides for inner peace and quiet in
times of insecurity.

Such was the setting in one second grade
room late one afternoon. A sudden storm ap-
peared. The wind blew, trees swayed, lightning
flashed in quick succession, and the rumblings
of thunder became thunderclaps. That very
morning Saady, the student weather reporter,
had recorded the forecast on the chalkboard:

Forecast
April 20, Tuesday-—stormy weather

The regular classwork ceased as most of the
children rushed to the windows to observe more
closely the ever-changing sky. Enthusiastically,
they invited those that remained in their seats
to join them. Only Laurie didn’t respond. She
was crying, and her hands were placed over her
ears to shut out the noises. The teacher com-
forted Laurie, took her hand, and togethar they
walked to the window. They heard a steady
stream of conversation. The teacher was quick
to jot down the children’s descriptive words for
later reference.

As suddenly as the storm began, it ended.
The teacher invited the group to sit on the rug.
He then seated himself on a small chair and
waited. The children knew it was quiet time.

When there was complete silence, the teacher
began: ' ' '

“The Lord is my Shepherd; I shall not want.

He maketh me to lie down in green pastures:
he leadeth me beside the still waters.

He restoreth my soul; he leadeth me in the
paths of righteousness for his name’s sake.

Yea, though I walk through the valley of the
shadow of death, I will fear no evil: for
Thou art with me; Thy rod and Thy staff
they comfort me.

Thou preparest a table before me in the pres-
ence of mine enemies: Thou anointest my
head with oil; my cup runneth over.

Surely goodness and mercy shall follow me
all the days of my life: and I will dwell in
the house of the Lord forever.”

CREATIVE DRAMATICS IN-THE-ROUND
Grade Three

Winifred Ward, in her book Playmaking With
Children, defines creative dramatics as “play-
making or informal drama created by players in
which dialogue and action are extemporized
rather than written and memorized.” What do
you need in creative dramatics? The answer,
according to Winifred Ward, is simply this:
children, a story or poem, a highly imaginative
teacher, and a room. No props or scenery are
needed. For creative dramatics arena staging is
most suitabie.

In kindergarten when children form a circle
for “Show and Tell” time they are already in-
volved in arena staging or theater-in-the-round.
Then, as they become familiar with the more
formal seating arrangements, the teacher is
likely to have all dramatization in the front of
the room, a situation which may lead to a
crowded, confined feeling on the part of per-
formers, and a frustrated, “I can’t see it!” at-
titude on the part of the audierce. A combina-
tion of these circumstances can lead to con-
fusion rather than to creation. Thus, when cre-
ative dramatics is performed in a circle in the
middle of a classroom, the confined, frustrated
feelings disappear.

This method had been used with much suc-
cess by one third grade teacher. His students

enjoyed dramatizing The Boy Who Cried Wolf,
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Cinderelle, The Emperor’'s New Clothes, and
Amahl and the Night Visitors. The teacher first
told the story to be dramatized. He planned his
story well, visualized every scene, and made the
plot simple and direct. After telling the story,
the clags discussed what the characters were
like. In the case of Amahl and the Night Vis-
itors, questions such as these were asked:
“What kind of boy is Amahl?”’ “Does he always
mind his mother?” “Could you have done what
Amahl did?” “Which king do you think is the
funniest ?” In the general discussion the group
decided at what point the play should start,
where the scenes would take place, and how
the play would end. Since there is no change of
scene in Awmahl and the Night Visitors, the
group only had to locate a specific area for
Amahl’s home, the approach te the house, and
the exit.

During the casting, the children chose their
own parts. The teacher worked with part of the
group while the others were out for recess, since
it worked better not to have all the talented
children in one cast. The teacher found that
many children who could not read had ‘good
rhythm. For example, they could create simple
folk dances for the scene where the villagers
came to welcome the kings.

When it came to playing the scenes, the first
several versions were pantomimed so that the
children could go through the actions without
thinking of the dialogue.

For the purpose of evaluation, the teacher
had his students do the performance for another
classroom. He found that the new audience,
which was not familiar with the story, under-
stood the action of the story and knew who the
characters were. The teacher asked himself
questions like, “Did the children stay in char-
acter throughout the story?” “Did the children
add something of their own?” “Did it add or
detract from the performance?”’ He kept in
mind that this is creative dramatics, created by
children, performed by children, for children. '

THE EMPEROR’S NEW CLOTHES—
WITH PUPPETS

Grade Three
Before presenting The Emperor's New

Clothes to his class, one third grade teacher
asked the students, “What is an emperor?”
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“He's a king!” one child suggested. To the
teacher’s question, “What is a king like ?7? the
students replied, “He’s rich, clever, and wise,
and takes care of his people.” This answer gave
the teacher a good opening, so he told the
youngsters that he knew a story in which the
king is unwise and foolish. The king’s min-
isters, who are the king’s helpers, are foolish,
too. “In fact,” the teacher continued, “it’s a
child who first points out how stupid this king
and his ministers are.” He then asked the chil-
dren if they would like to hear how some rob-
bers fooled the king. The class agreed enthusi-
astically, so the teacher began by reading, The
Emperor's New Clothes by Hans Christian An-
dersen, illustrated by Virginia Lee Burton.

~ The teacher read the story, stopping occasion-
ally.to answer a question interjected by a child,
and to point out the colorful illustrations which
were in tune with the period about which the
story was written. The teacher drew the young-
sters’ attention to the way the pictures con-
veyed a sense of action and rollicking good fun.
He pointed out how even the houses seemed to
lean and gossip about the splendid cloth of the
weavers. Unfamiliar words were clarified by
making the explanations a part of the story.
The teacher continued building up to the cli-
mactic line, “But he has no clothes on at all!”
The children were, of course, delighted with the
predicament of the king at the end of the story.

Following the story, the teacher arranged a
puppet show, keeping in mind that the children
could not sustain interest for a long, drawn-out
project. He zrranged on its side a packing box
with the top and bottom cut out. He set the box
on the edge of his desk so the children could
crouch behind the desk to manipulate the pup-
pets and project their voices. To make the pup-
pets, the teacher painted faces on rubber balls
and glued on paper features. A hole was cut in
the ball at neck point for the children to insert
a finger or dowel pin. The “good guys” wore
light clothes, and the “bad guys” wore dark
clothes (odd pieces of cloth were used).

The children worked out the dialogue them-
selves, and in this production those acting as
the audience also had an opportunity to par-
ticipate. At the beginning of the children’s
version of the play, the king strutted about

talking about his clothes. He left and his min-
isters came on and proceeded to gossip about




him, saying that he “isn’t on the job.” Then the
szudience shouted, “Where is the king?” At the
end the audience chimed in again, “But he has
nothing on at all.” One student held up cue
cards when it was time for audience participa-
tion. The play moved very rapidly, and some of
the puppeteers improvised so that the Ander-
sen version was occasionally barely recogniz-
able; however, the ending was the same.

A VISIT TO FANTASYLAND
Grade Three

Another third grade class Lhad just read The
E'mperor’s New Clothes, and became intensely
interested in the spirit of make-believe. They
read one imaginative story after another: Dick
Whittington and His Cat; Cinderella; Why the
Chimes Rang; The Velveteen Rabbit; Mary
Poppins; The Lion, the Witch, and the Ward-
robe, and others.

During this period, a white French poodle
“happened” to visit the classroom and was
cuddled and petted by each child. The teacher
explained that the dog’s name was “Snowglo.”

Another day the children visited the public
library. The librarian invited them to join her
for a story. With her, they enjoyed The Little
Juggler. Knowing their interest in fantasy, the
librarian also showed them a film of The Stead-
fast Tin Soldier.

With all these experiences absorbed into their
subconscious, it was natural for the children to
begin writing their own ideas about fairyland.
The teacher skillfully guided their interest and
enthusiasm until cooperatively they completed
the story, Willie Visits Fantasyland. They dis-
cussed who the leading characters would be
and decided on Snowglo, Willie, and Becky. They
outlined their plot: Willie was alone and sad,
but the children of the neighborhood took him
into their hearts and gave him Srowglo for his
very own. Willie and Snowglo were whisked
away to fantasyland. There Snowglo was
snatched away by a beast. Becky dreamed about
Willie. Sensing the need of her friend, she led
the searching party. All ended happily when
they were reunited.

Writing the story did not end this literary
experience for these children. They decided that
a dramatization would be the best way to share
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it with their parents and schoolmates. Thus,
when the next “program” was due, the children
presented a one-hour feature, Willie Visits Fan-
tasyland.

WHO WENT TO SEA IN A PEA GREEN
BOAT?

Grade Three

There comes a time when, in some way, the
teacher wants to evaluate the impact of his
literature program. For the eight or nine-year-
old, plot and characters are the most impor-
tant elements of a story. The children have met
a host of new storybook friends in story-telling
time, or by listening to books and poems read
to them. To see how well they remember these
friends, one teacher introduced a game.

The teacher asked for a volunteer to come to
the front of the room. While the boy who vol-
unteered stood facing the class, the teacher
wrote on the chalkboard above the head of the
child, the name of a familiar character from a
story. Then the class gave clues to the char-
acter, and the pupil at the chalkboard tried to
identify him, her or it. The teacher called first
on the slower pupils for clues, since they did
not offer too many. He steered the children
away from such obvious clues as, “His nose got
longer each time he told a lie.” He encouraged
the pupils to give clues which told how the per-
son looks, what he does, and what other people
think and say about the character. The child
was permitted three guesses, and if he did not
give the correct response, he was allowed to
look at the name. Then another child volun-
teered, and a new name was put on the chalk-
board.

The teacher also had the class play another
version of this same activity by letting one
child start the game by saying, “I have a friend
who (giving clue),” and allowing him to call
on a fellow pupil to identify the character. The
student who answered correctly introduced his
storybook friend.

The teacher’s day-by-day observation of these
standards is of greater importance than formal
testing. Expectancies in literature cannot be
measured formally. The quality of a child’s re-
wotion to literature in terms of what it does to
him can best be judged by the teacher who is
sensitive to the child’s thinking and feeling.




e e e T I 2

THE INTERMEDIATE GRADES

GRADE FOUR THROUGH GRADE SIX

INTRODUCTION

The literary curriculum in the intermediate
grades should continue the development of lit-
erary awareness begun in the primary grades.
The groundwork for a good literary program
in the intermediate grades was laid in the
kindergarten, and cemented by a sequential
growth pattern in the primary grades. Thus
the intermediate  program presented in this
curriculum guide retains the seven important
characteristics of a good literary program as
listed on pages 4-5. It also attempts to add to
the appreciation skills and will give attention to
those elements which reveal what literature is:
theme, form, characterization, poeti¢ diction.

‘The good intermediate literature program
must consider the interests, abilities, and char-
acteristics of the child in the middle grades.
Boys and girls in these grades are relatively
calm and self-assured. They become more out-
going and interested in problems of others.
They also begin to develop a strong conscience
and demonstrate definite views concerning right
and wrong, especially where these judgments
affect peers. As a result of these changes, they
begin to be more selective in their choice of
reading materials. Boys still do not choose “girl
stories,” but girls are becoming interested in
the literature boys like. Middle graders begin to
see themselves objectively and as individuals
with certain distinctive abilities and tastes.

wThey have a taste for stories in series and also

like to read many stories by the same author, as
is evidenced by the popularity of the Miss
Pickerel books. They also display the ability to
concentrate for a longer period of time, as well
as analyze and deduce.

The middle graders have acquired the skills
of reading which permit them to read more dif-
ficult literary selections. Their developing ma-

turity permits them to delve into broader con-
cepts which in turn may lead from the simple
to the more complex.

To satisfy their maturing interests and out-
look, children in the intermediate grades should
be exposed to diverse literature. They are drawn
to books which cover such varied subjects as
human relations, fantasy, myths, legends, cul-
ture, humor, biography, folklore, nature, Bible
stories, and poetry. To make it easier for the
intermediate teachers to locate titles suitable
for a particular grade in this wide range of
subjects, a rinimal and a collateral list of titles
appears on pages 39-43.

The middle grade teacher is usually con-
fronted with a wide range of ability and ex-
perience in his students. Some will have had a
rather broad literary experience, others only a
bare minimum. The elementary literature guide
does not divide the material into categories for
the slow, average, and advanced student as it
is felt that all students should be exposed to at
least the selections in the minimal list, with
better students directed to works on the col-
lateral list.

One of the goals of the teacher should be to
select quality reading material to present in a
manner that encourages the children to in-
crease their individual free reading. Free in-
dividual reading can be encouraged by showing
children where they can find the books that in-
terest them in the library. A proper use of the
library will pay many dividends. Parents should
also be urged to purchase interest level books
for their children’s home library. These books
can be read at any time. It can be pointed out
to parents that recognized quality books are
coming out in economical paperback form.

Supplementary materials can be effectively




used to motivate literature study in the inter-
mediate grades. A large number of good motion
pictures are available from rental libraries at
low cost. More and more phonograph records by
good inferpretive readers and actors are ap-
pearing on the market. Tape recorders are an
exceillent means of drawing the attention of
the child. Bulletin boards, flannel boards, pic-
tures, book jackets—all can be utilized to make
such literature come alive. Media such as radlo
and television should also be used.

Guide lists usually contain only the classics,
but the new as well as the old should comprise
the literature program. This curriculum guide
lists some of the better literature recently pub-
lished such as George Selden’s Cricket in Times
Square, 1960, and Jean Merrill’s The Superla-
tive Horse, 1961, to mention two. A good source
of information about current books is the Uni-
versity of Chicago Center for Children’s Books.

The effectiveness of the literature program in
the intermediate grades may be evaluated by
observing the increase in the amount of read-
ing, the variety of subjects, and the maturity
of the books read. Evaluation is treated on page
58

Prose

The literature proy.am in the intermediate
grades includes a wide variety of prose selec-
tions. Many new experiences with these ma-
terials strengthen- a child’s interests and should
sharpen and refine his sensitivity and literary
awareness.

Although children in the intermediate grades
are progressing steadily in their ability to
read, they still enjoy storytelling and benefit
from a good story well told. A good storyteller
stimulates the child’s imagination, interests him
in good stories, and helps to deepen his literary
awareness. Two examples of favorite stories are
the tales Rapunzel and The F'rog Prince.

Children enjoy telling stories in small groups
or to children in other classes. May Hill Ar-
buthnot in Children and Boolks tells of a group
of fifth grade children who enjoyed listening to
stories told over the radio. After listening to
the radio program, they read other fairy stor-
ies. When they had a broad knowledge of good
stories, they organized the “Children’s Story-
telling Club” and spent many afternoons telling

stories to younger children. Children in the
fifth and sixth grades would enjoy telling such
a story as Dick Whittington and His Cat to a
group of younger children.

Children may enjoy writing original stories
and presenting them to the class or tellirg them
to a small group. Original drawings wouid make
such an activity even more attractive.

Fairy stories have colorful characters which
the children enjoy imitating in dramatizations
after the stories have been told. The children
can dress up or merely wear paper hats, long
paper noses, and beards to pretend they are
witches, kings, and princesses. Filmstrips of
favorite fairy stories such as Hansel and Gretel
add to the child’s appreciation of the story. -

Yvette Schmitt and Sister Mary Nora in
Elementary English, May, 1964, suggest that
“Reading aloud is the most simple and obvious
method of introducing to children the best in
literature, for only the best deserves to be read
aloud and it is only the best *hat can stand the
test.” Kipling’s Just So Stories is a good ex-
ample of a book which should be read aloud so
that the children can be exposed to the style
and beauty of the author’s craft. Some stories
are slow moving and can best capture the in-
terest of the child if they are read aloud. And
Now. Miguel by Joseph Krumgold is an example
of such a book. Hans Christian Andersen’s
Little Mermaid is well written and is most ef-
fective if it is read to the children.

Kenneth Grahame’s Wind in the Willows
should be read aloud because the child’s imagi-
nation is stirred and his appreciation is deep-
ened when the author’s exact words are used
to tell the story. The humor of the conversa-
tions among the animals is subtle, but it de-
lights children when they hear the story. This
book would probably not be read by many chil-
dren, but if the teacher will spend time in
preparation so that he can read it well, the
children will learn to know and appreciate Mole,
Water Rat, Badger, and rich, conceited Toad.

In addition to choosing good materials, the
teacher will try to provide a comfortable, well-
ventilated room for his story-reading hour. Old-
er children should be seated in their desks and
the teacher should stand where he can be seen
and heard. If a time were set aside every day
for listening to stories, children would deepen
their sensitivity to good literature. Other books




which lend themselves to reading aloud are
The Moffats by Eleanor Estes, and The Cour-
age of Sara Noble by Alice Dalgliesh. Children
gain new insights from books such as Good
Afaster by Kate Seredy and Wheel on the School
by Meindert DeJong, which they might not
have chozen to read on their own,

Because children enjoy reading out loud to
each other in small groups, one group could be
encouraged to read Johnny Texas by Carol off
and to share a chaptier with the rest of the class.
Their examples should stimulate others to read
the book. In turn, someone might read the first
chapter of a story such as Paddle to the Sea
by Holling C. Holling, with others continuing
until the book has been completed.

It is important that the teacher in the inter-
mediate grades be continually aware of the in-
terests of the boys and girls. Most boys at this
grade level enjoy stories of adventure such as
Call It Courage by Armstrong Sperry. Girls en-
joy adventure stories, too, but they especially
appreciate books about home and family such
as The Little House in the Big Woods by Laura
Ingalls Wilder and Caddie Woodlawn by Carol
Ryrie Brink.

Children in these grades admire legendary
and real heroes. The fantastic accomplishments
of OV Paul the 2iighty Logger by Childs Hellyer
and Mister Stormalong by Anne Malcolmson
and Dell McCormick, Jr. are interesting to both
boys and girls. Biographies such as Carver’s
George: A Biography of George Washington
Carver by Florence Means and Awmerica’s Ethon
Allen by Steward Holbrook are well written and
can interest children in the lives of great pecple.

Requiring children to write book reports sel-
dom promotes their interest in reading. Inform-
al discussion about the books they have read is
a better procedure. Bulletin boards with appro-
priate book packets and creative illustrations
done by the children can help to remind every-
one in the room that these books are available
to read.

Chiidren interested in art might decorate a
book jacket in any desired manner and write
an advertisement to accompany it. If a child
enjoys writing, he can be asked to write a wook
review for another room in his school or for
the local newspaper. A child who has read a
book on travel could give an illustrated lecture
using pictures frem magazines, post cards, pho-

tographs, and slides. Writing letters to friends
about a favorite book is a particularly good way
nf advertising the book.

Those children who have obvious oral and si-
lent reading difficulties need to be referred to
books which are easy to read and are still en-
joyable. An example of such a book is Dows
the Mississippt by Clyde Brown,

. The teacher should endeavor constantly to
foster the love of good books and the appreci-
ation of good literature. In this way, children
in the intermediate grades will nurture ard
deepen their literary awareness.

Poetry

Children entering the fourth grade will
enjoyed many experiences with poetry. In
intermediate grades, the task of the teacher is
to supply a wealth of varied experiences with
many types of literature. These activities will
tend to deepen literary awareness and provide
a readiness for more formal study of literature
in the junior high school.

May Hill Arbuthnot insists that poetry was
meant to be heard and spoken and not to be
read. A new poem should be read to the chil-
dren before they read it themselves. If a great
deal of poetry is read to the children, they will
soon have favorite poems which they will want
to hear and read often. A small group of chil-
dren might enjoy getting together around a
table to share such favorites as James Whit-
comb Riley’s “The Raggedy Man,” and “The
Clam” by Shelly Silverstein.

Boys in the intermediate grades are often
less interested than girls in poetry. If the
teacher can find a poem which appeals to them
and reads it well, boys can often learn to ap-
preciate poetry and ask for more. Two examples
of poems which boys who are interested in
bageball might enjoy are “Casey at the Bat”
by Ernest L. Thayer, and “Casey’s Revenge” by
James Wilson.

Children will gain much enjoyment from
choral speaking. May Hill Arbuthnot in Chil-
dren and Books quotes Marion Robinson and
Rozetta Thurston’s definition of choral speak-
ing: “A speaking choir is a balanced group of
voices speaking poetry and other rhythmic lit-
erature together with a unity and beauty born
of thinking and feeling as one.,” A voice choir
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does more than speak together. It is made up
of groups of voices of various pitches which
spesk sometimes together and sometimes sep-
arately. In choral speaking it is important that
each word be spoken clearly and with expres-
sion. Childrea who can iearn to speak poetry to-
gether are actually making music in a new and
interesting way. The poem “Halloween” by John
Ciardi lends itself well to choral reading and
provides an opportunity for children to vary
the pitch and intensity of their voices to fit the
different moods in the poem. Poems like ““Little
Orphan Annie” by James Whitcomb Riley, and
“Paul Revere’s Ride” by Longfellow can also be
used for choral reading.

Children in the intermediate grades should
deepen their awareness of poets. The teacher
can use such poems as “The Flag Goes By” by
Heary Halcomb Bemnett to illustrate a march-
ing rhythm. The children may wish to tap on
their desks while the teacher reads the poem.
Rhythin sticks and drums can tap out the
marching rhythm. A record of a Sousa march
could be played while the poem is read. The
rhythn: of the poem could also be emphasized
by choral reading and accompanied by tapping
with drum sticks. Hand clapping can be used
to beat out the rhythm of “Paul Revere’s Ride”
by Henry W. Longfellow.

Intermediate children are conscious of poetry
that rhymes. After the teacher has read the
poem several times, the children will be able
to remember the words that rhyme. They will
enjoy reading the poem together with the teach-
er and supplying the rhyming lines, and they
also enjoy writing small poems that have rhym-
ing lines. The teacher might read one line and
ask the children to supply a corresponding one
that rhymes. An awareness of imagery can be
developed gradually in the intermediate grades
80 that the child acquires a deeper sensitivity to
the way in which the poet expresses himself
through word pictures. The teacher might ask
the children to close their eves while he reads
“A Bird Came Down the Wa'.” by Emily Dick-
inson, or “Stopping by Woods on a Snowy
Evening” by Robert Frost. Boys and girls in
.ae fifth and sixth grades can learn to find ex-~
amples of comparisons without knowing the
terms “metaphor” and “simile.”

The teacher may ask the children to look for
word pictures that appeal to the senses. If the

poem is read well, the children will find ex-
amples of sounds, color, smells, and tasts. Ex-
amples of poems which would include such
word pictures are “Smaells” by Christopher Mor-
loy, “Sea Fever” by John Masefield, and “Theme
in Yellow” by Carl Sandburg.

Many narrative poems have & hero character
and are therefore especially appealing to boys
and girls in the middle grades who enjoy ad-
venture. The teacher can interest children in
narrative poems by comparing them to some
of the story songs or ballads they hear or see
on radio and television. Many young people are
enthusiastic about the hootenannies which alzo
make use of story songs. Here again choral
reading can be used for narrative poems such
as “Johrny Appleseed” by Vachel Linday, and
;ng' e Pied Piper of Hamelin” by Robert Brown-

Though they enjoy reading and listening
"y poetry, children often dislike memorizing
poems. They fear the idea of reciting a poem
before the class or the teacher. If a poem is
iearned as a group or a class activity, mem-
orization can be an enjoyable experience. Once
boys and girls in the middle grades hear it,
the teacher may suggest that they all say it
together. If the class reads the poem aloud
every day for a few days, they will soon have
memorized parts or all of it. This method pro-
vides a painless way of memorizing poems such
as “Something Told the Wild Geese” by Rachel
Field, “Indian Children” by Annette Wynne, or
“Afternoon on a Hill” by Emily Dickinson.

A poem to be memorized should be short, not
exceeding twenty lines. The poem may be read
from textbooks or the chalkboard, or it may be
mimeographed and distributed among the chil-
dren. After the poam has been read through
by the teacher, it may be read by someone in
the class who reads well. The teacher will then
asgign the first two lines to be memorized.
These lines can be practiced several times by
the group. Then two additional lines can be
learned in the same way. Thus the class will
have learned four lines on the first day. On
the second day these four lines should be prac-
ticed, and four additional lines added, two at a
time, until the whole poem has bev.a memor-
ized. The students cen practice individual and
choral recitation once the complete poem has
been memorized.
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Radio Programs presented in this program, Each spring, the
During the school year, station WHA in station announces its program plans for the

Madison, Wisconsin, broadeasts “Book Trails,” year. The Book Trails Manual, a guide con-
a litersture program designed for children in taining suggestions for preparation and follow-

grades four through eight. Children are us-  up for each program, is published in September
ually very receptive to the stories and poems and can be purchased from the radio station.

THE BASIC READING LIST -

A CONTINUING CHALLENGE TO LITERARY GROWTH
GRADE FOUR THROUGH GRADE SIX

The following list is arranged by themes (or
types) in order of deepening awareness. As in
the primary grades, the teacher will determine
the capability of the children under his guid-
ance and select accordingly.

Understanding of Humsn Relationships

Cleary, Beverly Heary Huggins Morrow, 1950
Wilder, Laura Ingalls Little House in the Big Woods Harper, 1953
Estes, Eleanor The Middle Moffat Harcourt, 1942
L le, Madeline Meet the Austins Van 1960
Alice The Courage of Sarsh Noble Scribner, 1954
Egsﬂ Call Xt Courage Macmillan, 1940
ondl. Wa.lter The Matchlock Gun Dodd, 1941
The Good Master Viking, 1935
Estes, fEle.nor The Hundred Dresses Harcourt, 1944

Soaring on the Imaginative Wings of Fantasy

White, E. B. Charlotte’s Web Harper, 1853

Norton, Mary The Borrowers urt, 1953
O'Dell, Scott Island of the Blue Dolphins Houghtom, 1960
Grahame, Kenneth Wind in the Willows Scribner, 1
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Literature that Springs from the People

Sellew, Catharine F.
Buff, M%nd Conrad
Lang, An , trans,

Jacobs, Joseph, ed,

Ruskin, John )
Andersen, Hans Christian
Hunt, Irene

Courlander, Harold & Herzog

Guillot, Rene

Hunt, Mabel Leigh
Leodhas, Sorche Nic
Forbes, Esther
Courlander, Harold

Friends in Nature

Kipling, Rudyard
Martignoni, M. E,, ed.

Boston, L
Kipling, R rd

George, John and Jean
Henry, Marguerite
Mowat, Farley

North, Sterling

Man and the Infinite

Fitch, Florence M.
Barnhart, Nancy

Adveatures with the Gods

The Apple and the Arrow

Al and the Forty Thioves
(In Arabian Nights)

Sinbad the Sallor
(In Arablan Nights)

Dick Whltﬂngbon and His Cat
(In English Fairy Tales)

King of the Golden River

The Little Mermaid

Across ¥ive Aprils

The Cow-Tall Switch and
Other West African Storles

Grishka and the Bear

Better Known as Johnny Appleseed

Ghosts Go Iauting

America’s Paul Revere

The Piece of Fire

How Mowgli Entered the Wolf Pack
(In Jungle Book)

The Illustrated Yreasury of
Children’s Literature

A Stranger at Green Knowe

How the Camel Got His Hump
(In Just So Stories)

Vision, the Mink

King of the Wind

Owls in the Family

Rascal

One God, the Way We Wership Him
The Lord Is My Shepherd

Understanding Cultures: Other Times and Other Places

Holling, Holling Clancy
Brink, Carol Ryrie
Fritz, Jean

Krumgold, Joseph
Clark, Ann Nolan
Baumann, Hans

Spyriv Johanna

Van Stockum, Hilda
Gallant, Kathryn

Paddle to the Sea

Caddie Woodlawn

The Cabin [Faced West
And Now Miguel

Secret of the Andes

The World of the Pharaohs
Heidi

The Coitage at Bantry Bay
The Flute Player of Beppu

Understanding Through Laughter

MacGregor, Ellen
Stong, Phil
Butterworth, Oliver
Lofting, Hugh
Felton, Harold W.
Lawson, Robert
McCloskey, Robert
Ciardi, John

Miss Pickerell Goes to Mars

Honk: The Moose

The Eaxormous Egg

The Story of Doctor Dolittle

New Tall Tales of Pecos Bill

Ben and Me

Homer Price

The King Who Saved Himself from
Belng Saved

Understanding Ourselves Through the Lives of Others

D’Aulaire, Ingri & Edgar P.
Holbrook, Stewart
Peare, Catherine Owens

Buffalo Bill
America’s Ethan Allen
Mary McLeod Bethune
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Little, 1945
Houghton, 1951
M , 1946

McKay, 1048
Putnam, 1904

Watts, 1959
Platt, 1963
Harcourt, 1964
Holt, 1947

Criterion, 1959
Liplpineott. 1950
Ho t’ 1965
Houghton, 1946
Harcourt, 1964

Doubleday, 1136
Grosset, 1955

Harcourt, 1961
Doubleday, 1952

Dutton, 1949

Rand McNally, 1948
Little, 1962

Dutton, 1963

Lothrop, 1944
Scribner, 1949

Houghton, 1941
Macmillan, 1935
Coward, 1958 -
Crowell, 1953

Viking, 1952

Pantheon, 1960

Grosset & Dunlap, 1945
Viking, 1938

Coward, 1960

McGraw, 1951
Dodd, 1935

Littie, 1956
Lippincott, 1920
Prentice Hall, 1958
Little, 1939
Viking, 1943
Lippincott, 1965

Doubleday, 1952
Houghton, 1949
Vanguard, 1951




Poems To Help Young Spirits Sear

Hunt, Leigh

Millay, Edna St. Vircent
‘Wilson, Jr.

Silverstein, Shelly

Bennett, Henry Holcombe
Sandburg, Carl

Behn, Harry

Fyleman, Rose
Dickinson, Emily

Riley, James Whitcomb
Scott, Sir Walter

Rasmussen, Carrie
Browning, Robert

Field, Rachel

Frost, Robert
Stevenson, Robert Louis
Ciardi, John

Morley, Christopher

“Abou Ben Adhem”
“Afternoon on a HiLl”
“Casey’s Revenge”
“The Clam”

“The Flag Goes By”
“The Fog”

“Halioween”

“Have You Seen the Falrles”
4] Never Saw a Noor”
“Little Orphan Annie”

“My Native Land”

“Our Astronauts”

“Pjed Piper of Hamelin”

“Sea Fever”

«Something Told the Wild Geese”
“Stopping by Woods”

“Where Go the Boats”
“Halloween”

ilSmells”

COLLATERAL READING LIST
GRADE FOUR THROUGH GRADE SIX

Understanding of Human Relationships

Angelo, Valenti
Batchelor, Julie
Cleary, Beverl
Buchardt, Nellie
Church, Beveriy
Hoff, Carol
Sharp, Edith
Lenski, Lois

‘Taylor, Sydney

The Bells of Bleecker Street

A Cap for Mul Chond (India)
Emily’s Runaway Imagination
Project Cat

Five Boys in a Cave (Wisconsin)
Johnny Texas

Nkwula

Cotton in my Sack

Strawberry Girl

All-of-a-Kind Family Uptown

Soaring on the Imaginative Wings of Fantasy

Bailey, Carolyn
DuBois, William P.
Dickens, Charles
Travers, Pamela
Boston, L. M.
Cameron, Eleanor

Miss Hickery

The Glant

The Magic Fishbone

Mary Poppins

Children of Greene Knowe
Stowaway to the Mushroom Planet

Literature that Springs from the People

Gaer, Joseph

McAlpine, Helen and Wm.

Benson, Sally
Carlson, Natalie
Rounds, Glen
Leach, Maria

MacGregor, Ellen

Malcolmson, Anne & Del
McCormick, Jr.

Merrill, Jean

Sherlock, Philip M.

Shura, Mary F.

Uchida, Yoshiko

The Adveniures of Rama (Indian)

Japanese Tales and Legends

Stor’es of the Gods and Xeroes

Alphonse, That Bearded QOne

O Paul, the Mighty Loggor

Rainbow Bock of American Folk
Tales and Legends

Miss Pickerell and the Geiger Counter

Mister Storinalong

Superlative Horse

Anansi, the Spiderman

Simple Spickett

Th. Magic Listening Cap: More
Folk Tales from Japan
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Were There (W. Cole)
World, 1963

Time for Poetry

wind Song (C. Sandburg’s
Poems) Harcourt, 1

Time for Poetry

Tirne for Poetry

Time for Poetry
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Leif Erickson, First Vo To Anerioa
Edward McDowell and Oabin in the Pines
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Dobry
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Atwater, Richard
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The Cricket in Times Square
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Poems To Help Young Spirits Soar

Frost, Robert “The Pasture” This Si World
{Erome e
Hughan, Wallace Jessle “Whur;utha Wood Thrush Calls” This g -4 wogg
Nathan, Robert “PDunkirk” 100 Story l¥oems (E. M.
Parker) Crowel}, 1901
Cary, Phoebe “Leak in the Dike” 100 Story Poams
Lisberman, Elias «I Am An American” Favoﬁite P(g{ems Old) and
ew (H,.
o Doubleday, 1957
Carroll, Lewls “Father Willlam” This Singing World
m% “The Ballad of the East and West” This Singing World
Longfellow, Ww. “Childhood of Hiawatha' Anthology of Children
Literature (M. H.
Arbuthnot) Scott, 1961

Dickinson, Emily “A Bird Came Down the Walk” Under the Tent of the Sky
(J. E. Brewton)
Macmillan, 1937

Sandburg, Carl ‘“Theme In Yellow” My Poetry Book (J. T.
Huffard, et. a
Winston, 1934

Riley, James Whitcomb “The Raggedy Mzn” One Hundred Best Poems
for Boys and Giris
(M. Barrows) Whitman,
1930

Narrative Poems

Turner, Nancy Byrd “Lincoln” Poetry

Lindsay, Vachel “Youany Applesced”

Longfellow, Henry W.
Thayer, Ernest L. “Casey at tho Bat”

“Paul Revere's Ride”

ILLUSTRATIONS OF TEACHING
GRADE FOUR THROUGH GRADE SIX

EXPOSURE TO STRUCTURAL FORM AND THEME

Grade Four

Teachers in the intermediate grades kave a
responsibility to teach children how to read
literature with understanding. Exposure to
structura! form and theme is essential. The
components of structural form are setting, plot,
characterization, and mood.

By the use of questions and directed activ-
ities, the skillful teacher provides an abundance
of experiences in dealing with structural form
and theme. The result is an awareness of the
author’s plan and purpose in writing the story.
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In one class, such experiences were built in
the study of the story The Good Master by
Kate Seredy. The teacher asked someone to
find Hungary on the map, to locate Budapest
and the Hungarian Plains. The time that this
story takes place was discussed. (Prior to World
War 1) To bring out the plot the teacher asked
such questions as these: When Kate arrived at

her uncle’s ranch, what tomboy actions sur-
prised the family? What caused her to become
more gentle in her ways? e




The teacher also asked guestions about the
characters in the story: What was tomboy Kate
like: Who was her best friend? Why was he
called The Good Master?

The teacher usually helped the children be-
come aware of the plot of the story or the book
by direct questioning. The plot of Wheel on the
School was brought out by this question: How
do Lina and the people of the Dutch fishing
village get the storks back? In My Side of the
Mountain by Jean George, the children by dis-
cussion saw that Sam had dozens of problems
to solve in living off the land for a year. In
reading Hans Bvrinker by Mary Mapes Dodge,
the teacher helped the children identify the
main plot by asking: Why does everyone iry
so very persistently to restore Raff Brinker’s
memory ?

In Twenty Thousand Leagues Under the Sea
by Jules Verne, the children enjoyed following
the various adventures of the submarine. The
reading was preceded by the viewing of a film
or filmstrip of deep sea life. In Swiss Family
Robinson by Johann David Wyss, the children
saw that, though improbable, the story of a
family shipwrecked on an island is delightful.

This intermediate teacher guided his students
in an understanding of characterization. In

reading And Now Miguel by Joseph Krumgold, .

the children followed Miguel’s experiences as
he grows up to be a man in his father’s family.
Through questions such as these the plot un-
folded in Mary Poppins by L. Travers: Mary
Poppins was a magical character, vain and
stern. Would you like Mary to sit beside you?
Why? To direct their thinking about the plot
of Johmny Tremain by Esther Forbes, the
teacher asked the children how the story would
be different if Johnny lived today. In discussing
Henry Huggins by Beverly Cleary, the teacher
asked, “Have you experienced some of the frus-
trations Henry had? How did Henry meet his
problems?” In an activity to develop plot for
The Secret Garden by Frances Burnett, the
teacher suggested that the children portray
Mary's bad temper by role playing, and he
asked them why they thought she acted as she
did. The episode of Christmas at the Cratchits
in The Christmas Carol by Charles Dickens
lends itself to this activity: By reading ex-

pressively, can you portray the feeling cf Bob
Cratchit, Tiny Tim, and others in the family?

To help the children become sensitive to the
mood, the teacher guided their thinking with
such questions as: At the beginning of the
story, what particular feelings did the family
have about Xate’s actions? What was the feel-
ing at the end of the story? The teacher recog-
nized that the preceding discussion led up to
an understanding of the theme of the story.
He continued: What causes Kate to become
gentler in her ways?

The teacher then presented ways to develop
perception of the setting of a story or a poem.
For Blue Willow, the children made a mural to
show the setting. Attention to illustrations and
the author’s name suggested the setting for
Crow Boy by Taro Yashima. Pictures and slides.
were used to show the environment for the
story Wheel on the School by Meindert DedJong.
A recording and filmstrip provided setting and
mood for the story the Sorcerer's Apprentice
by H. H. Ewers, translated by Ludwig Lew-
isohn., In the study of 7'ne Silver Llama by
Alida S. Malkus, pictures of Peru were helpful.
A sense of time and place setting was devel-
oped for The Tree of Freedor: by Rebecca
Caudill by making a table map of clay showing
the mountain and the passes in Kentucky at the
beginning of the westward movement. These
Wisconsin children were familiar with the set-
ting of Caddie Weoodlawn by Carol Brink and

- they enjoyed finding descriptions of familiar

scenes. In King of the Wind by Marguerite
Henry, the teacher explained that Mrs. Henry
lives in Virginia and asked the children why
they thought the author could write so vividly
about horses..In Paddle to the Sea by Holling:

* C. Holling, the children quickly discerned how

the illustrations show the beauty of the Great
Lakes, the St. Lawrence, and the Atlantic.

The teacher developed sensitivity to mood in
these stories by asking appropriate questions:
How is a mood of suspense created in Match-
lock Gun by Walter Edmonds? In 'Call It Cour-
age by Armstrong Sperry, the children felt the
excitement of being marooned on a desert is-
land and sighed with relief at the outcome of
the story. They admired the courage of Mafatu.
They were asked these questions: What makes
this story exciting? What other feelings do you
have as you read the story? In The Story of
Doctor Dolittle by Hugh Lofting, although the

animals are continually in trouble and fear, the
story is very humorous. The children were
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asked: Why is this story so funny? Do you
like this kind of humor?

An awareness of theme was developed by
discussion of the main idea in a story. In
Beatinest Boy by Jesse Stuart, the teacher
asked, “What is the relationship of the boy
and his grandmother?” In reading Apple and
the Arrow the children were asked how the
Swiss people won their struggle for freedom
against the Austrian tyrant, Gessler. Before
reading Door in the Wall by Marguerite De
Angeli, the children saw a filmstrip which
showed the fortification of a castle so that they
would be better able to visualize the difficulties
of the small invalid boy who was able to save
a castle.

WHERE GO THE BOATS?
Grade Four

Before presenting to his class R. L. _Steveli-
son’s poem “Where Go the Boats?” one fourth
grade teacher outlined the following objectives:

® Promote an interest and delight in the
poet’s ability to paint pictures in the read-
er’s mind with words.

e Help students appreciate the poet’s ability
to observe in nature that which escapes the
average person. He is likely to pause to see
the shadow of a daisy on a rock, or the
print of a shell in the sand, while the av-
erage person hurries by.

® Note the economy of the words used in re-
producing a scene in a few lines.

® Develop a sense of melody and form.

To introduce the poem, the teacher asked his
students, “Do your parents keep your baby pic-
tures? Why?” (To record details, and to cap-
ture a moment in time.)

The teacher then explained that a poem is
written for the same reason—to record details
and to canture 2 moment in time. The poet uses
words to paint a picture that can be seen years
later, whenever it is read. He then suggested
that the students find out what picture the
poet tried to paint when he wrote the poem
“Where Go the Boats?”

e g w«m“

After the poem was read a second reading
was necessary to clarify meanings. During the
discussion after the second reading, the teacher
asked these questions: What is the poem about?
(A river and boats.) What are the: leaves called?
(Castles and boats.) Do you think the poem sug-
gests the smooth, flowing sound of a quiet
river?

A third reading, this time by the children,
followed. They noted that the flowing of the
river is suggested from the beginning of the
third verse, after which there are no pauses.
The lines seem to flow on and on and never
really come to a rest until the last line.

The teacher had prepared a list of possible
follow-up activities for use after this poem had
been discussed and enjoyed:

® Oral reading by the children of any of the
following poems: '

“Between Two Hills” by Carl Sandburg
“Landscape” by Carl Sandburg

“Beach Fire” by Frances M. Frost
“Shore” by Mary Britton Miller

® Have students think of a picture they
might like to paint using words. Tell them
about a river, a cave, the woods, or a quiet
place where you play.

® Have children find and read.more poems by
Robert Louis Stevenson.

@ If the children are curious about the author
himself, share this information with them.

The discussion of the poem from the vantage
point of the children led naturally to these ad-
ditional activities that incorporated further ap-
preciation of the poem. The children at this
point were also made aware of a few of the
more abstract allusions and shades of meaning
that contributed to the overall beauty of the
poem and to the poet’s intent.

A PSALM OF DAVID (Psalm XXIII)
Grade Four

One fourth grade class had already been in-
troduced to the “Twenty-third Psalm” in the
primary grades. They enjoyed the rhythm and
mood of the lyric. Because the Psalm had been
repeated to the group at appropriate times, and
because they were encouraged to ioin in at
those times, a number of children had already
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absorbed the poem in its entirety.

In the fourth grade they were ready for a
new experience. These nine-year-olds were in-
creasingly aware of the developing range in
their voices. Several raembers of the class sang
in junior church choirs, and they wondered if
they might speak “A Psalm of David” in the
same way. The teacher agreed to let them try.

Before plunging the children into deciding
how the lines might be distributed for the in-
dividual choirs, the teacher guided them into
a discussion of the broadening and deeper mean-
ings that the Psalm now held for them. To con-
vey the author’s ineaning, they needed to speak
cleariy and confidently, The teacher encouraged
them not to drop their vcices at the ends of
lines and tr keep the tempo ateady and not too

fost.

Once more they spoke the entire Psalm as a
group. Then they were ready to experiment
with a distribution of lines. One of the boys
with a good firm voice, who loved the Psalm
but had difficulty absorbing it, volunteered to
speak the first line. The bulk of the lyric was
divided between the high and low voices. The
children reminded each other to be careful to
pitch their voices naturally. The last lines were
spoken by the entire choir:

“Surely goodness and mercy shall follow
me all the days of my life: and I will dwell
in the house of the Lord forever.”

When the children had finished their choral
speaking, they evaluated their effort and made
specific suggestions. On succeeding days, the
boys and girls expenmented with other ar-
rangements of grouping in choirs.

MEMORIZING A POEM
Grade Four

For the purpose of encouraging his feurth
grade pupils to memorize poems, a teacher used
this procedure. The children were asVed to take
seats or sit on the floor near the library table.
The teacher placed his chair in a position where
the children were near him and could observe
his face as he read. He chose as his selec-
tions three poems: “Little Charlie Chipmunk,”
“Country Trucks,” and “Doorbells.” With each
poem discussions took place before and after
reading, bringing out the children’s own ex-
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periences, and answering questions about the
meaning of words, as well as discussing such
matters as rhyming words.

After the reading the teacher asked which
poem they liked Lest. All were named, but the
majority seemed to favor “Little Charlie Chip-
munk.” The teacher then inquired if anyone
would like to memorize the poem. Most did.

This poem was then reread two more times
and the children were encouraged to say the
words along with the teacher if they knew
them. Now the teacher inquired if anyone
would like to recite the poem. Two were chosen
from the number who raised their hands. Two
dlfferent children recited other poems which
they kn¢w “by heart.”

The teacher pointed out books of easy poetry
which he had laid out on the library table. He
tnld the children that they could look through
them to find poems to memorize for a poem-
reciting period the next day.

By using this method the teacher demon-
strated to the pupils that poems are not dif-
ficult to memorize, especiaily by the method of
repetition, and that fear can be dispelled by
working as a group.

Enjoyment in memorized poems can be fur-
ther enhanced if the teacher quotes a beginning
line from a poem known by most of the pupils
or has a pupil begin the poem, encouragmg
them to continue it.

The three poems mentioned here may be
found in Favorite Poems Old and New by Helen
Ferris, published by Doubieday, 1957.

THE LAMB
| Grade Four

Since most children can recite Sarah Jane
Hale’s “Mary’s Lamb” from their kindergarten
days, they are familiar from pictures or real Life
association with how a lamb looks, and they can
visualize one frisking playfully in the pastures.
Before confronting his class with William
Blake’s “Lamb,” therefore, one teacher asked
his class to recite “Mary’s Lamb.” After listen-
ing to an enthusiastic rendition of the poem,
the teacher introduced Blake’s “Lamb,” and
followed the reading by a group discussion.




During discussion the teacher attempted to
transmit to the children the concept of the
lamb as a “symbol.” He suggested that a lion
is the symbol of courage, an ox the symbol of
strength, a fox the symbol of cunning, and
asked the students what qualities they thought
the lamb has, Thus the children developed the
idea that the lamb is a symbol of tenderness,
gentleness, and purity. The teacher tried to
draw from the children what made them feel
differently about the lamb in Blake’s poem. He
asked what was the real meaning of ‘“lamb” as
it was used in this poem. One child suggested
that it was the love of Jesus and of his Father.
Another was impressed with the gentleness of
the entire poem, and still another remarked that
a tender voice made him feel happy.

After a second reading of the poem by the
teacher, the children asked if he would speak
the first stanza which contained the questions,
and together they would speak the answers
given in the last stanza. This proved to be an
excellent suggestion, for the teacher set the
mood and rhythm of the pcem. Being the imi-
tators they are, the children responded in the
same tone of voice begun by the teacher.

THE NUTCRACKER (Dramatization)
Grade Five

With the approach of the Christmas season,
a fifth grade teacher read The Nuicracker to
his class. Later they were fascinated by the
music of The Nutcracker Suite which Tschai-
kovsky was inspired to write for the story.
They thought The Nutcracker would make a
wonderful Christmas play.

Although it was too detailed to dramnatize in
its entirety, they thought they could choose
several scenes to present for the school. The
teacher again parily read and partly told the
beginning of the legend, the part in which
Fritz and Marie Silberhaus wait inside the
dravwing room to be called in to see the Christ-
mas tree and receive their gifts, ameng them
the nutcracker.

The children thought they were ready to try
playing the opening scene. The first playing
followed the story quite closely, but as they
became more familiar with it and identified
more closely with the characters, they began
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to use more and more imagination. One cast
after another tried the scene. Each time they
talked about what had been done well or had
seemed most real.

More scenes were chosen and developed in a
similar manner. The Dance of the Flowers; the
Sugar Plum Fairy with the Chinese, Arabian,
and Russian dances; the battle of the Mice with
the vanquishment of the Mouse King; and the
Nutcracker’s emergence—-all with a beautiful
background of music—made an impressive
Christmas play. The spontaneity was delightful
because neither the dialogue nor the dances
were formally planned and followed.

ROBIN HOOD (Dramatizaticn)
Grade Five

Much good literature lends itself well to cre-
ative dramatics. Planning a dramatic produc-
tion from a much-enjoyed story stimulates the
child’s appreciation of literature since he must
consider in a new light the characters, the dia-
logue, and the setting. He learns much about
the need for good human relationships by un-
derstanding the necessity of cooperating and
working together in order to be successful.

A teacher need not worry abouv.’ being inex-
perienced in the field of dramatics, Children
enjoy playmaking, and as perfection is not the
objective, the teacher’s role should be that of
guide rather than director.

In preparing the children for dramatiz tion,
the teacher in one classroom asked what plays
they had recently seen on television or in the
movies. A discussion of children’s programs fol-
lowed. Several mentioned having seen live plays
on the stage. The teacher asked if any of them
had ever watched Robin Hood on television. A
few hands went up and the children answered
questions like these: Where does the gtory
take place? What was the name of the big man
who was Robin Hood’s companion? What is an
outlaw ? What kinds of weapons did Robin Hood
and his men use?

The teacher then read part of the story of
Robin Hood of Sherwood Forest to the group
and asked if they would like to present a play
of it. The children were eager and began to
discuss how much of the story they should use
and how many characters would be needed.

f
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After the assignment of character roles had
been made, the play was read aloud. The version
used had a prologue and an epilogue which were
used as choral reading, permitting the whole
group to participate.

For a second reading the actors went to the
front of the room, this time reading their in-
dividual parts with better oral expression and
bodily action.

Those not taking a character role agreed fo
prepare a simple set; they felt that Sherwood
Forest would hardly be recognizable but it
would be fun to try. The classroom buzzed with
activity as the children brought in crudely-
fashioned bows, a bench covered with brown
wrapping paper io serve as a log, and Robin
Hood caps complete with feathers.

Class discussions during the next few days
brought out the character of each person in the
band of merry outlaws, their living in isolation
outside the law, and the author’s success in
presenting descriptions that appealed to all
senses.

After the “curtain” fell on the production of
Robin Hood, a class discussion followed the
question of whether or not Robin Hood was
justified in robbing the rich to feed the poor.
This discussion helped to bring about & sensi-
tivity to the importance of literature in under-
standing human relationships, character devel-
opment, the concepts of honor and justice, and
the difference between legal justice and social
justice.

TWO STORIES FOR DRAMATIZATION
Grade Five

Before allowing his class to dramatize & story,
one teacher outlined the beginning steps of the
process of creative dramatics. He wrote the fol-
lowing incidents on the chalkboard:

@ A boy going fishing
o An old man crossing a street
e A farmer chasing a cow that has run away
o A funny clewn at the circus
e A lady trying on hats

" At a sign from the teacher, volunteers among
the children who had each been assigned a dif-
ferent “incident” pantomimed their assignment
at the same time; and the teacher noted and
evaluated their performances. The class was
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then divided into two groups and while one
group pantomimed, the other evaluated. The
nature of the evaluation was, of course, di-
rected by the teacher in a friendly atmosphere.
This procedure was repeated several times un-
til all the children who csred to had tried pan-
tomiming. By this time, the children had ob-
served that in playmaking a person must be-
come somebody other than himself.

The class was now ready to try playmaking
with a simple story such as The Old Woman
and the Shoe. First they pantomimed the parts
of the old woman and the children. The stu-
dents suggested that some of the children
might be playing games, some might be paint-
ing the house (shoe), and others might be play-
ing with their pets. Thus the entire class was
able to become involved in the drama.

At this point the teacher suggested “hat
speaking parts be added. Characterizations with
dialogue were tried by groups play-acting the
story, and each child had an opportunity to be
a different character.

Since the dialogue was extemporaneous, it
was different with each performance. The
teacher recognized that the process should not
be hurried. The children needed time to plan,
to play-act the story many times, and to evalu-
ate each performance.

The class responded to dramatization with
much enthusiasm, so the teacher continued in
this vein the following week by presexting The
Stone in the Road. After careful preparation
the teacher told the story, pointing out the
action and the different, colorful characters.
During the discussion period, each character
was discussed: the duke, the farmer, the lad,
the soldiers, the proud ladies, the peddler, the
beggar, the miller’s son. Different roles were
then distributed te students. They decided that
the stone was the most important prop in the
play and thought of different ways it could be
used. Each child pantomimed his “character,”
and the class again evaluated the performances.
By this time the teacher noted that the chil-
dren showed a clearer understanding and ap-
preciation of the parts played by the characters
in the story, and that they were experiencing a
deeper awareness of characterization. He also
noted that a few of his students who were shy
were gaining confidence as they pantomlmed
parts with the other children. :
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Now eager to play-act the story, the children
discussed what the characters might say. Again
their dialogue was spontaneous and unmemor-
jzed. There were repeated performances by dif-
ferent sets of characters.

The teacher was most satisfied when he
knew that besides offering fun, this experience
produced evidence that the children were de-
veloping a deeper literary awareness of the
nature of drama.

THE COURAGE OF SARAH NOBLE
(Historical Fiction)

Grade Five

Historical fiction is an important part of a
child’s literary heritage. Since a child’s sense
of the past is often confused, good historical
fiction provides an excellent means of trans-
porting him into the past where he experiences
with excitement and satisfaction the dangers
and rigors of pioneer life. He develops at the
same time an awareness of the beauty and
power of words.

The Courage of Sarah Noble by Alice Dal-
gliesh was introduced to one fifth grade class
with questions about pioneers: Do any of you
have ancestors who were pioneers? What does
it mean to be a pioneer? Do we have them now?
What qualities must a pioneer have?

This discussion elicited answers that a pio-
neer is one who goes where no one has gone
before, that we now have pioneers in space, and
that they must be courageous, hard working,
and not easily discouraged.

After the teacher had read the title of the
story and the name of the author, he told the
children that Sarah is o reul girl, perhaps a
bit younger than they, who goes with her
father into the wilderness of Connecticut where
he will build a new home.

Before reading, the teacher suggested that
there must be a good reason why Sarah has the
responsibility of going with her father to help
him. He pointed out that careful listening could
answer that question as well as enable them to
share Sarah’s excitement at the prospect.

The length of the story necessitated its being
read in sections. At the close of each day’s
reading period, that part of the story was dis-
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cussed. Questions were asked such as these:
How do you think Sarah felt as she left her
mother ? What did Sarah do to keep from being
frightened of the Robimson children? What
noise worries Sarah most?

Symbolism was introduced subtly by the
question: How are the cloak and Sarah’s cour-
age related?

Leading questions by the teacher helped the
children learn to carry on an organized discus-
sion. They discovered they must listen more
analytically than they did in earlier grades and
that they raust withhold judgment until they
have weighed the facts.

When asked, “Could you have done what
Sarah did? What would you have done at some
particular time during the adventure?” The
children’s responses showed they had lived vi-
cariously through the experience.

ANDROCLES AND THE LION
Grade Five

A teacher chose to present to his fifth grade
class Androcles and the Lion, one of Aesop’s
fables collected by Joseph Jacobs. The fable is
short and its obvious moral tone provides op-
portunity to point out to the child this char-
acteristic of Aesop’s fables. The teacher also
chose this fable to develop awareness of plot,
characterization, and theme. Indirectly the
child is exposed to the concept of symbolism.

When the teacher introduced Androcles and
the Lion, he began by presenting the back-
ground of the story. He explained that when
Rome conquered Greece, the Greeks were
brought to Rome as slaves. Androcles was one
of these unfortunate slaves.

The children located Greece and Rome on
the map.

The teacher explained that the Romans were
not kind to their slaves, and the Roman laws
were very unjust. He also explained that this
was a story which displayed gratitude in an
unusual way. He asked the children to define
“gratitude.”

Since each child had a book, the class looked
at the pictures of Androcles and the lion meet-




ing in the forest. A discussion followed during
which the children became very anxious to hear
the story to find out what happened. The chil-
dren were to put themselves in the place of
Androcles. How would they feel?

Then the children read the story silently. The
expression on their faces indicated that they
were living the story with the characters. They
felt the suspense in the air as Androcles en-
tered the arena with the lion and were relieved
when the lion did not kill him, but wanted to
be petted.

After the story had been read, the teacher
discussed it with the children. He directed the
discussion so that the children developed the
character of Androcles as a faithful servant, a
kind person, a brave man. In the same way
they talked about the lion. He was in pain, he
was grateful, he was angry at the people, ete.
The children enjoyed the idea of the change
in the lion and discussed the lion’s relationships
with Androcles in the various places in the
story. The exciting part of the story was dis-
cussed, and the children tried to put themselves
in the place of both Androcles and the lion. The
teacher guided them to note the change in the
people’s reaction when Androcles and the lion
appeared before the emperor. They liked An-
drocles’s statement: “The lion is like a brother
to me.” Some of the children were able to in-
terpret the ironic statement made by An-
drocles: “I am a man, but no man has ever be-
friended me.” Unconsciously the children were
led to an understanding of the symbolism in
the story. The following were some of the ques-
tions asked: Where do you find examples of
gratitude? What dees the story tell us about
animals in their feelings toward man? What
does the story tell us about people?

The children expressed their reaction to the
questions and decided that the lion was grateful
to Androcles for saving his life and considered
him a friend.

The children were asked if they had ever
heard the saying “the moral of the story.” Af-
ter discussion the children decided that it meant
“the lesson in the story.” This was the time
for the teacher to ask, “What is the moral of
this story?” The children decided upon, “Be
kind and kindness will be returned.”

The teacher explained that Androcles and
the Lion is an old, old fable which was told

many years ago by the slave Aesop. He also
explained that fables usually teach a lesson.
The children were asked if they knew any other
fables told by Aecsop. Several children had read
The Fox and the Grapes and The Boy Who
Cried Wolf.

When the children expressed the desire to
read more of the fables, the teacher suggested
that each child choose one of Aesop’s fables to
tell the next day. The children were divided into
groups and each child told his fable to the

group.

Several activities were suggested by the chil-
dren and the teacher. Scme dramatized their
favorite fable. Others wanted to write an orig-
inal fable, and still others drew pictures to il-
lustrate their stories. Some of the boys and
girls made a booklet which included their own
fable and drawings from the story. The booklets
were piaced on the library table where the other
chiidren could read and enjoy them.

From this lesson the children indirectly
learned something about the structure of a
story; they gained personal satisfaction and en-
joyment from hearing and reading fables, and
they stimulated their imaginations through
speaking, creative writing, and art activities.

PAUL REVERE’S RIDE (Poetry)
Grade Five

To introduce the poem “Paul Revere’s Ride”
by Henry Wadsworth Longfellow, a teacher be-
gan, “Listen my children and you shall hear,
Of the midnight ride of Paul Revere. . . .” The
class immediately became attentive. They were
already familiar with the story of Paul Revere’s
ride from Mr. Revere and I, and were curious
to know what else the teacher had to tell them
about the famous ride. The teacher read the
title of the poem and the author’s name, and
asked the children to listen to the rhythm of
the poem and perhaps they would even hear
hoofbeats as Paul Revere rode to warn the
colonists.

As the teacher had predicted, after the read-
ing, one child said she had heard hoofieats, but
that she had also heard quietness. A discussion
ensued in which the words used by the author
to portray the idea of suspense, sound, quiet,
ete., were pointed out.
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The teacher reminded the children that
poetry uses fewer words to present a mood to
the reader than does a story. He then reread
selected verses to illustrate how Longfellow ac-
complished this.

CASEY AT THE BAT (Poetry)
Grade Five

Poetry wasn’t going over too well with some
boys in one fifth grade class. Each time the
teacher asked the children to turn to their
poetry books, audible groans could be heard
from certain parts of the classroom. The teacher
noted that the boys who were broadcasting their
thoughts on the subject of poetry were the ones
particularly interested in baseball.

The next day, during morning discussion of

the previous day’s news happenings, one boy

reported the outcome of the World Series game.
After a brief discussion of the batting, pitch-
ing, how the losing team must feel, etc., the
teacher announced that he would like to share
with the class something he had read about
baseball, and he introduced the poem “Casey at
the Bat” by Ernest L. Thayer. This poem held
the attention of everyone in the class. The
teacher found that it had the effect of inter-
esting even those boys who had heretofore
groaned at the mention of poetry in the class.
One boy asked if he could take the book home
so that he could read the poem to his father,
and at a later date, another boy was first to
volunteer to read a favorite poem to the class.

THE FLAG GOES BY (Poetry)
Grade Five

May Hill Arbuthnot, in Children and Books,
defines poetry by quoting Voltaire: “Poetry is
the music of the soul: and, above all, of great
and feeling souls.” Such a definition of poetry
should challenge a teacher in the intermediate
grades to develop in the child a sensitivity to
“music of the soul,” so that it will deepen his
literary awareness.

“The Flag Goes By” by Henry Holcomb Ben-

nett was used by one teacher to develop such.

literary sensitivity. The teacher chose this poem
for his fifth grade class in early November. The

children had talked about Veteran’s Day and

its significance, so the teacher steered the dis-
cussion toward the subject of the flag by ask-
ing these questions: What does our flag stand
for ? How do you feel when you see our flag in
a parade? Where do we see the flag displayed
and flying?

This preliminary discussion gave the teacher
the opportunity to introduce the poem. He read
the title of the poem and he asked his students
to listen carefully to find out where in the poem
the flag is flying and if it is a happy occasion:

Hats Off!
Along the street there comes
A blare of bugles, a ruffle of drums ....

In his reading the teacher made an effort
to emphasize the poem’s strong and regular
rhythm. During discussion the children talked
about the parade, the soldiers, and the flag lead-
ing the parade. Some thought the poem ex-
pressed a happy occasion. Others noted the
“gea fights and land fights” and thought parts
of the poem might be called sad. They saw many
“pictures” in the poem.

Several children said that the poem sounded
like marching music, and that they wanted to
tap their feet when the poem was read; there-
fore, when the teacher read the poem a second
time, he suggested that the children tap on
their desks as he read.

The children were by now intently interested,
and the third time the poem was read they
were asked to notice the vivid word pictures in
the poem. By this time the children had heard
the poem often enough so that they could re-
member a few of the words such as “Hats
off!” “Sea fights and land fights,” “The bugles
and the drums.”

The teacher suggested that the children try
to say the first stanza together with him. The
children were surprised to discover that they
remembered some of the words. They wanted
to read it together again. The teacher suggested
that they read the poem together in two groups.
One group read the first line, and another group
read the next line until they had read the first
stanza.

The next. day the teacher gave each child a
copy of the poem. Then he read it to them:
while recorded marching music was played just.
loudly . enough so that the children could feel -
the rhythm. Several of the children wanted to
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say the first stanza together with the musical
accompaniment.

The teacher pointed out to the children that
the last stanza of the poem was very similar to
the first, but that one line was especially mean-
ingful. The children discussed the line which
was different. They came to the conclusion that
it was very important to be loyal to our coun-
try. They became aware of the fact that the
flag is a symbol of our country.

Together the children and the teacher felt
that they had had a rich experience. Many of
the children who claimed that they did not like
poetry enjoyed this poem.

THE WILLOW WHISTLE (Fiction)
Grade Five

Interest ran high as the children in a fifth
grade class crowded around the teacher’s desk
one morning, picking up, turning over, and
carefully examining several small sticks they
found lying there. Suddenly one child asked,
“Are these things whistles? Do they really
make noise ?”

The teacher replied that they were indeed
whistles and the children quickly discovered
that they did make noise.

When it was time for literature period to be-
gin, the teacher blew a shrill note on one of
the whistles. He told the children he had made
it from willow and if they would like to make
one he would show them how by drawing an
illustration on the chalkboard.

For several minutes heads were bent over
desks as the children reproduced the illustra-
tion and made notes about the carving.

When this activity was completed the teacher
said, “Today we are going to begin a story en-
titled The Willow Whistle. This story was writ-
ten by Cornelia Meigs, who was born in Illineis
and grew up in the Midwest. The location she
chose for her story may have been very near
our own state.”

The children took out their literature book,
and at the teacher’s request consulted the table
of contents for the proper page. As they stud-
ied the illustrations they learned that the story
concerned a little girl and boy whose clothing
indicated that they had lived long ago.

Pleasure in the discovery that this was a
long story was evidenced in the question, “May
we read as much as we have time for? I'd like
to find out more about willow whistles and
whether or not the children could make them.”

Four questions on the chalkboard were de-
signed to guide reading comprehension, and
the teacher asked a student to read them aloud:
What was the country like around the Seabold
cabin? What kind of person was Mary Anne?
Eric? What effect do you think the pioneer
country where they lived had on them?

As a result of the guided discussion follow-
ing their reading, the children gained an awar:z-
ness of the importance of vivid descriptions for
the enjoyment and understanding of a story.

Concluding discussion of the story brought
about an understanding of how the author de-
velops the plot, with the children considering
such questions as these: Of what importanes
is making the first willow whistle to events
brought out later in the story? Why does the
first incident with Gray Eagle’s pony prove to
be important to later events?

The children gained insight into the author’s
intent and achieved personal satisfaction in this
realization.

One student voiced his reaction: “I like this
new way of talking about a story. It seems more
grown-up and makes me think harder.”

Beautiful words to the teacher!

MAJOR GEORGE WASHINGTON
(Biography)

Grade Five

As February 22 approached, the teacher
prepared to introduce the unit on biographies
to the literature class. Major George Wash-
ington, an excerpt from George Washington by
Genevieve Foster, would begin the unit.

Unopened literature books were on desk tops
as the children looked expectantly at the teach-
er. “Today,” he began, “we are going to do a
selection of choral reading.” The children’s
smiles showed their interest, and they quickly
opened their books to the page indicated.

The teacher read the title of the poem
“Washington” by Nancy Byrd Turner. He asked




the class to follow along carefully while he
read the poem aloud, after which they would
read it together.

The children enjoyed the vivid word pictures
created by the poem, and imagined themselves
playing by the river with young George, racing
with rabbits, fishing for minnows, and hooting
back at the whippoorwills. They then read the
poem aloud with the teacher.

Discussion of the second and third verses of
the poem led into the story of Washington’s
life as a major in the British army, as depicted
in Major George Washington.

After a silent reading of the story, questions
on the chalkboard set each child thinking over
what he had read: How do you account for the
fact that in the story George Washington is
fighting on the side of the British? What mis-
takes did General Braddock make? How did
Washington use the experience of his own mis-
takes to help him in the Revolutionary War?

This reading presented the children with an
enjoyable story about the man who was to be-
come “Father of Our Country.” They were
brought to realize that, aithough he was a
hero, courageous in the face of the dangers of
war, still he made mistakes as each of us does.

The teacher had placed several biographies
of George Washington on the library table and
suggested to the class that perhaps they would
like to know more about this hero. During the
library period following, these books were
quickly checked out, along with biographies of
other men and women of our history. This re-
sponse indicated to the teacher that an interest
in biography as a type of good literature had
been stimulated.

PUPILS CREATE INTEREST IN BOOKS

Grade Five or Grade Six

Literature had a very special place in the |

lives of the children of one Wisconsin school.
In an area of the building which the student
council designated for telling or reading stories,
a group of fifth and sixth grade children as-
sembled to share books that they had read.
Some were seated on the floor, ¢thers in chairs.
Outside, the weather was below zero and this
was their recess period.

The reader on one day was a sixth grade
girl who had previously met with her teacher
to plan her contribution to the story hour. The
teacher’s purpose in conferring with the stu-
dent was to approve the child’s choice of the
selection from the book to be shared with the
others. It was important that the selection be
good literature. The teacher also helped the
child in her preparation by listening to her in-
terpretation of the story.

The child realized the importance of plan-
ning since she wanted to reach an exciting part
of the story by the end of the 15-minute period.
When the bel! rang, the listeners were so anx-
ious to know how the story ended that they
raced to the book shelf for the book. Their ob-
servant teacher, noticing the disappointment of
those pupils who were not able to get a copy
of the book, suggested other books with a
humorous thread such as Miss Pickerell and
the Geiger Counter, Honk the Moose, Mr. Pop-
per’'s Pengwins, The Emnormous Egg, and
Emily’s Runaway Imagination.

PECOS BILL AND HIS BOUNCING BRIDE
Grade Six

Tall tales, the most typical American form of
folklore, is a favorite area of literature with
sixth graders. Folk tales provide the listener
with enjoyable experiences. They stimulate
humor and imagination, and transmit the leg-
endary past. Exposing children to form and
theme through the use of pertinent questions
about the setting, plot, characterization, and
mood should result in a deepening awareness of
literature.

The preparation on the part of the teacher
for presentation of tall tales is most important.
A sixth grade teacher found the tape recorder
an effective method of preparation for the
reading of Pecos Bill and His Bouncing Bride.
By recording the story on tape, the teacher was
able to listen for and to anticipate the high
points of humor and to allow for the pupil’s re-
action and personal enjoyment during the class
presentation.

A day prior to the reading, the teacher con-
structed a bulletin board display of book jack-
ets from books of tall tales used in grades four
through six. This display aroused curiosity and




stirnulated a joyous discussion of their previous
experiences with tall tales. They were able to
recall several stories they had heard or read in
earlier grades.

The teacher, who desired an informal and
relaxed atmosphere in order to obtain good lis-

tening, decided upon a semicircle arrangement

of chairs.

To utilize a familiar tall tale character, the
teacher began with such questions as these:
‘What do you remember best about Paul Bun-
yan? Could these things really have happened?
What is a tall tale? The teacher allowed ample
time for discussion of these questions, after
which he introduced the day’s selection of Pecos
il and His Bouncing Bride.

Carrying the introductior further, the teach-
er chose to make refereice to Paul Bunyan in
the following statement: “We are going to meet
another character with many problems and ob-
stacles who, through his strength, courage, and
confidence, solves them in a very grand and
glorious manner similar to Paul Bunyan.” By
means of the opaque projector (overhead pro-
jector could also be used), he showed pictures
of the three main characters and made a brief
comment about each.

Following the teacher’s reading of the story,
a discussion began with pleasurable reactions
from the children aided by questions from the
teacher: What part of the story was the most
humorous ? Where did Pecos Bill live? What big
mistake did Pecos Bill make? What were some
of the feelings that you had as you listened to
the story?

Following this discussion the class decided
upon activities they could do in small groups
as individuals. Several children chose to do some
outside reading of tall tales and later formed
a panel discussion for the enjoyment of the en-
tive class. Others followed through by creating
their own tall tales, illustrating them, and com-
bining them in'booklet form for all class mem-
bers to read. Since the school’s public address
system was available, the students elected to
have one of the original tall tales read by its
writer to grades five through eight.

Pecos Bill and His Bouncing Bride generated

many expressions in the areas of art. Individual -

illustrations depicting - various - scenes of the
story were combined in sequence, shown by
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means of the opague projector, and narrated
by the child artist with the other sixth grade
classes as their audience.

The teacher, aware that the classroom activ-
ities would extend over several days, did noth-
ing to interrupt the work. Reactions of the chil-
dren contributed strong proof that tall tales
continue to bring pleasure, understanding, en-
thusiasm and appreciation of one type of our
literary heritage.

OUR ASTRONAUTS (Poetry)
Grade Six

Since children are excited about and very
conscious of the great heroes of today, they
respond eagerly to literature programs about
the space age.

From the book Let’s Say Poetry Together,
written by Carrie Rasmussen, a sixth grade
teacher selected a poem entitled “Our Astro-
nauts.” Finding this poem to be timely as well
as written in a pleasing rhythmic style, the
teacher presented it in the following manner.

Before the children’s arrival at school, the
first two lines of the poem were written on
the chalkboard with the snticipation of arous-
ing curiosity.

“Glenn, Shepard, Grissom, Carpenter,
Cooper, Schirra
All have jettisoned for the great hurrah!”

At the beginning of the language period the
teacher said, “The literature hour today will be
devoted to a poem written by an author un-
familiar to you. The poet was a former speech
teacher in the Madison Public Schools and now
teaches poetry, speech, and creative dramatics
throughout the state. Carrie Rasmussen has
written poetry for boys and girls to enjoy. Per-
haps you have noticed the names written on
the chalkboard. Do these names have some
meaning for you? The poem to be read today
is about the world of men engaged in one of
the most fascinating experiments of history.
You have seen them on television and heard
their voices over the radio. You have listened
to accounts of their daring and courage. The
title of this poem is ‘Our Astronauts.’”

After the teacher had read the poem, he en-:
couraged the children to ask any questions
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about words they did not understand. Terms
such as jettisoned, “G” forces, and periscope
were simply defined to clarify the poem but
were not dwelt upon. Discussion was carried on
by such questions as these: Did you like this
poem? Did the poem have a rhyming pattern?
How is it different from other poems we have
shared? What feelings did you have as you
heard the poem? Would you like to be an astro-
naut? Would you like to write a poem about
the astronauts?

To clarify some of these questions, the teacl.-
or reread the poem. He asked the children if
they were able to hear the rhyming pattern
Miss Rasmussen had used. He then showed the
poem with the overhead projector so that they
might say it together. The boys began with the
first two lines aud the girls continued with the
next two, alteraating in this manner until the
end of the poem was reached. They read slowly
and kept together so that they were able to
bring out the real meaning the author intended.

Noticing that the division of the poem fell
into quotes and narration, the class asked if
they could read the poem in two sections. Thus
the boys read the quotes, and the girls the nar-
ration. With each reading more understanding
and appreciation developed.

At the end of the period the teacher distri-
buted mimeographed copies to the children, with
encouragement to use them for further personal
enjoyment. The teacher had introduced Carrie
Rasmussen as a new poet and followed through
by placing her collection Let’s Say Poetry To-
gether on the reading table for individuals and
small groups to explore further.

PIONEER STORIES
Grade Six

One Wisconsin teacher knew his students
would enjoy reading Caddie Woodlawn by Carol
Ryrie Brink. This story takes place in Wiscon-
sin during Civil War days and is excellent
for interesting sixth grade,?tii:glehts in stories
about pioneer life. In p'fesen't‘ii'i'g'* Caddie Wood-~
lawn to his boys and g‘irls;"_thfe‘_ teacher wished

both to stimulate interést in- books and to
deépen ‘the' children’s literary awareness. Be--

cause a vigorous story is told here in sensitive
and realistic language, the children can utilize
this experience in developing a feeling for what
is good in literature.

On the day the teacher planned to present
books on pioneer life, he pirned materials re-
lating to this subject on the bulletin board. He
chose book jackets from four books on pioneer
life, one of which was Caddie Woodlawn. He
found clippings from newspapers which de-
scribed the pioneer exhibit at the County His-
torical Museum. Another clipping told about a
tour by the local historical society to visit the
historic spots along the St. Croix River. He
was sure that the children would be interested
in the picture of the first log house in the
county.

When the children arrived, they noticed the
items on the bulletin board and discussed them
with each other. Three of the children had re-
cently visited the museum. Some had seen the
clippings in the newspaper, and others had
read about pioneers in Badger History. The
bulletin board aroused a great deal of curiosity.

At the beginning of the literature class, the
children and the teacher discussed the bulletin

" board. The children were anxious to know what

the teacher had planned for them. A few vol-
unteered to bring from home articles of cloth-
ing, candle makers, kerosene lamps, an old-
fashioned coffee grinder, etc. The children de-
cided that they would like to have the articles
on display in the room.

The teacher referred to the book jackets and
asked if any of the boys and girls had read
these books. Several said that they had read
Caddie Woodlawn and The Little House in the
Big Woods, and they added that they would like
to read these books again.

The teacher brought out the books whose
jackets were on the bulletin board. He had
chosen Caddie Woodlawn by Carol Ryrie Brink,
The Courage of Sarah Noble by Alice Dalgliesh,
The Little House in the Big Woods by Laura
Ingalls Wilder, and Matchlock Gun by Walter
Edmonds. These books are all pioneer stories.
Then the teacher described each book very
briefly. The children were -extremely :inter-
ested.in the fact that two of the books were
the experiences of pioneers who lived in Wis-
consin, namely, Caddie Woedlown and The Lit-




tle House in the Big Woods. Now the children
were asked which one of the books they would
like to explore that day. The enthusiasm dis-
played by the two children who had already
read Caddie Woodlawn led the other children
to decide that they wanted to know something
about it.

To further interest the children in the story
the teacher told them that Caddie Woodlawn,
the main character in the book, had lived in
western Wisconsin in what is now Dunn coun-
ty. The story took place during the Civil War
days when that part of Wisconsin was a forest
of wilderness. The fact that the real Caddie
was the author’s grandmother made the story
seem more real to the children.

Since two of the children had read the story,
the teacher asked them if they had a favorite
part of the story that they would enjoy hearing
again. The children decided that they thought
that everyone would enjoy the chapter called
“Massacree!”

The teacher read the chapter aloud to the
children. When he finished, the children asked
for more because the first chapter had ended
at a very exciting moment. Everyone agreed
that he wanted to find out what happened when
Caddie rode out to warn the Indians.

mhe children thoroughly enjoyed the story.
They talked about the part they had heard.
The teacher guided the discussion so that the
character of Caddie could be developed. Tke two
chapters of the story they had heard told them
a great deal about Caddie. Questions such as
the following were asked: What did you learn
about Caddie from the part of the story you
heard? How did Caddie feel about her family?

The children’s answers indicated that they
thought that Caddie was a tomboy. She was al-
ways making mistakes, but she was brave,
Caddie was close to her father, and she felt
safe and secure with her family.

By talking together the children shared their
ideas about the rest of the Woodlawn family.
They were interested in the relationship that
existed between Caddie and the Indians and
between the other settiers and the Indians. The
teacher asked the children if they thought the
white men had treated the Indians fairly.

The teacher now suggested that some of the
children choose one of the other books that he
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had shown them, and that these would prove
to be just as interesting as Caddie Woodlawn.
He further suggested that they divide into
four groups. Each group would choose one
of the books by drawing titles. The children
planned how they would read the book. They
decided that during the library period they
would get together and read aloud tr. each other
from their book. They could also take the book
home and read it.

When everyone in each group had finished
the book, the class got together as a whole
group. Now the children decided how they
wished to present the book to the class. One
group planned a panel discussion; some of the
children who liked to draw illustrated parts of
their story and showed these pictures as they
talked about the book. One especially interested
group made puppets of their story characters
with the help of the art instructor, and put on
a puppet show.

During the time when these books were being
read, the children continued to bring to school
clippings, photographs, and other interesting
items which they added to their pioneer ex-
hibit. Several of the children pretended that
they were Caddie or one of the characters in
the other hooks. They wrove imaginary letters
to friends and relatives about their life and
adventures in their pioneer homes and com-
munities. Others wrote original stories and
poems based on incidents in the stories they
had read.

Whenever the teacher was able to find sup-
plementary enrichment materials, he presented
them to the group, sometimes at the beginning
of the literature period. During the music period
the children sang such pioneer songs as “Sweet
Betsy From Pike” and “Wait for the Wagon.”
The children enjoyed the motion picture “Fron-
tier Boy of the Early Midwest,” produced by
Encyclopedia Britannica Films.

The teacher felt that this unit helped the
children to become interested in good books.
Although each child did not read the same
book at the same time, the presentation of a
portion of Caddie Woodlawn stimulated them
to read not only that book, but all those sug-
gested and many more. With such reading ex-
perience they deepened their literary awareness.
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ENCCURAGING FREE READING

Grade Six

To ernicourage more individual free reading
by hia pupils, one sixth grade teacher used this
technique. He placed on the library table
blank 8” x 5” cards in a box. Another box on
the table was labeled, “What We Think Of
Books We Have Read.” As the year began, the
teacher explained to the pupils that the cards
were to be used to tell about books they have
read and whether or not they enjoyed them.
He also stressed the fact that this should be
done on a purely voluntary basis and that no
grades or awards would be given on the basis
of these cards. The notations on the cards were
to be very simple. A new card should be used
for each book, the author and title should be
named, the place where they got the book
should be given. Their opinion of the book may
be one word or a short sentence.

The teacher also used these cards to give his
opinions of books on this level that he had read.
(He feels that children like this technique, and
that often he can guide the children to a wider
selection of readings because they respect his
opinion and often choose the books he has read.)

The children were encouraged to use these
cards as a quick reference to books they might
like to read. Studying the cards often led to
discussion about the book by two or more pupils
who had read the same book and whose opin-
jons did not entirely agree. The teacher used
these disagreements as a basis for a class dis-
cussion.

The tescher used the cards as a guide to in-
form himself of the reading habits of his pupils.
If he noticed that a certain pupil was reading
material of a very simple nature, even though
he is capable of dealing with more mature ma-
terials, he attempted to guide his interests to
the more difficult. If the teacher found that
another pupil had no cards in her box and that
she may not be reading on her free time, he
attempted to encourage this child by suggest-
ing a bock for her to read. At no time, how-
ever, did he let the child know that he had
checked the box for this purpose. If, for ex-
ample, he noticed that a majority of his stu-
dents were reading material dealing mostly
with one type of literature, he attempted to
guide them to the reading of literature of other

types.

ENJOYING NEWBERY
AWARD BOOKS

Grade Six

For a chapter a day, the teacher chose John-
ny Tremain by Esther Forbes to read to his
sixth grade class. The children responded to
the story with such interest and enthusiasm
that lLe realized why it was deserving of the
Newbery Award which it received in 1944. He
showed the bronze medallion on the book jacket
and explained the award to the class.

“This medal,” he said, “is in honor of John
Newbery. He was the British publisher and
bookseller of the eighteenth century who first
thought of publishing books expressly for chil-
dren. The award is given each year to the
author who makes the most distinguished con-
tribution to American literature for children.
A Committee of the Children’s Services Di-
vision of the American Library Association se-
lects the winner.”

The children expressed an interest in read-
ing more of the Newbery Award books. In the
school librazy, public library, and at home, they
searched for copies of the titles which the
teacher had listed in a bibliography for each
rhild. (Listing from: Charlotte S. Huck, and
Loris A. Young, Children’s Literature in the
Elementary School.) They read one volume af-
ter another with great enjoyment, and thought
of many ways for sharing their reading with
one another.

After several students had read the same
book, they enjoyed presenting 2 panel discus-
sion about the structural form of the story—
setting, plot, characterization, and meod—and
the theme of the story. Something about the
author and illustrator was also included.

Sometimes individual reports were given
simultaneously by having small groups of chil-
dren join reporters in various parts of the
room. The teacher moved from one group to
another to give guidance when necessary.

The merits of some books were presented by
dramatization—play-acting, pantomime, or pup-
pet shows.

Art activities, too, provided a means of in-
terpretation. Groups of children worked on
murals, movies, dioramas, book jackets, pic-



tures for an illustrated lecture, or a picture
map where applicable.

For oral presentation, some children pre-
pared a monologue or read vivid descriptions.
Occasionally a child told a story with music
accompaniment.

Children were allowed to make the presen-
tation of a film or filmstrip. They also led the
discussion which followed the showing of the
film.

EVALUATION IN THE
ELEMENTARY SCHOOLS

Evaluation is concerned with how well the
purposes of a literature curriculum are being
transiated into action. It aims to discover
whether children are growing toward estab-
lished goals. Although these group goals must
be kept in mind for the entire class, the indi-
vidual goals will differ according to eack. child’s
needs, interests, background, and environment.
It is the teacher’s responsibility to help the
child establish his own goals in order to grov/
and progress.

In referring to the introduction on pages 9-
12, the teacher may evaluate each child in
terms of the proposed goals.

® Does the child have an interest in and an
appreciation of good literature?

Does he bring bocks frem home to
share with his friends?

Does he respond to a variety of moods?

Does he ask the teacher to reread a
story ?

Are his interests and tastes broaden-
ing as evidenced by the books he
selects?

® Is the child getting to kncw himself and
others?

Does he understand and interpret the
characters?

Is he growing in his ability to state

- his own beliefs?

Is he willing to change his beliefs if
they are proven inaccurate?

Does he test his ideas and beliefs?

@ Is the child developing sen81t1v1ty to a
greater degree?

Is the child’s hearing of sounds be-

coming more acute?
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Does he respond to rhythm?
Is he aware of mood and feeling ?

® Is the child broadening his understanding
of cultures—others as well as his own?
Does he have an understanding of his
own culture?
Does he have a broadening appreci-
ation of the contributions made by
people of other lands?

The teacher’s day-by-day observation of
these standards is of greater importance than
formal testing. Expectancies in literature can-
not be measured formally. The quality of a
child’s reaction to literature in terms of what
it does to him can best be judged by the teacher
who is sensitive to the child’s thinking and
feeling.

@ Is the child finding beauty, adventure, and
the grezat out-of-doors?

Is he developing a greater appreciation
of beauty?

Does he read adventure stories to get
vicarious experiences?

Are the wonders of the out-of-doors
becoming an ever-widening experi-
ence? ‘

@ Is the child developing increasing aware-
ness of form including plot, setting, char-
acterization, mood, and theme?

Can the child give the main ideas of a
story in sequence?

Does he understand the setting?

Does he understand the characters?

Is he able to sense mood or tone?

Does he understand the author’s in-
tention or message?

¢ Is the child growing toward the ultimate
goal of complete experience?
~Is he a regular reader?
Is he maturing in a permanent love
for literature? - .
Does he have a reverence for all living
things? .
Does he create and preserve rather
than destroy?

The teacher’s day-by-day observation of
these standards is of g'reater importance than
formal testing. Expectancies in literature can-
not be measured formally. The quahty of a
child’s reaction to literature in terms ¢f what
it does to him can best be: Judged by the teacher
who is sensitive to the’child’s thinking and
feeling.




-

BIBLIOGRAPHY : ELEMENTARY

ADAMS, BESS PORTER. About Books and Children. New York: Holt, Rinehart and Winston, Ine.,
1958.

ANDERSON, PAUL 8. Language Skills tn Elementary Education. New York: Macmillan Co., 1964.

ANDERSON, VERNA, FRANCIS BALLANTINE, and VIRGIL M. HOWES. Reading in the Lan-
guage Arts. New York: Macmillan Co., 1964. Paperback.

ARBUTHNOT, MAY HILL. Arbuthnot Anthology. Chicago: Scott, Foresman and Co., 1953.
_Children and Books. Chicago: Scott, Foresman and Co., 1957.
, and others. Children’s Books Too Good To Miss. Cleveland, Ohio: Western Reserve

University, 1963.

ARNSTEIN, FLORA J. Adventure Into Poetry. Stanford, Calif.: Stanford University Press, 1951.
. Poetry in the Elementary Classroom. New York: Appleton-Century-Crofts, Inc.,

1962.

Association for Childhood Educstion. Sung Under the Silver Umbrella. New York: Macmillan Co.,
1961.

CROSBY, MURIEL ESTELLE (ed.). Reading Ladders for Human Relations, fourth ed. Washing-
ton, D. C.: American Council on Education, 1963.

Elementary Reading List Committee. Adventuring with Books. Champaign, Ilinois: National Coun-
cil of Teachers of English, 1956 (with supplement).

FIGUREL, J. ALLEN (ed.). Reading as an Intellectual Activity (IRA). New York: Schoiastic Book
Services, 1963.

HAMM, AGNES CURRAN. Choral Speaking Technique. Milwaukee, Wisconsin: The Tower Press,
1941.

HUBER, MIRIAN BLANTON. Story and Verse for Children. New York: Macmillan Co., 1965.

HUCK, CHARLOTTE, and DORIS YOUNG KUHN. Children’s Literature in the Elementary School.
New York: Holt, Rinehart and Winston, Inc., 1963.

LARRICK, NANCY. A Teacher's Guide to Children’s Literature. Columbus, Ohio: Charles E. Mer-
rill Books, 1960.

LEARY, LEWIS (ed.). The Teacher and American Literature. Champaign, Tllinois: National Coun-
cil of Teachers of English, 1965. Pamphlet.

MacCAMPBELL, JAMES C. Readings in the Language Arts in the Elementary School. Boston: D.
C. Heath and Co., 1964. Paperback.

PERKINS, RALPH. Book Selection Media. Champaign, Tlinois: National Council of Teachers of
English, 1966.

PETERSON, ISABEL J. The First Book of Poetry. New York: Franklin Watts, 1954.

RASMUSSEN, CARRIE. Speech Methods in the Elementary School. New York: Ronald Press Co.,
1962.

ROBINSON, EVELYN R. (ed.). Readings About Children’s Literature. New York: David McKay
Co., Inc., 1966. Paperback.

SIKS, GERALDINE BRAIN. Children’s Literature for Dramatization: An Anthology. New York:
Harper and Row, Pubs., 1964.

69




SMITH, DORA V. Fifty Years of Childrew's Books. Champaign, Iliinois : National Council of Teach-
ers of English, 1968.

TOOZE, RUTH. Storylelling. Englewood Cliffs, N.J.: Prentice-Hall, Inc., 1959.

WAIi'g:f, NINA WILLIS. Let Them Write Poetry. New York: Holt, Rinehart and Winston, Inec.,

WARD, WINIFRED. Playmaking With Children from Kindergarten Through Junior High Sokool,
second ed. New York: Appleton-Century-Crofts, Inc., 1947.

. Stories to Dramatize. Cloverlot, Anchorage, Ky.: Children’s Theater Preas, 1952,

» * ]

A Basic Book Collection for the Elementary Grades. Chicago, Illinois: American Library Assocl-
atiou.

Adventuring With Books. Champaign, Illinois: National Council of Teachers of English,

A Bibliography of Books for Children. Washington, D. C.: Association for Childhood Eduestion In-
ternational.

Books for Beginning Readers. Champaign, Mlinois: National Council of Teachers of English,

Reading Ladders for Human Relations, fourth ed. Washington, D. C.: American Council of Educa-
tion.

The Booklist and Subsoription Books Bulletin. Chicago, Illinois: American Library Association.




Full Tt Provided by ERIC.

ik

E
E

Point of view. The program in literature at
the secondary level continues to foster in young
people the love of books and the habit of read-
ing. At this level English is studied as a sep-
arate subject. It is agreed that the English
program is sufficient and complete in itself and
that combination with another subject is not
the best way to teach it. Literature should be
taught as literature and not secondary to an-
other content. Both the classroom program and
the independent reading program provide a
wide variety of titles from the new as well
as from the old in literature. Students con-
tinue to acquire skills and attitudes essential
for understanding and appreciating various lit-
erary types. While it is desirable to plan certain
common reading experiences for high school
students, it should not be assumed that any
single classic must be read by everyone. The
world of books provides countless literary ex-
periences that integrate with personal experi-
ence. The course in literature must be flexible,
inasmuch as all students are not ready for the
same experiences. Even when ready, students
may need books that reflect this experience at
different levels of maturity and at different
levels of reading difficulty. A wide variety of
content makes possible a continuing progres-
gion from simple to more difficult and chal-
lenging materials.

At this level dominant emphasis is placed
upon careful reading of the literary work it-
self ; then, as periinent, upon biographical, his-
torical, and other related material to illuminate
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PART TWO

THE LITERATURE PROGRAM

IN THE HIGH SCHOOLS

INTRODUCTION

and supplement study. As far as possible, lit-
erary works are studied in their original form
rather than in abridged or simplified versions.
As a student advances, increasing attention is
given to the interrelationship of form and con-
tent, with critical terms and appraisals intro-
duced as a student is ready to use them. Writ-
ing, speaking, and listening are meaningfully
integrated with and grow out of the work in
literature.

Reading skills, Inasmuch as the junior high
school carries on the progression from simple
to more difficult and challenging materials, it is
important that the skills of reading continue
to be developed at that level. In addition, for
some students basic reading skills may need
to be reinforced and developed throughout the
high school years. However, the appreciation
gkills introduced at the intermediate level re-
ceive major emphasis and are applied to in-
creasingly more difficult and more mature Ht-
erary materials, The English teacher is defi-
nitely responsible for developing skills neces-
sary for understanding, enjoying, and appre-
ciating literature. Reading problems of a re-
medial nature are not the responsibiiity of the
English teacher and should be handled by spe-
cialists in reading.

Individual differences. Since literature has
many aspects, the approaches to it must be
varied to meet individual ability and maturity
levels. The literature program may be varied
in many ways to meet the needs of individual
students. Two effective ways are by offering




sequential programs for classes of differing
ability levels, or by grouping and individualiz-
ing the program within the heterogeneous class.
However, even when such approaches are used,
careful analysis of both class and individual
reading backgrounds is essential in planning the
high school literature program. Even within
classes grouped according to ability, there will
be individual differences. Individualizing to
meet the needs of students may require the
use of different materials, but the same selec-
tions may be taught to all by changing ap-
proaches and techniques and by expecting lev-

els of performance in keeping with levels of
ability. It is recommended that the students’
varying abilities and interests be acknowledged
and challenged through guided, individualized
reading programs. In developing such pro-
grams it is important to remember that they
should be varied and flexibie.

The program that follows offers guidelines
for goals, content, and approprizte activities to
meet the needs of three groups: those of high
achievement, those of normal attainment, and
those who learn more slowly.

THE JUNIOR HIGH SCHOOL

THE STUDENT

Because this is a period of expanding inter-
oats for the adolescent, his reading material
ought to keep abreast with his experiences.
These interests will center around sports, ani-
mals, nature, industry, invention, children of
other lands and of his own land, science fiction,
romance, and social behavior. Therefore, read-
ing lists ought to correlate with the above, and
the teacher needs to be alert to lead the in-
dividual to varied interests.

Because the junior high school student reads
primarily for recreation, he delights in the plot
of a story, visualizes characters and analyzes
their behavior. He is also beginning to read be-
yond the surface. The junior high sgchool reader
may use many of the same materials as the
high school reader, but the difference is in the
depth of pursuit. The transition from simple to
more difficult reading should not be too drastic.

Because the junior high school student reads
primarily for recreation, he delights in the plot
of a story, visualizes characters and analyzes
their behavior. He is also beginning to read be-
yond the surface. The junior high school reader
may use many of the same materials as the
high school reader, but the difference is in the
depth of pursuit. The transition from simple to
more difficult reading should not be too drastic.

Because the adclescent is desirous of under-
standing himself and of being understood, he
can achieve self-realization when his reading
deals with problems common to his own.

Because the adolescent is intellectually curi-
ous and also uninhibited, he enjoys discussion
with peers and adults concerning his reading.
Also, he can evaluate rather critically. How-
ever, he has a tremendous range of literary
appreciation—from high level to low. Being an
enthusiastic mass media fan, he recognizes com-
parisons and contrasts of the novel with its.
motion picture or television adaptation. The
teacher needs to recognize the power of the
audio-visual media for the young reviewer and
to utilize it whenever advantageous.

Because the junior high school student is
oriented to the audio approach (TV and motion
picture, particularly), he thoroughly enjoys
listening to literature when it is well read.
Therefore, the teacher should capitalize on
this appreciation by introducing into the pro-
gram a considerable amount of oral reading of
literature by the teacher, a competent student,
or a recording.

Because the adolescent prefers active involve-
ment in the learning process to passive re-
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cipiency, the teacher should develop ways in
which the student can participate by providing
opportunities for oral interpretation, memoriza-
tion, panel discussions, choral reading, and cre-
ative dramatics. The junior high school years
are a period of great imagination.

Teachers who plan junior high school liter-
ature programs should remember that the jun-
jor high school student is further characterized
by his love of adventure and excitement, desire
to conform to group standards, interest in his
own personality and capabilities, concern over
matters of right and wrong, and demands for
personal freedom and security. For the normal
student in grades seven to nine these charac-
teristics may be exploited to advance his growth
in literary appreciation.

Love of adventure and excitement., How can
a literature program be provided which will
match the adolescent’s exuberance and en-
thusiasm? The subjects of the adventure stor-
jes (novels and short stories) need to keep pace
with the adolescent’s own changing adventures
and interests. Plots should grow in intensity and
complication from grades seven to nine. Other-
wige, the student will loge interest in reading.
(From The Adventures of Tom Sawyer to
Johnny Tremain to Great Expectalions.)

Desire to conform to group standards. What
experiences in the literature program will pro-
vide opportunities for the adolescent to succeed
and gain status with his peers? Any plan, such
as the guided individualized reading program,
that allows a student to move at his own rate
and at his own level inte satisfying reading ex-
periences will give him confidence, Alsgo, oral
activities related to literature that give him
opportunities to perform for the group are
ego-builders (dramatics, panel discussions, oral
talks). As the child moves from seventh grade
through ninth grade, the time allotted increases
and the topics grow in maturity.

Interest in his personality and capabilities.
During these junior high school years, the
adolescent’s vocabulary growth takes a sudden
gpurt. If the teacher is planning sequential
growth of literary experiences, the student re-
quires more reading as he grows oider—differ-
ent kinds of reading as well as an upgrading
of quality. In all three years the student will
have a great interest in biography gince he
relates himself and what happens in his life to

what is happening to others. In his study of
poetry, the ninth grade student will be able to
deal with abstractions. In types of reading, the
ninth grade student will be advancing into es-
saye. In vocabulary, the older student will be
interested in the range of word meanings; he
is capable of adding discrimination in words to
quantity of words.

Demands for personal freedom and security.
There are many ways in which a literature pro-
gram can provide for successful student leader-
ghip—ways in which the student can assume
responsibilitiee on his own. In the seventh
grade, the direction for discussion of books and
reading is assumed primarily by the teacher;
in eighth and ninth grades, the teacher’s role
in this area becomes less and less as the stu-
dent’s leadership increasss. In these grades,
there is increased report writing.

Concern over matters of xight and wrong. In
what ways can the teacher provide the liter-
gture which will help the student to make in-
telligent decisions and to build sound judg-
ments? Evaluction is a mature process, and the
student should become better able to discrim-
inate as he moves from seventh through ninth
grade. One of the best ways to provide for this
awakening to literary sensitivities is to move
him as rapidly as possible from fact to inter-
pretive questionirg and into argument and de-
bate. Obviously, the nature of the se.ections will
determine the type of reasoning which results,
%0 provision needs to be made for selections of
depth and perception, (In the short story, to an
appreciation of Guy de Maupassant’s The Neck-
lace; in poetry, to James Russell Lowell’s “The
Vision of Sir Launfal”; in the essay, to Lin-
coln’s Gettysburg Address.)

The adolescent is no longer a child and he
will respond to the literary heritage only if he
is given the occasions to grow with the liter-
ature appropriate for each succeeding year.

MEETING THE NEEDS OF
INDIVIDUAL STUDENTS

1t is impossible in the self-contained class-

room (grades 7 or 8 of the eight-year elemen-

tary school) or in the small junior high school
(grades 7, 8, 9) to utilize the multi-track pro-
gram common to the high school or the large
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junior high school, primarily because a hetero- ability levels.

geneous class is frequently taught by one teach- . . . .

or. It is impractical at the junior high school ¢ That, In °31?1?§”uflii‘;‘e‘d‘”‘t2d?h° liprarian, 8
level to utilize reading groups common to the gutl bli.:sl::d Vi d tair:d ing program
elementary school, primarily because divergen- esta and sustainec.

cies increase as students advance, and the num- e That advancing adolescents too rapidly into
ber of groups necessitated would be too cumber- maturing literary experiences or delaying
some to handle. their natural progress be avoided.

Therefore, the following suggestions are of- The teacher should not be concerned whether

fered the junior high school teacher: some students or even the entire class have

. . e . previously read a selection. Enjoyment and ap-

* mTl;atﬂs;ﬁ:] E‘fiﬁ,ﬁgﬁhbczl &%1}:33 group- preciation of literature comes from many read-

e o ! " ings of well-loved pieces. Encourage students to

® That different literary selections and activ- reread a selection for more mature purposes,

ities be assigned to individual students in taking pride in their advanced ingights into
accordance with their varying interests and theme and form in the piece.

THE BASIC READING LIST

GRADE SEVEN THROUGH GRADE NINE

In contrast to the elementary grades where
the basic lists are presented in order of deepen-
ing awareness, and where the sources are com-
plete, the high school lists are presented alpha-~
betically. Sources are not given for short story
and poetry collections in order that the stu-
dents can be encouraged to use the poetry and
literature indexes available in the library. (See

page 146.)

Novels
Alcott, Louisa May Little Women (?:roeueti 1047
Clemens, Samuel Adventures of Tom Sawyer
Dickens, Charles Great Expectatiions

. or David Copperfield
Forbes, Esther Johnny Tremain Houghton, n.d
Gipson, Fred Old Yeller , 1956
Kipling, Rudyard Captains Courageous Dou , 1953
Knight, Eric Lassle Come Home Holt, 1
London, Jack Oall of the Wild Macmillan, 1953
Rawlings, Marjorie The Yearling Scribner, 1961
Richter, Conrad Light in the Forest Knopf, 1966
Schaefer, Jack Shane Hougl;;ton, 1954
Stephenson, Robert L. Treasure Island  nd.
Street, james Good-by My Lady Is.icxls_finccxtt, i554
Verne, Jules 20,000 Leagues Under the Sea bner, 1
Wyss, Johann The Swiss Family Robinson Grosset, n.d.

Adventure Stories
Heyerdahl, Thor

Ron-Tiki

Rand McNally, 1950




Short Stories

Clemens, Samuel
Dickens, Charles
Conan, Doyle, A.

Holt, Edward Everett
Irving, Washington
Kipling, Rudyard
Lamb, Charles
Maupassant, Guy de
Poe, Ed%%r Allan
Porter, William Sidney
Ruskin, John

Segal, E. (ed.)
Stockton, Frank Richard

Biography

Frank, Anne
I\l\geadowRal . H.
Nicola y, H

Essay
Franklin, Benjamin

Hawthorne, Nathaniel

Keller, Helen
Leacock, Stephen
Lincoln, Abraham

Teale, Edwin Way
White, William Allen

Celebrated Jumping Frog of Calaveras County
A Christmas Carol

Best Known Stories of Arthur Conan Doyle
The Man Without a Country

Legend of Sleepy Hollow

Rip Van Winkle

Rikki-Tikki-Tavi

Tales from Shakespeare

The Necklace

The Gold Bug

The Ransom of Red Chief

King of the Golden River

Great Stories from the Bible

The Lady, or the Tiger?

The Diary of a Young Girl

Boy's Life of Edison

Little Britches

The Boy’s Life of Abraham Lincoln

The Whistle

The Great Stone Face

Three Days to See
My Financial Career
Gettysburg Address
Wings

Mary White

Mythology—Folklore—Legend

Andersen, Hans C,

Colum, Padraic
Hamilton, Edith
Lanier, Sidney
Lang, Andrew (ed.)
Pyle, Howard

Poetry

Benét, Stephen Vincent
Benét, Stephen & Rosemary
Browning, Robert

Frost, Robert

Longfzilow, Henry W.

Lowell, James R.
Masgefield, John
Noyes, red
Sandburg, Carl
Sarett, Lew
Tennyson, Alfred Lord

The Nightingale

Adventures of Odysseus and the Tale of Troy
Mythology

Boy’s King Arthur

Arabian Nights

Merry Adventures of Robin Hood

“The Mountain Whippoorwill”
“Nancy Hanks”

“Thomas Jefferson”

“The Pled Piper of Hamelin”
“The Pasture”

“The Runaway”

“Paul Revere’s Ride”
“Hiawatha’”

“The Vision of Sir Launfal”
“Sea Fever”

“The Highwayman”

“The Makers of Speed”
“Four Little Foxes”

“Bugle Song”

Short lyrics from contemporary poets

Doubleday, 1952
r, 1921

Norton, 1950

Appleton, 1933

American Heritage v. 1
(Howard, Wrig?t, and
Bode) Heath, 1955

Bedside Book of Famous
American Stories (Bur-
rell & Cerf)

Random House, 1939
Old and New (R. V.
ameson) Harcourt,

Light and Serious
(W, F, Langford)
Longmans, 1954
American Heritage v. 2
Dune B%y (E. W. Teale)
Dodd, 1966
Essays Old and New

Fairé Tales and Stories
rossett, n.d.
Macmillan, 1918

Little, 1942

Scribner, n.d.

McKay, 1946

Scribner, 1946.
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COLLATERAL READING LIST
GRADE SEVEN THROUGH GRADE NINE

Since this literature program is designed in
sequence, books for students in junior high
school who find the following selections too
difficult may be chosen from similar areas in
the list for grades 4-6. In like manner, books to
challenge those who are not challenged by
books on this list may be chosen from selec-

Adventure Stories

tions in the senior high school list.

Clemens, Samuel Life on the Mississippi Harper, 1874
Hewes, Agnes Danforth Soles Ha: Gnd ea nl.) Harpexmrr'nl)g}z:i
Idewes, es ce Ho! ed. enl. ,
Lucas,'M ITNOANY Vg.st Horizons Viking, 1043
Stockton, R. » Buccaneers and Piratos 6f Gur Coasts Macmillan, 1898
Fiection

' Jo’s Boys Little, 1886
o e L e e o
Angelo, Valenti 0 £,

; Bristle Face Holiday, 1962

Zachery Kep Holiday, 1961

Baumanr, Hans

I Marched With Hannibal
The World of the Pharaohs

Walck, H. Z., 1962
Pantheon Books, 1960

E. Watch for a Tall White Sail Morrow, 1948
Egﬂ;lett, golm Master Skylark Grossett, 1924
Boston, L. M. Treasure of Green Knowe 1958
Bronson, Iﬁm Darcy’s Harvest Doubleday, 1956
Burnford, Sheils, The Inciadible Journey Little, 1961
Carroll, Lewis Alice’s Adventures in Wonderland, Macmillan, 1963
an;! Fr‘rrl;l;?lugh the Looking Glass
audill, Rebecca Tree o om Viking, 1949
Savam{a, Betty Going on Sixteen Westminster, 1946
Clark, Ann Santiago Viking, 1955
Cleary, Bey uel gdventures of Tom Sawyer %o 1tace 1?3&;
Sam eritage,
Clemens, S The Prince and tho Pauper World, 1851
Coatsworth, Elizabeth r e Nor ton, 1950
Fenimore The Deerslayer Scribner, 1841
M o The Last of the Mohicans - Scribner, 1826
Daly, Maureen Seventeenth Summer Dodd, 1948
De Jong, Meindert Along Came 2 Dog Harper, 1948
Dickson, Marguerite Only Child Longmans, 1952
Dodge, M apes Hans Brinker Scribner, 1865
Ellgberg, %rﬂ I Have Just Begun to Fight! d, 1
Emery, Anne Mountain Laurel Putnam, 1948
Enrigzt, Elizabeth The Saturdays Rinehart, 1941
Farley, James Black Stallion Random House, 1941
Felsen, He; Gregor Hot Rod Dutton, 1950
Friermood, Elizabeth H. That Jones Girl Doubleday, 1956
Gaggin, Eva l'?{)wnvlvli:{lton Waters ng, :1,1-.9(‘110
Gates, Doris ue ow Viking,
George Joh Dior of c Creck giui{tit%g' %%55%
rge John L. ipper o opper Creo n,
George - ‘lsieph, tge Pet Skunk I3_u1:tor1, %.%5622
Gipson, Fred Savage Sam arper,
Glgfoy, Elizabeth Janet Adam of the Road Viking, 1942
Hawes, Charles Boardman The Dark Frigate Little, 1934
Heinlein, Robert Have Space Suit, Will Travel Scribner, 1958
Holling, Holling Clancy Tree in the Trall Houghton, 1942
James, Will Smoky, the Cowhorse Scribner, 1954
Johnson, Annabel Wilderness Bride Harper, 1962

Kelly, Eric P,

The Trumpeter of Krakow
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Macmillan, 1928




Kent, Louise Andrews
Kjel Jim

Lippincott, Joseph W.
Meader, Stephen
Yaier, Dy Corel
INO!

O’Brien, John Sherman
(Q'Hara, Mary

Pofe' Elizabeth Marie
Pyle, Howard

Rounds, Glen

Sandoz, M ter
~ 4
Seredy, Kote

Sherhorne, Zoa
Snedecker, Caroline Dale

Stevenson, Ro Louis
Stoulenberg, Adrien
Stowe, Harriet Beecher
Stron%* Charles E.
Sutcliff, Rosem
Swift, Hil “{ont
Thompson, Harlan

(Holt, Stephen, pseud.)
Trease, Geoffrey
Tunis, John R.
Ullman, James Ramsey
Verne, Jules

Waldeck, Theodore J.
Weber, Lenora Mattingly
Wharton, Joseph

Yates, Elizabeth

He Went with Christopher Columbus

Lix Red
Onlon John

Tree Wagon

This Dear-Bought Land
Meet the Austins

A Wrinkle in Time

The ‘Wahoo Bobeat
Red Horse Hill
Gay-Neck

Raseal

Silver Chief, Dog of the North
My Friend Flicka

The Sherwood Ring

Otto of the Silver Hand

The Blind Colt

The Horsecatcher

Ivanhoe

The Chestry Oak

The White Stag

Jennifer

Downright Dencey

Miracles on the Hill

Black Arrow

Dear, Dear .

Uncle Tom's in

We Were With Byrd at the South Pole
Dawn Wind

From the Eagle’s Wing

Stormy

Cue for Treason

All American

Banner in the Sky

Around the World in Eighty Days
Journey to the Center of the Earth
Jamba the Elephant

Leave it to Beany

Wilderness Champion

Mountsain Born

Biography and Autobiography

Kennedy, John Fitzgerald
McNeer, May

Averill, Esther
Baker, Rachel
Braynier, Marjorie
Brown, John Mason
Busoni, Rafaello
Deugherty, James

Eaton, Jeannette

Forbes, Esther
Freeman, Douglas Southall
Garst, Shannon

Gollomb, Joseph
Goss, Madeleine
Graham, Shirley
Gray, Elizabeth Janet

Gurks, Miriam
Hawthorne, Hildegard
Henry, Marguerite

Collective

Profiles in Courage (Young Reader’s ed.)
Armed with Courage

~ Individual

Cartier Sails the St. Lawrence

The First Woman Doctor (Elizabeth Blackwell)
Walls of Windy Troy (Heinrich Schliemann)
Daniel Boone: the Opening of the Wilderness
The Man Who Was Don Quixote (Cervantes)
Abraham Lincoln

Daniel Boone )

Poor Richard (Benjamin Franklin)
America’s Own Mark Twain (Samuel Clemens)
David Livingstone

Gandhi, Fighter Without a Sword

Leader by Destiny (George Washington)
Narcissa Whitman, Pioneer of Oregon

That Lively Maa Benx Franklin

America's Paul Revere

Lee of Virginig

Buffalo Bill

Orazy Horse

Kit Carson, Trail Blazer aud Scout

wild Bill Hickock

Albert Schweitzer

Beethoven, Master Musician (Rev. ed.)

Dr. George Washington Carver

Penn

Young Walter Scott ~

The Lives and Times of Peter Cooper
Romantic Rebel (Nathaniel Hawthorne)
Benjamin West and His Oat Grimalkin
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Houghton, 1940
Holiday, 1945
Crowell, 1939

Harper, 1957
Vanguard, 1960
Ariel Books, 1963
Lippincott, 1950
Harcourt, 1330
Dutton, 1927
Dutton, 1963
Winston, 1943

Harcourt, 1956
Scribner, 1888
Scribner, 1963
Modern Library
Grosset, 1956
Walck, H. Z., 1962
s
ngmans,
Oxford, 19!156

Harcourt, 1942
Lippincott, 1954
Dodd, 1956
Dodd, 1959
Viking, 1942

Crowell, 1950
Lippincott, 1944
Coward-McCann, 1943

Harpear, 1961
Abingdon, 1957

Harper, 1956
Messner, 1944
Harcourt, 1960
Random House, 1952
Prentice-Hall, 1958
Viking, 1943
Viking, 1939
Viking, 1941
Morrow, 1958
Morrow, 1947
Morrow, 1950

$
Harcourt, 1941
Morrow, 1948
Houghton, 1956
Scribner, 1958
Messner, 1948
Houghton, 1950
Messner, 1948
Messner, 1952
Vanguard, 1949
Holt, 1946
Messner, 1944

Appleton, 1932
Bobbs, 1947
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Holbrook, Steward
Hunt, Mabel Leigh

Judson, Clara Ingram

Lenski, Lois
Lisitzky. Gene
McNeer, May

Meigs, Cornelia

Nolan, Jeannette Covert
Paine, Albert Bigelow
Peare, Catherine Owens
Petry, Ann

Proudﬁt, Isabel

Purdy, Claire Lee

Roos, Ann

Rosen, Sidney

Rourke, Constance
Sandburg, C:.cl
Shapiro, Irwin
Shippen, Katherine B.
Steffens, Lincoln
Sterling, Dorothy
Sterne, Emma Gelders
Swift, Hildegard Hoyt
Teale, Edwin Way

Vance, Marguerite
Waite, Helen E.

Wilder, Laura Ingalls
Wyatt, Edgar

Wyatt Earp, U. S. Marshall

Better Known as Johnny Appleseed
(Chapman) '

Abraham Lincoln, Friend of the People

Ben Franklin

George Washington, Leader of the People

Mr. Justice Holmes :

Theodore Rooseveli

The Story of My Life

John James Audubon

Genghis Khan and the Mongol Horse

Carry On, Mr. Bowditch ,

Young Man in a Hurry (Cyrus Field)

Indian Captive (Mary Jemison)

Thomas Jefferson

America’s Abraham Lincoln

America’s Mark Twain

Invincible Louisa (Louisa May Alcott)

The Story of Clara Barton of the Red Cross

Boy’s Life of Mark Twain -
Mark Twain: His Life

Harriet Tubman

River Boy

He Heard America Sing (Stephen Foster)

Man of Molokai (Father Damien)
Doctor Paracelsus
Galileo and the Magic Numbers
Davy Crockett
Abe Lincoln Grows Up
Yankee Thunder (Davy Crockett)
Moses
Boy On Horseback (Lincoln Steffens)
Freedom Train (Harriet Tubman)
Mary McLeod Bethune
Railroad to Freedom (Harriet Tubman)
Dune Boy (Lone Oak ed.)
(Autobiography)
Martha, Daughter of Virginia
(Martha Washington) -
Valiant Comy ons
(Ann Sullivan, Helen Keller)
On the Way Home (Autobiography)
Cochise, Apache Warrior

Essay and Address Collections

Baird, Albert Craig, ed.

Cadigan, Robert James, ed.

Hawthorne, Nathaniel

Hoover, Benjamin Beard
Jameson, Robert U,
Langford, Walter F., ed.
Peterson, Houston, ed.
Teale, Edwin Way

Holiday Readings

Adams, Florence
Carnegie Library School
Association, comp.
Douglas, George W.
Gaer, Joseph
MecSpadden, J. Walker

Oicott, Frances Jenkins.

Sechrist, Elizabeth H.
Todd, Mary Fidelis

American Public Addresses (1740-1952)
September to June

A Wonder Book and Tanglewood Tales
Wonder Book for Boys and Girls -
Story, Poem, Essay

Essays Old and New (3rd ed.)
Essays—Light and Serjsus

Treasury of the Werli’'s Great Speeches
Adventures in Nature

North with the Spring

Highdays and Holidays
Cur Holidays in Poetry

The American Book of Days (2nd. ed.)
Holiduys Around the World

The Book of Hoildays

Good Stories for Great Holidays

Red Letter Days

The Juggler of Notre Dame

Mythology and Folklore Collections

Asimor, Isaac
Benson, Sally
Enlfinch, Thomas

Colum, Padraic
Coolidge, Olivia E.
Courlander, Harold
Field, Rachel

Galt, Tom

Words From the Mytus

Stories of the Gods and Heroes

A Book of Myths

Bulfinch’s Mythology

The “olden Fleece and the Heroes
Who Lived Before Achilies

Greek Myths

The Cow-Tail Switch (African)

American Felk and Fairy Tales

The Rise of the Thunderer
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Random House, 1956
Lippincott, 1950

Wilcox and Follett, 1950
Follett, 1957

Wilcox and Follett, 1951
Follett, 1956

Follett, 1953
Doubleday, 1954
Random House, 1954
Random House, 1954
Houghton, 1955

Harper, 1958

Viking, 1933
Houghton, 1957
Houghton, 1962
Little, 1933
g:ssner,lgi)én
rper,
Holt, 1954
Crowell, 1955
Messner, 1940
Messner, 1940
Lippincott, 1943
Littie, 1959
Little, 1958
Harcourt, 1934
Harcourt, 1928
Messner, 1955
Harper, 1949
Harcourt, 1935
Doubleday, 1954
Knopf, 1957
Harcourt, 1932
Dodd, 1957

Dutton, 1957
Macrae Smith, 1959

Harper, 1962
McGraw, 1953

McGraw, 1956
Appleton, 1942
Houghton, n.d.
Crowell, 1956

Holt, 1957

Harcourt, 1955
Longmans, 1954

Simon & Shuster, 1954
Dodd, 1959

Dodd, 1951

Dutton, 1927
Wilson, 1929

Wilson, 1948
Little, 1953
Crowell, 1948
Houghton, 1914
Macrae Smith, 1940
McGraw, 1954

Houghton, 1961
Dial Press, 1940
Macmillan, 1942
Crowell, 1947

Macmillan, 1962

Houghton, 1949
Holt, 1957
Scribner, 1959
Crowell, 1954




Gayley, Charles, ed.

(éraves,legobert

reen, Roger Lancelyn
Hamilton, Edith

Lum, Peter

White, Anne Terry

Poetry Collections

Adshead, Gladys L., comp.

Arbuthnot, May Hill, ed.

%eusla};nder, Joseph, comp.
net, Rosem:

Benet, Williaﬂose, comp.

Brewton, John E,

Frost, Robert

7ear, Edward

Lindsay, Vachel

Longfellow, Henry Wadsworth

Love, Katherine, comp.

Lowell, James Russell

Millay, Edna St. Vincent

Nash, Ogden, comp.

Read, Herbert, ed.
Sandburg, Carl
Sechrist, Elizabeth Hough,

comp.
Stevenson, Burton Egbert
Teasdale, Sara
Tennyson, Alfred Lord

Untermeyer, Louis, ed.

Short Story Collections
Andersen, Hans Christian

Andersen, Hans Christian

Arbuthnot, May Hill

Association for Childhood
Education International

Coolidge, Olivia

Day, A. Grove

De La Mare, Walter

Dickens, Charles

Doyle, Sir Arthur Conan

Fenner, Phyllis R.,, comp.

Hawthorne, Nathaniel

Henry, O.
Irving, Washington

Kipling, Rudyard
Kjelgaard, James Arthur

Lamb, Charles
London, Jack

Martingoni, Margaret E., ed.

Maupassant, Guy de
Ritchie, Alice

Sawyer, Ruth

Scoggin, Margaret C., ed.
Seton, Ernest Thompson

The Classic Myths in Engiish
Literature and in Axt )
Greek Gods and Heroes
Heroes of Greece and Troy
ology
The Stars in cur Heaven
The Golden Treasury of Myths and Legends

An Inheritance of Poetry

Time for Poetry (General ed. rev.)
The Winged Horse Anthology

A Book of Americans

Poems for Youth

Gaily We Parade

You Come Too

Complete Nonsense Book

Johnny Appleseed and Other Poems
The Children’s Own Longfellow

A Little Laughter

Complete Poetical Works

Edna St. Vincent Millay’s Poems
The Moon is Shining as Bright as Day
Oxford Book of American Verse
This Way, Delight

Early Moon

One Thousand Poems for Children

Home Book of Verse for Young Folks (Enl ed.)
Stars Tonight
Oom{)le'te Poetical Works
Ed. by W. J. Rolfe)
Stars to Steer By
This Singing World

Fairy Tales and Stones
(Ed. by Signe Toksvig
It’s Perfectly True and Other Stories
" (Tr. by Paul Leyssac)
Time for Fairy Tales, Old and New

 Told Under the Christmas Tree

Men of Athens

The Greatest American Short Stories

Stories From the Bible

Christmss Stories

Boys’ Sherlock Holmes

Time to Laugh

The Great Stone Face and Other
Tales of the Whkite Mountains

O. Henry’s Best Stories

Rip Van Winkle and the
Legend of Sleepy Hollow

Captains Courageous and Other Stories

The Jungle Book

Buckskin Brigade

Hound Dogs and Others

Tales from Shakespeare

The Call of the Wild and Other Stories

White Fang and Other Stories

The Illustrated Treasury of
Chiidren’s Literature

The O0dd Number

The Treasure of Li-Po

The Long Christmas

Chucklebait

Wiid Animals I Have Known

69

Ginn. 1939

Doubl , 1960
Walck, Z., 1961
Iittle, 1942

Pantheon Books, 1948
Golden Press, 1959

Houghton, 1948
Scott, 1961
Doubleday, 1929
Rinehart, 1933
Dutton, 1925
Macmil'an, 1940
Holt, 1$59

Dodd, 1948
Macmillan, 1928
Houghton, 1892
Crowell, 1957
Houghton

Harper, 1929
Lippincott, 1953
Oxford, 1950
Pantheon Books, 1956
Harcourt, 1930
Macrae Smith, 1951

Holt, 1929
Macmillan, 1830
Oxford, 1353

Harcourt, 1941
Harcourt, 1923

Macmiilan, n.d.

 Harcourt, 1938

Scott, 1952
Macmillan, 1948

Houghton, 1962
McGraw, 1953
Knopf, 1961
World, 1946

Knopf, 1942
Houghton, 1889

Globe Bk., 1953

Scribner, 1905

Dodd, 1959
Doubieday, 1894
Holiday, 1947
Dodd, 1958
Macmillan, 1807
Dodd, 1960
Dodd, 1963
Grosset, 1955

Harper, 1917
Y arcourt, 1949
viking, 1941
Knopf, 1945
Scribner, 1926
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Addresses of publishers of most of the books found on this list may be found in the Children’s
Catalog, which should be in all junior high schools. This book-buying aid, together with its supple-

ments, may be purchased from

H. W. Wilson Company
950 University Avenue
New York, New York 10452

The catalog also contains annotations, prices, grade levels and quality ratings for ail books listed in

it.

ILLUSTRATIONS OF TEACHING
LITERATURE AND THE AVERAGE LEARNER

GRADE SEVEN THROUGH GRADE NINE

HANS CHRISTIAN ANDERSEN’S
FAIRY TALES

Grade Seven

Adolescents have fun with Andersen’s fairy
tales. The incredible adventures appeal to their
love of excitement, and the magic and make-
believe intrigue them. Seventh grade students
read them primarily for entertainment, yet they
are old enough to detect in them their subtler
intentions, so that Andersen’s tales become a
powerful aid in teaching courtesy, love of na-
ture, compassion, and kindness to animals.

A successful approach with a heterogeneous
class was to introduce the stories by oral read-
ing of “The Ugly Duckling” by one oi the high
level students. True-to-Life Books by Encyclo-
pedia Britannica was used because it has large
coelorful illustrations which were shown to the
students. Also presented to the class was the

biographical sketch from “Hans Christian An-
dersen’s Own Fairy Tale” by Donald and Louise
Peattie which was found in the Reader’s Di-

gest, May, 1952. As the students listened to

the reading of this biographical sketch, they
recognized that the “Ugly Duckling” was really
Andersen himself. This association helped them
to see something of themselves in all of An-
dersen’s tales so that they were no longer satis-
fied with the story alone.

The students read many Andersen tales both

- from the list of Andersen’s best-loved fairy
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tales that the teacher gave them and from per-
sonal and library collections. In their reading,
they noticed that often each student got a per-
sonal reaction to Andersen’s story—all quite
different and yet all of them right. They were
introduced to irony when a story said one thing
but meant just the opposite. They found such
everyday truths as genuineness in “The Real
Princess” or vanity in “Red Shoes.”




Many supplementary activities accompanied
the study of Andersen’s fairy tales, For ex-
ample, when students were told that Andersen
illustrated his own stories by cutting patterns
out of paper, which today are treasured in the
Odense Museum, they, too, wanted to create
illustrations. They became enthusiastic when
they made cutouts of black silhouettes mounted
on white paper and posted them on bulletin
boards. Other students, trying to identify the
titles, grew increasingly interested as addi-
tional illustrations were added to the display.
A reading spurt accompanied this activity be-
cause students wanted to illustrate a story not
already covered. Here the appeal was to the
imagination, and students with artistic ability
on all levels achieved equal satisfaction.

Very effective Christmas decorations were
made of Andersen Christmas tsles by mount-
ing the silhouettes on colored metallic paper,
especially gold or silver. There was sufficient
reading material to accompany this, as a new
volume of Andersen fairy tales has appeared
at Christmastime for 87 years. Many of his
themes relate to winter and the Christmas
gseason: “The Little Match Girl,” “The Fir
Tree,” “The Snow Queen.”

Another activity the students enjoyed was
pretending they weic Andcisen tellitig stories
to the rest of the class. In order to do justice
to the great story-teller, each student told his
tale so that the audience could see and hear
“tin soldiexs marching or the coach horses gal-
loping.” Some students preferred to tell their
stories in pantomime. Students of low ability
frequently were the best actors.

Some follow-up:

For listening: Andersen’s Fairy Tales,
Caedmon TC 1078, read by Michael Red-
grave.

For observing: The movie “Hans Chris-
tion Anderser,” and, if available, slides
presented by a member of the community
who has been to Andersen’s home in
Denmark. »

BIOGRAPHY
Grade Eight

In teaching his junior high school class a
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unit on biography, one teacher used the books
Boxford by Gerirude W. Fielder from The Life
Of Alice Freeman Palmer by George Herbert
Palmer, and Story Biographies, Harriet L. Mc-
Clay, editor, revised by McClay and Helen Jud-
son.

Study began by a silent reading of Boxford,
which includes Alice Freeman Palmer’s own ac-
count of her experiences in enriching the lives
of girls living in the slum areas of Boston, The
teacher used this literature to extend student
experiences through practical application of the
rules and through further reading.

A teacher-led discussion about the value of
Mys. Palmer's three rules for daily living——to
commit something good to memory each day,
to look for something pretty each day, and to
do something for somebody each day—provide
an opportunity to give examples of good poetry
to memorize and to recommend worthwhile bi-
ographies. The assignment leading from this
was to try to follow these three rules for a
period of a weekend or a week, keeping a note-
book record. At the end of the period smail
groups discussed their experiences.

As another assignment at this time, the stu-
dents were asked to write an essay giving ad-
vice to someone who is having trouble, or to
write a review of a book which would have
therapy for such a person, or to write an
evaluation of the experiment with plans for
future application of the rules. In addition, the
teacher and the students compiled a list of
books and essays of a biographical nature about
great humanitarians. Each day the class took
time to discuss the reading, to share the good
lines learned, and to give suggestions for carry-
ing out the second and third rules. Members o
service organizations in the class, like Junior
Red Cross members, prepared talks on the serv-
jces given by their groups, giving invitations to
other class members to join in their activities.

As a culminating activity, students planned
a program in which they presented to the class
the people they read about, like Mary McLeod
Bethune, George Washington Carver, or Dr.
Albert Schweitzer, pointing out their contribu-
tions to the betterment of the world and show-
ing that, as stated in the short poem “Influ-
ence” by A. E. Hamilton, “Our shadows fall
where we can never be.” - S
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HUMOR
Grade Eight

Young people need much laughtsr, and the
classroom is a good place for them to share
funny happenings and to exchange thoughts on
humorous books.

To begin a class discusgsion of what makes
people laugh and what is good or bad humor,
one teacher attached to his bulletin board pic-
tures of laughing faces and cartoon strips such
as “Priscilla’s Pop” and “Morty Meekle.”

At this time the teacher read to the class a
funny selection, a chapter from Cheaper by the
Dozen by Gilbreth and Carey, and from Laugh
With Leacock by Stephen Leacock. There was
no need for discussion; the laughter set the
stage for future reading, which was called, “For
Laughing Out Loud.”

" The teacher assigned My Financial Career by
Stephen Leacock as a common reading assign-
ment. The discussion of this book was brief—
just a short fun time together appreciating the
humor of exaggeration, noticing the vivid de-
seriptive words, and talking about the phobias
of people, including themselves. At this point
the teacher induced his students to write about
characters in a humorous vein.

Time was profitably spent browsing through
the volumes of books provided by the teacher
and by students who were willing to share their
personal libraries, From time to time the teach-
er grouped students who wanted to share read-
ing experiences. Occasionally good student: read-
ers read favorite selections to the whole class.

The students found that enjoyment was added
to the reading by making original cartoon
strips, illustrating stories read, writing lim-
ericks, and writing essays similar to those read.

The reading snd enjoyment of humorous ma-
terial extended over the whole year of school.
The teacher and the students planned together
to set aside certain times at which they could
laugh over their discoveries in humor.

BOOKS ABOUT FOREIGN LANDS
Grade Eight

-~ When an cighth grade student, whose en-
thusiasm for a book had led her to write a

letter to its author, brought to class an answer
to her letter and a photograph of the dashing
Colonel Alois Podhajsky with the Lipizzan
horses of Vienna, that was all it took for an
enthusiastic class to begin a project which they
called “Around the World with Books.”

That day the students decided to find and
read good books about foreign !ands written by
foreign authors. Because they wanted the opin-
ions of young people, they decided on a pen pal
plan using names seciired through vrelatives
abroad, the teacher’s contacts, assembly speak-
ers, and foreign students on a local campus.

While waiting for replies to letters which
they sent to Turkey, India, France, Mexico,
Rhodesia, and other countries, the students
read books from their own libraries and ex-
changed ideas about them. As the replies to
letters came, they rushed to the library to lo-
cate books mentioned. Some days they read
excerpls from favorite books, and they made
lists for future reading. Included ir: the lists
were books like the following: Angelo’s Marble
Fountain and Nino, Courlander’s Cow-Tail
Switch, Seredy’s The Chestry Oak, Mukerji’s
Gay Neck, and Benary-Isbert’s The Ark.

After four years some of the students are still
writing to their friends abroad, and the teacher
hopes that all are continuing their reading of
literature about the world.

MARY WHITE

Grade Nine

To develop student appreciation for the kio-
graphical essay, the teacher introduced Mary
White in the following way.

“Although Mary White died many years ago
at the age of sixteen, she is alive today. She
lives because her father immortalized her with
words. The essay that you are about to read
was written by William Allen White and was
published in his paper, the Emporia Gazette,
the day after her funeral. When the article was
used later in textbooks, he was very happy to
know that his daughter could live on with her
kind.”

Following the reading of the story, the stu-
dents discussed the ways in which the father
succeeded in making his daughter “live on with
her kind.” :




First, they discussed the author’s purpose.
Until now, for the most part, these junior high
school readers had been enjoying humorcus es-
says; they know that the author wants them
to laugh. Now they are studying writing which
is still informal and conversational in style but
which is of & serious nature. The students found
that they identified themselves with the author
and felt as he did about keeping his daughter
alive forever. They recognized how convincing
Mr. White is as he shows that it would be
wrong for a girl who loved life as Mary White
did to be forgotten.

Next the students examined the techniques
the author uses to present this enthusiastie,
energetic, vivacious, mature girl. They noted
that her character is revealed through her
deeds, and the autihor’s use of appropriate and
interesting incidents to supplement any com-
ments he makes about her. They saw her spirit
of compassion in the story of the party for the
poor folks and her sympathetic nature in the
account of her fight for a rest room at her
sclicol for the colored girls. They found many
examples that effectively illustrate her traits
of character. They became aware also of the
little pictures throughout which help them
visualize her, the “little figure with the long
pigtail and the red ribbon” waving her cowboy
hat, and again the same littie tomboy driving
her jitney filled with young people: “great
spring-breaking, varnish-cracking, fendesz-pend-
ing, door-sagging carloads of kids.”

The class also talked about the tone of sad-
ness throughout. They appreciated what it
means for a young girl who loved a rich, abun-
dant life to give up her life. They saw sadness
in the father’s pride in his daughter’s pop-
ularity, and they respected the fact that he
does not write a maudlin account of her death.
At this point, they compared the story to The
Diary of & Young Girl by Anne Frank.

The teacher led the group into reading and
discussing other essays of this type: My Papa
by Lloyd Douglas, My Grandmother and Her
Many Harbors by Mary Ellen Chase, and The.
Thread That Runs So True by Jesse Stuart.
He helped the students see that precise words
make these people alive to the reader.

Because pupils of this age love competition
and because precise words are so important in
helping them see characters, the class worked
with words every day. When they came into
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the room, they saw on the chalkboard a sen-
tence with a few underlined words taken from
the reading. Using dictionaries and texts, each
student tried to be the first to rewrite the
sentence, using a synonym for esch underlined
word. The winner received a point on a chaxt.,
Such words as “dauntless,” “persifiage,” hyper-
bole,” “metaphor,” “poignant,” and ‘“fervent”’
were among those used. Some days instead of
rewriting sentences the students used listed
words in sentences of their own.

The teacher asked each student to write
about a person for whom he feels love, admira-
tion, pity, or some other stronz emotion. He
could, if he wished, write this in the sty.e of
“My Most Unforgettable Character.” By this
time most students were convinced that to write
good biographical essays they must be observ-
ant and use precise words.

The class then returned to Mary White for &
silent reading.

HOW A POEM BECOMES POETRY
Grade Seven Through Grade Nine

To teach his junior high school students how
a poem becomes poetry, one teacher presented
the Don Marquis poem, “The Tomecat” in the
following way.

Mimeographed copies of the poem were dis-
tributed to the students and they were asked to
read the poem silently. The teacher then asked
them to state the point of the poem and to clear
up any vocabulary problems—such words as
“malevolent,” “brindled,” “bard,” “primeval”
caused some difficulty.

The teacher then read the poem aloud in a
rather expressionless, matter-of-fact manner.
He then asked a student to read the poem aloud.
Following the example of the teacher, the stu-
dent also read the poem with little or no ex-
pression. The teacher then said that he would
try reading the poem again. This time he read
it as dramatically as possible—pulling out all
the stops. The contrast in readings was as great
as possible. Through this reading the teacher
tried to suggest the “music” in the poem.

The teacher compared the printed words of
the poem to a printed musical score, pointing
out that one who is familiar with musical sym-
bols might read a music score silently as the




poem was read silently or hum it in the same
matter-of-fact fashion as that in which the
poem was first read. He demonstrated this with
a piece of sheet music. He then pointed out that
many poems have been zet to music, and that
the singing of these poems differs only in de-
gree from the oral reading of a poem; that
one might do a reasonably good job of indicat-
ing & reader’s vocal “orchestration” of & poem
by using the vocabulary and symbolic devices
used in the writing of a musical score.

On the chalkboard the teacher drew a staff.
He asked the students to suggest music terms
and symbols that might be appropriate in de-
scribing the “music” of poetry. He jotted these
on the chalkboard. Next he asked the class to
read the poem aloud with him, following as
closely as possible both his vocal and panto-
mimic interpretation. It was pointed out that
many other interpretations are possible and,
perhaps, even preferable to that of the teacher.
The students were reminded of the variety of
interpretations or arrangements given musical
compositions with which they are familiar as
evidenced by recordings they may own. They
were asked to be as sensitive as possible to
what is happening in terms of musical concepts
as the poem is being read.

The poem was read often enough to breuk
down the usuzl student vocal and bodily inhibi-
tions. The students again were urged to mimic
the facial expressions and gestures of the {2ach-
er as well as the vocal expressions, as the one
is greatly dependent upon the other.

As the poem was read repeatedly it became
apparent that rhythmic and meiodic sounc pat-
terns were developing. While the teacher “di-

rected” the reading with free hand movements
appropriate to the volume, tempo, rhythm, in-
flectional pattern, and so on, these movements
fell into a pattern as did facia! and bodily ex-
pression. Most important here was the recog-
nition that thesa patterns are appropriate to

the thought, the emotions, and the choice and
arrangement of the word sounds and groupings
in the poem. This was easily demonstrated by
the teacher by consciously changing the tempo,
rhythm, quality, volume, and inflection of a
word, verse, or stanza. There was immediate
student awareness of the inappropnateness of
the reading. ‘ :
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The teacher asked the students to tap out
each beat In each verse of a stanza, while he
did the same on a tom-tom of low pitch—an
empty wastebasket served. The teacher then
asked the students to underline those sounds
which were stressed in the oral readings and
to tap out the rhythm emphasizing the beat
which corresponds to the underlined stressed
sound. For example:

At mid night in the al ley
u / u uu/ u

A tom cat comes to weil,
a / u u u /

And he chants the hate of a mill ion years
a ua / a /Juu/ u /

As he swings his snak y tail.
u u / u / u /

Now the students experimented with other
rhythmie patterns, phrasings, and tempos
which were equally appropriate. They demon-
strated these by tapping out the rhythm while
repeating the line or stanza.

The teacher also asked them (o change the
word order of a line, beat it out, and contrast
the new rhythm with the old, and make a judg-
ment of which rhythmic pattern they liked best
For example:

Malevolent, bony, brindled, . ...
{changed to)
Bonry, malevolent, brindled, . . ..

The teacher continued to make these com-
parisons to music by asking students to note
changes in pitch, volume, and tempo. He asked
what instrumentation might be utilized if this
were an orchestral score, The students saw that
a change in instrumentation might be appro-
priate for the first and second lines of stanza
one; that these voices might be alternated again
in lines 8 and 4. This was demonstrated by hav-
ing the dark voices read lines one and thres,
and the light voices read lines two and four.
The dark voices read stanzas two and four,
light voices stanzas three and five, and alter-
nate voices single verses of stanza six. Some
words and phra‘ses were tried by sole voices.
Student opinion of the result was quite -candid.
When they did not like the effects, they sug-

gested changes.
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The students began to see that poetry, like
drams, is not cold black print on white paper;
that these typogrsphical marks only become
poetry when they are “sung” or “played” by
the reader; that the task of the reader of poetry
ig analogous to the task of the singer, the in-
strumentalist, the arranger, the conductor; that
the reading of poetry is an active not a passive
thing; that the reader is not spectator but
participant; that his intellect and imagination,
sensibilities and sensitivities, must fuse with
those of the poet; that the poet is the creative
artist and the reader the interpretative artist.
Only then does the poem become poetry.

FOUR LITTLE FOXES (Poetry)
Grade Seven Through Grade Nine

To interest his students in some of the de-
vices a poet uses to bring his reader into the
mood of the poem, one teacher presented Lew
Sarett’s poem “The Four Little Foxes,” and
planned a course of discussion after the poem
had been read. His organized plan of questions
included the following:

Theme: What is the poern sbout?

Primary Images: Can you fill in some of the
details ?

Setting: Where are these foxes?

Emotional Reaction: If it were May, would
the story change?

During the actual discussion period, the
teacher brought to the students’ attention the
fact that they had said they “feel so sorry,”
thus the poet had “reached” them. He pointed
out that the poet is attempting to make the
reader feel happy about something, or sad, or
curious. He drew attention to the phrases re-
peated by the poet: “Speak gently, Spring,” and
“Walk Softly, March.”

Turther discussion surrounded a question on
personification: “Do you think of March as a
person?” It was brought out that while the
poem was being read aloud, the words describ-
ing March should be read softly—almost whis-
pered, in fact.

The pattern of the poem was discussed. The
class noticed that the pattern of every stanza
was alike, and the teacher asked what the mid-
dle two lines do to each stanza. When the

teacher asked what kind of words are found
at the end of the first line of every sentence,
the students noticed ihat they were all noisy
words: “sudden sound,” “bitter blow,” “alarm,”
“pampant hurricane.”

The discussion concluded over the poem’s
onomatopoeia. A pattern was worked out for
reading the poem:

SOFT

1
} MEDIUM
S— VERY SOFT

CHORAL SPEAKING
Grade Seven Through Grade Nine

Choral speaking is an excellent way to teach
poetry at the junior high school level. Here the
timid and the confident each help the other to
enjoy and learn; the timid child can be more
expressive than he normally would be, and the
confident student becomes less aggressive, since
ne one voice is o stand out. Choral reading,
therefore, becomes a device for enriching the
growth of the adolescent himself as he is leain-
ing.

One teacher feels that it is better to present
one skill of oral reading each day to be applied
cumulatively by the students for approximately
two weeks. He used the following plan for
choral reading presentation:

Day 1 Emphasis on the theme of the poem,
using “When Hannibal Crossed the
Alps.” Stanza 1 tells who crossed the
Alps, and Stanza 2 tells why.

Day 2 Emphasis on rhythm (and theme as
review). Finger-tapping is good, using
“The Pirate Don Durk of Dowdee.”

Day 8 Emphasis on phrasing (and theme and
rhythm as review). Punctuation helps
to group words according to thought
and warns against stopping at the end
of every line.

“The fog comes
~ on little cat feet.”

The remaining days were used to concen-




{rate on such reading skills as the following:

e Articulation, the pronunciation of con-
sonant sounds: Elizabeth Coatsworth’s
“Poem of Praise”

e Modulation, changes in volume—Iloud or
soft:

a short excerpt from Robert Browning's
“The Pied Piper of Hamelin” beginning
with “Then, like a musical adept, To
blow the pipe his lips he wrinkled”

e Inflection, changes in voice tone—high or
low: Gerald Gould’s “Wander Thirst”

e Emphasis, stress placed on a word: Carl
Sandburg’s “Buffalo Dusk”

® Tempo changes:

Badger Clark’s “The Song of the Leath-
er”

In stanza 1, the cowboys are riding for
cattle and the horses take a job trot or
running walk that they can keep up all
day. In stanza 2, they are reaching the
cattle and there is a fast round-up; in
stanza 8, the men are watching the cattle
at night, fearing a stampede.

Choral speaking has an advantage for the
teaching of poetry since it emphasizes the need

to read poetry aloud. Children learn how to do
this and have fun at the same time. (Suggested
reference book: Choral Speaking Techniques by
Agnes Curran Hamm; The Tower Press, Mil-

waukee, 1941.)

JOHNNY TREMAIN
Grade Eight and Grade Nine

Johnny Tremain has been called the first
great children’s novel written about the Revo-
lutionary War period. One reviewer suggested
that Esther Forbes’s “young eighteenth cen-
tury American hero could join those immortals
of boys’ fiction—Jim Hawkins and Huck Finn.”
If this is a great novel, it must have implica-
tions of consequence for the reader, and it is
the aim of this unit used with a heterogeneous
class to discover what some of those implica-
tions are.

The teacher asked, “What kind of books are

these?” when he showed his class the follow-»

ing books:

Paul Revere and the Warld He Lived In
by Esther Forbes, Houghton Mifflin Co.,
Boston, 1942. (Selected as a Pulitzer
Prize Winner for history — an adult
book.)

Johnny Tremain by Esther Forbes,
Houghton Mifflin Co., Boston, first pub-
lished in 1948, Student’s Edition, 1960.
(Selected as a Newbery Medal Book,
grades 7-9.)

America’s Paul Revere by Esther
Forbes, Houghton Mifflin Co., Boston,
1946. (Grades 5-8.)

After a brief glance at the books, students
noted some things in common; all three books
are written by the same author and all deal
with Paul Revere. Then there were some snap
judgments about differences. Comments ran
along these lines: “The picture book (America’s
Paul Revere) is for little kids.” “The one with.
the long title is for grown-ups.” “I think John-
ny Tremain is for us.”

Though the students’ classification was not
entirely accurate and outward appearances were
misleading, the next step was to select some
common topic that one might expect to be cov-
eved in books concerning the Revolutionary
War period and compare its treatment in each
book. The following are short excerpts which
were selected, using as an example the ride of
Paul Revere, although the Boston Tea Party
also would have served as a good topic.

From Paul Revere and the World He Lived
In:

And now it was eleven o’clock. Only
one hour before, he had stood in Joseph
Warren’s parior knowing that the time
had come. Then, by the bright, cold
moonlight everyone noticed that night,
he swung into the saddle. Colonel Conant,
Richard Devens, the light from the open
door, were left behind. He eventually
rode about twelve miles to get to Lex-
ington, and Concord was six miles far-
ther on. Probably he would set a pace
which he believed would last him
through. With the hundreds of miles he
had ridden the last fow years, hie wouid
be able to judge well.
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From Johnny Tremain:
“One or two?” he whispered.
“TWO.”

That was all. Robert Newman seemed
to melt away in the dark. Johnny guessed
what the little tinkle was he heard. New-
man had the keys to Christ’s Church in
his hand.

From America’c Paul Revere:

Charlestown had seen the tiny lights
in the steeple. The Patriots there were
expecting Revere, and had a fast horse
saddled and waiting. Revere flung him-
self on the horse, and so alone down the
dark road and through the bright white
moonlight he rode and spread the alarm.

Discussion followed relative to the difference
in the styles of writing illustrated. The conver-
sation ran something like this: “Johnny Tre-
main was more like a story.” “Paul Fevere was
harder.” “America’s Paul Revere and Paul Re-
vere are just alike, I think.”

The teacher then summarized their findings:
Paul Revere and the World He Lived In and
America’s Paul Revere are biographies, both
written from the point of view of the author.
Johnny Tremain, on the other hand, is an his-
torical novel, written from the point of view
of Johnny, a boy of 14, who was apprenticed to
a silversmith in Paul Revere’s time.

Next, the students were asked, “How can you
account for the fact that the author wrote three
books about the same subject?”

Here some students (high level) were di-
rected to read about the author’s life for an
explanation; all students were reading Johnny
Tremain meanwhile, When the committee re-
ported to the class, these are some of the high
points they emphasized: Esther Forbes was
born and grew up in New England, where the
traditions of the early days were hardly his-
tory to her. Her own ancestors, among them
the Adamses, had helped to make the history
of early Massachusetts. She, herself, had spent
many years in research and study of the colonial
days in America. She was steeped in Boston!
Also, students found that while she was writ-
ing Poaul Revere and the World He Lived In,
the author said, “I promised myself that some-

i
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time I would write & story and make up any-
thing I wanted as long as I kept it typical of
the period. Then I would know not only what
was done but why and how people felt.” (From
her acceptance speech when awarded the New-
bery Medal)) Then, after completing the his-
torical novel, she continued her biography in-
terest—this time for younger readers. Both of
the children’s books were out-growths of the
resources expended on the adult book. What
are the characteristics of an historical novel?

Concentration from here on was with the
novel Johnny Tremain. When students were
asked what they thought the historical novel
would be like, they guessed that it emphasized
two things—history and story, or fact and fic-
tion. It required the teacher’s skills, however,
to show students how the author combines
them. “All the details of the everyday life of
the period are drawn from the full stories of
Miss Forbes’s long research but they are casual-
ly and expertly woven into the story, never
dragged in for themselves.” Students had fun
keeping a list of all the items that are “real.”
(Chapter 6, for example: “Johnny knew that
by law any cargo that was not unloaded within
twenty days might be seized by the custom-
house and sold at auction.”) Since class concern,
however, was with the artistry of the novelist,
rather than with the accuracy of the historian,
the next question presented itself:

What is important concerning the structure
of this novel?

Time: During Revolutionary War years

Place: Boston

Action: Conflict between the Whigs or Pa-
triots and the Tories, who believed England
has every right to tax them and that the
colonies would be better off to be always a
part of the powerful British Empire.

Characters: The title of the books tells in
whom the class would be mcest interested.
Students (average and high level) were
interested in tracing Tremain’s character
growth:

1. At the beginning of the story he is a brave
boy, and competent {varivaled as an ap-
prentice), but cocky, couceited, overbearing,
and ambitious.




2.

4.

When the other apprentices play a joke on
him which results tragically for Johnny; a
burned hand ends his career as a silver-
smith’s apprentice, changes his life, embit-
ters him, and involves him in the Revolu-
tion.

The rest of the book deals with war inci-
dents in which Johnny is in the thick of
Boston’s pre-Revolutionary activities. Also,
it deals with incidents through which he
learns the true meaning of friendship:

a. involving Dove, who was responsible for
the burned hand (Johnny grows from
ideas of vengeance to befriending him)

b. involving Cilla, the girl whom he liked
and then outgrew

c. involving Rab, who baffled Johnny be-
cause he kept him “at arm’s length”

At the end of the book, Johnny has fought
his way back to health and self-confidence.

What were the author’s purposes in ad‘difidh
~ to entertainment:

. To reveal the life of a great American.

a. Students listed Paul Revere’s interests

and trades (the high level students

used the adult book, whereas the average

and low used Johnny Tremain) : patriot,
fighter, silversmith, ete.

b. “Paul Revere’s Ride” by Henry Wads-
worth Longfellow was read orally. These
questions were asked: Can you hear the
sound of galloping hoofs? When do they
move fastest? Can you find any differ-
ences between the details of the poem
and actual fact? (high level)

¢. Grant Wood’s painting of Revere’s ride
was studied.

d. The prints reproduced from the famous
Joseph Boggs Beale paintings were
viewad. (These may be procured from
Revere Copper and Brass, Inc., 250 Park
Avenue, N.Y., the company founded by
Paul Revere in 1801.)

e A ‘present day advertisement of Paul

- Revere’s advertisement on false teeth
(America’s Paul Revere, p. 13) was writ-
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ten for fun.

2. To revesl the life of a great boy.

3.

.cdl

Students tried:

a. Listening to the recording Liberty Tree
from Walt Disney film Joknny Tremain
(RCA Victor, Bluebird Children’s Rec-
ords, BY-52 HIWB-4094)

b. Writing a letter to Esther Forbes in ap-
preciation of her books

To enlarge sympathy, realizing that crucial
times seem often to develop strong p-ople.

Students tried:

‘a. Enacting an Observer’s meeting (chap-

ter 8, section 5): Be James Otis, Sam
Adams, Pau! Revere, etc., orating. Know
what Otis meant when he responded thus
to the question ‘“For what shall we
fight?” “It is all so much simpler than
you think, We give all we have, lives,
property, safety, skills . . . we fight, we
die, for 2 simple thing. Only that a man
can stand up.”

Paraphrasing any of the following and

reading the original to the class: (high
level) :

Preamble to the Constitution of the
United States

Second paragraph of the Declaration
of Independence :

For testing or evaluation, students wrote par-
agraphs concerning the following, illustrating
with examples:

1.

What are some of the advantages of .writ-
ing biography? Of historical fiction?

Esther Forbes has said that she is more in-
terested in how people feel than what they
do, not what is done but why. How does
she show this in her stories?

What was the part that Johnny played in

" the Revolutionary War?
For individualized reading the teacher point-

ed out books listed at the back of the Student’s
Edition of Johnny Tremain on the American
Revolution, stories of -growing up, stories of
courage; and ideals worth working for.
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PANTOMIME
Grade Seven Through Grade Nine

At the junior high school level all children
like to act. During these years, however, the
less aggressive child, who wants to be drawn in
and given cpportunities for dramatic play, must
not be overlooked. One method found successful
in accomplishing this is to start with panto-
mime. The primary difference between panto-
mime for the very young child and the adoles-
cent is that the older child can be directed
toward much greater detail, including facial
expression and retention of character.

Knowing that the introduction of the panto-
mime work is tricky at junior high school level
in that some children will give up before they
start if they feel that everyone is looking at
them, one teacher first asked for volunteers
to pantomime some very simple action which
they perform daily. About five boys volun-
teered, so the teacher asked them to come to
the front of the room and to bend down and
tie their shoestrings. One student stood between
rows 1 and 2, and another between rows 2 and
3, ete. In this way, each volunteer knew he
would have a limited audience, and also that
he had company while performing. Every stu-
dent was encouraged to take part in an activity
before the hour was over and to embellish the
simple action with any ideas he wished to in-
sert, such as the knot in the shoestring that
brezks.

The teacher found this introduction to dra-
matic play important because it gave confi-
dence to each student so that he could be more
expressive. The class then moved to longer in-
dividual pantomimes, and to other more diffi-
cult assignments.

At the end of the work, the students sum-
marized the principles of acting which they had
learned inductively about gesturing, grouping,
making exits, ete.
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CREATIVE DRAMATICS

Grade Seven Fhrough Grade Nine

With the possible exception of such plays as
The Diary of Anne Frank and The Miracle
Worker, little dramatic literature of any value
is appropriate for study at the junior high
school level. Dramatic literature for formal
production at this level is also of generally low
quality. If students are to produce plays for an
audience, they might do well to attempt, under
competent teacher leadership, the production
of children’s plays for presentation to elemen-
tary school-age audiences.

Happily, however, there are techniques and
materials most appropriate to the study of nar-
rative literature and the dramatic form at the
junior high school level. Crestive dramatics,
emphasizing process rather than produce, leads
students to express original ideas clearly and
fearlessly; it leads them to think creatively
and independently, and to work cooperatively
and conscientiously in situations designed to
provide opportunities for controlled release; it
offers them an opportunity for recognition and
manipulation of the elements of dramatic form,
structure, and presentation. In addition, cre-
ative dramatics is fun.

Creative dramatics in one class worked out
best if the teacher and students first chose for
the purpose of dramatization stories or episodes
from stories which have strong, clearly defined
plot lines and which provide conflicts which re-
sult in a great deal of action of the kind that
can be portrayed in the classroom situation.
Further, the selections had to be relatively brief
and full of suspense, and provide opportunities
for intcresting characterization and dialogue.
Above all, the materials had to interest the stu-
dents. Episodes from Dickens’s 4 Christmas
Carol, and the old ballad “Get Up and Bar the
Door,” and cuttings from Irving’s “The Moor’s
Legacy” from Tales of the Alhambre were
sure-fire selections.




During this and subsequent activities, it was
important that the teacher set the mood for
creative make-believe by exhibiting as much
imagination, enthusiasm, involvement, zest, and
vitality as he could muster. The students re-

sponded in kind, because no one can create in
an atmosphere of confusion and chaos. It was
essential, therefore, that the teacher be well-
organized and communicate directions clearly,
concretely, and firmly.
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LITERATURE AND THE S{.OW LEARNER

GRADE SEVEN THROUGH GRADE NINE

INTRODUCTION

The introduction to the senior high school
slow learner materials on page 114 of this cur-
riculum defines a slow learner as being a stu-
dent who has a deficiency which prevents his
learning at a pace and depth comparable to
those at which an average or above-average stu-
dent works. This definition, and the discussion
immediately following it, can also be applied to
the junior high school slow learner.

Literature can perform a unique function for
the junior high school slow learner. It can pro-
vide him with moments of pleasure and relax-
ation during a school day normally filled with
tensions and anxieties arising from his struggle
for success with his school work.

Unlike writing and arithmetie, literature is
its own excuse for being. Its value lies in the
pleasure it may bring, rather than in its use
in achieving other goals. Success in the appre-
ciation. of a story is measured in terms of the
individual; it is not a competitive thing; there-
fore, one cannot fail in this area in the same
sense that one fails in spelling, or punctuation,
or usage.

Accepting the realization of pleasure and sat-
isfaction through the study of literature as a
worthy and realistic goal in the instruction of
the slow learner, the teacher will select, insofar
as possible, materials which the student can
anderstand and which will have meaning for
him in terms of his experiences. Further, the
teacher will maintain a classroom atmosphere
which is warm, friendly, orderly, and unhurried,
and which has in it as few distractions and as
little pressure as possible. Discussions and ac-
tivities will center as much as possible on the
concrete and the specific. Those principles, gen-
eralizations, or definitions which may be taught
will be arrived at inductiveiy.

In evaluating the work in literature the teach-
er will be concerned with questions such as

these: Does the child read with pleasure? Will
the child choose, at least sometimes, to read a
book rather than to view television or a movie?
Dioes he have a library card? Does he use it?
It suitable inexpensive books are available, per-
haps in the school bookstore, does he, at least
occasionally, buy a book as readily as he buys
a ticket to the movies?

The teacher read the selection to the class.
The presentation was clear, direct and lively,
emphasizing values of mystery, wonder, sus-
pense, humor, and beauty. This presentation
was followed by a discussion of the plot line,
conflicts, action, characters, mood, tempo, and
dramatic intensity.

The students then planned the dramatization.
They wrote a brief outline of the plot. This
scenario was divided into scenes based either
on changes in setting, changes in characters, or
changes in motivation, or a workable combina-
tion of these. In connection with this the stu-
dents decided on space requirements and props
and translated their decisions into diagramatic
form. The classroom was used as the acting
area; seats were arranged in a semi-circle. Stu-
dents also analyzed the characters in the epi-
sode: thumb-nail character sketches were writ-
ten. It became apparent as planning progressed
that adaptation to the dramatic form occasion-
ally necessitated change in the number of set-
tings, characters, and props, and in the ma-
terials which were to be included. These changes
were freely made as the materials demanded.

Casting was done by the teacher and stu-
dents, and on a volunteer basis. The teacher
found it is usually well to cast at least a few
of the ablest students in each producing group.

" The first playing was done only in panto-
mime. The students concentrated on this aspect
without the complication of creating dialogue.
At first this playing was rather disappointing




—problems arose; changes had to be made.
Subsequent playings incorporated suggestions
based on student and teacher evaluations of the
clarity of the storyline; the delineation of char-
acters through bodily posture, gestnre, move-
ment, and vocal enunciation, inflection, quality,
and projection; the aptness of dialogue; the
appropriateness of grouping and movement;
and contrasts in tempo and dramatic intensity.
These evaluations concentrated on only a few
points at a time, and contained praise as well
as suggestions leading to finer shades of in-
terpretation. These evaluations were kept im-
personal by using the name of the character
rather than that of the student. It was essential
that students be challenged through the evalu-
ations to do their best. However, the teacher
found that what is best needs to be determined
in relation to the goals of creative dramatics
rather than the goals of public performance.

The teacher found the following books help-
ful in providing techniques ard materials for
creative dramatics: Stories to L'ramatize, Win-
ifred Ward, Children’s Theatre Press, Cloverlot,
Anchorage, Kentucky; Playmaking With Chil-
dren from Kindergarten to High School, Win-
ifred Ward, Appleton-Century-Crofts, Inc.,
Creative Dramatics, Geraldine Brain Siks,
Harper and Brothers.

Tests for students who are slow learners may
sometimes be subjective as well as objective;
oral as well as written; felt through as well as
thought through. For example: How did you
feel when reading about ? What
part of the story made you feel calm, excited,
happy, sad, brave, afraid? Do you like to read
books? How do you feel after reading a book
you enjoy? Do you have the same feeling after
seeing a movie? Or watching ar evening of tele-
vision?

As we attempt to measure the pleasure and
satisfaction the slow learner derives from lit-
erature, we can evaluate not only his success
but our own.

Some .challenges for working with the slow
learner:
® To know each student as an individual

® To realize that his attention span is short
and he is easily distracted

® To be flexible in expectations of his suc-
cess .

® To assist him to gain self-reliance and se-
curity
® To emphasize his successes

® To offer him patience, sympathy, under-
standing, and much praise

THE HIGHWAYMAN

A seventh grade class of slow learners en-
joyed the story and the rhythm of “The High-
wayman” by Alfred Noyes. The pcem was in-
troduced by a discussion of the background
needed for understanding the story. It was
pointed out that many colorful details were
present which they could visualize by pretend-
ing to see “trees in the dark” and “the moon
in the cloudy sky” while they listened to the
poem.

Next the teacher asked the students to re-
call the tapping beats to rhythms they had
done in their music class. He said they could
tap beats in the poem to make a definite pat-
tern. Following the reading of two stanzas, he
inquired how many could beat the poem’s
rhythm by clapping their hands while he read
aloud the next stanza. The children responded
by doing it well.

After reading and discussing the story in the
poem through the fifth stanza, he asked again
that they listen for the rhythm and cluck their
tongues as though they were “horses’ hoofs
clattering over the cobblestones” while he was
reading the sixth stanza in Part IL

The students finished studying the poem with
a happy feeling. One of the students called at-
tention to other poems they had read, such as
“The Highway Ghost” and “Galahad, Knight
Who Perished.” These they treated in the same
manner. The suggestion was made that they
could write lines having the same rhythm. The
teacher wrote words with two syllables on the
chalkboard such as: clucking, stamping, hitting,
feeling. These words “he children used in writ-
ing short lines of verse.

The values in this kind of approach were
shown by the students’ active participation in
the work, by their evident enjoyment of the
activities, by their recalling other poems, and
by their wish to do similar writing.




The teacher used the following additional
rhythmic tales: “How They Brought the Good
News from Ghent to Aix” by Robert Browning,
“Casey At the Bat” by Ernest Lawrence Thay-
er.

Supplementary Aids
Yecording: Many Voices I

Books: Alice C. Coleman and John R. Theobald,

Introducing Poetry (Anthology)

Max T. Hohn, Stories in Verse

Elizabeth O’Daly and Egbert W. Nie-
man, Adventurecs for Readers Book I
(Anthology)

Willard B. Spalding, Teaching Lan-
guage and Literature (Professional)

A CHRISTMAS CAROL

The teacher presented A Christmas Carol in
the month of December before the holiday
season. He used a colored movie of the short
story for motivation before the reading be-
cause slow learners have limited ability in read-
ing. The discussion that followed the reading
went as follows:

The teacher asked, “What happened in the
story ?”’ to which a student answered, “Scrooge
had a change of heart,” and another replied,
“It was a story about real people and some
ghosts.”

The teacher again posed a question: “What
kind of man was Scrooge?” Answers included,
“He was tight.” “He thought of himself.”

The teacher had the children take their books
and helped them find colorful passages to read.
He summarized parts of the story. He helped
them with the words that they hegitated over
and gave an interpretation of them if the stu-
dents did not understand. Some of the colorful
parts that were read were: “Oh! But he was a
tightfisted hand . . .” to prove the students’
answers to the opening questions had been cor-
rect, and to give a small feeling of success. An-
other example was pointed out: “ .. When I
live in such a world of fools as This? Merry
Christmas! Out upon Merry Christmas!....”

Turning the questioning toward their thimk-
ing about themselves, the teacher asked, “What
kind of feeling do most people have at Christ-
mas ?”

The answers were: “Full of love.” “Feeling
kind.” “We think of others.” “We give gifts.”
“We get presents.”

The teacher wanted the students to realize
what the turning point of the story was. To do
this he asked them to read passages of Scrooge’s
promise to the Spirit and his awakening. As
one example they read, “I will honor Christmas
in my heart—down to a bedpost.” To the teach-
er’s inquiry, “What lesson did Scrooge learn in
his dream?” the students answered: “Not to
be selfish.” “To act like others felt.,” “To keep
Christmas.”

The teacher asked a question to see if they
knew how the story ended: “Did Scrooge keep
his word and change as he said he would?”
The students’ answers included: “He bought
the goose for the dinner.” “He joined the
Cratchits at dinner.” “Let’s read about the
dinner.”

They read the colorful descriptions from
“Mrs. Cratchit looking slowly all along the carv-
ing knife-—even Tiny Tim, excited by the two
young Cratchits, beat on the table with the
handle of his knife, and cried feebly, ‘Hur-
rah?”

The tes:s2r summarized the parts from there
to the end of the story. For review and evalu-
ztion, he a:ked, “When was Scrooge unhappy
with himself in the story?” One student volun-
teered, “When he was a miser.” (a word the
teacher had used in part of the summaries)
and another replied, “When he did not give
things.” When the teacher asked, “When are
you happy with yourself?” they answered, “I
am happy helping others.” “Playing with oth-
ers.”

As a culminating activity, the class planned
a small play in their own way to relive some
of the story. This was done by listing the main
characters and the students chose the parts.
The teacher suggested they use the scene. at
the beginning; they asked for the ghost scenes,
the dinner scene, and. the street scene at the
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end of the story. Printed cards were made to
designate the scenes. The props used were
very simple: the teacher’s desk, a scarf (for
Serooge), a sheet (for the ghost), and a small
table. Each “character” wrote what he would
say in the play to help him remember it. This
was done during a class period to give the
guidance and help they needed to have a little
success.

Speaking parts were reduced to:

Bob Cratchit: “A Merry Christmas, Sir!”
Serooge: (at the desk) “Bah! Humbug!”
Bob Cratchit: “Christmasg a humbug?”
Scrooge: “What right have you to be merry ?”

Next scene: the first ghost appearing to
Scrooge. The simple play continued in like
manner to the end. The students were quite
pleased with their performance and played it
before an audience of their mothers.

The teacher followed this story with the
Legend of Sleepy Hollow by Washington Irv-
ing for reading more colorful descriptions and
gaining insight into the lives of people through
the characters in a story.

HUMOR IN POETRY

When two girls came late to class for the
second congecutive time that week, a ripple of
laughter was heard among the boys in the
classroom. The teacher read the rhyme, “Late”
by Rebecca McCaun:

“I'm always late to everything,
My friends are most sarcastic.
I wish that it could be arranged
That time was more elastic.”

To begin a class discussion the teacher asked,
«“What makes people laugh?”

The answers were: “They laugh at funny
things.” “Some laugh at people.”

“Ig there a best time to laugh ?” continued the
teacher.

“Yes,” said one boy.
“When it is funny,” said another boy.

The teacher then asked a leading question:

“Ts it best to laugh at funny happenings to our-
selves or to laugh at others?”

The answers were: “To laugh at funny
things.,” “We laugh at ourselves.” “We laugh
together.”

“You understand the point I was trying to
make,” said the teacher.

The teacher used this introduction to direct
his class of slow learners toward reading and
enjoying humorous poetry. When this discus-
sion was finished, poetry books were distrib-
uted, and the class began reading humorous
poems. They soon asked for more books with
funny rhymes, limericks, and poems. Collec-
tions of funny poems were placed on a table.
The students browsed through the books and
read the long, humorous poems to them, Thus
read short verses. They asked the teacher to
they showed a growing interest in this type
of poetry. This interest was further shown
when the school club met. One of the new items
of business came up when one girl stood and
said, “I make a motion that we use ‘We laugh
together’ as our room motto.” The children
voted to accept it.

A boy asked the bulletin board committee to
use the motto as the caption for the bulletin
board. Pictures of humor and laughing situ-
ations were mounted and posted.

The following humorous poems were read to
the class:

“Home on the Range” by E. J. Chute

Limericks by Anthony Euwer

The Gift of Laughter by W. S. Gilbert

Rhymes by Rebecca McCann

Ogden Nash by Ogden Nash

“The Ballad of the Oysterman” by Oliver
Wendell Holmes

“Cremation of Sam McGee” by Robert
Service

“The Bearded Man” by Edward Lear

Limericks—anonymous

“Two Tooting Tooters” by Carolyn Wells

Benchley’s Roundup by Robert Benchley

A Boy Is A Boy by Ogden Nash

A Treasury of Laughter by Louis Unter-
nieyer




OLD YELLER

The eighth grade teacher prepared to read
Old Yeller by Fred Gipson to a class of slow
learners. They had listened to the introduction
given to the average and fast groups in the
class who had now started their silent reading.
The teacher planned to read the first three
chapters to the slow learners and hoped they
could complete the story by themselves. He first
led a short discussion about characterization in
the story and then said, “I would like you to
pretend you are Travis in this story while I'm
reading it to you. I will stop at various places
for your discussion or questions on reactions
or feelings that you may have about Travis.”

The teacher read to the middle of page three.
He stopped and asked one of the boys, “Why
did you not cry, Travis?” He answered, “A man
wouldn’t cry.”’

He read to “Mama called us to dinner,” The
class responses to questions referring to Travis
acting the role of the “father” continued to
draw insights ab_at Travig’s human thoughts
and actions.

At the end of the third chapter the teacher
asked the students if they had feelings and
thoughts similar to those that Travis had. The
majority of the clasg answered in the affirm-

ative.

Next, the teacher said he thought there were
times in the story when Travis cried himself to
sleep and wished he were not the “man of the
family with heavy responsibilities.” A student
asked if he could take the book hiome to com-
plete his reading of the story. The class “fol-
lowed the leader” and voted to do this to find
out mora about Travis’s life.

The teacher asked the class to help him list
on the chalkboard the characteristic qualities
they believed the author made th2m feel Travis
had. They sug:msted honesty, truthfulness,
bravery, loyalty, curiosity. From this list a
game of Password was made with many short,
simpie descriptions written about the incidents
in the story to fit one of the characteristic
values listed, for example:

Apiss was holding the bear cub in the pool.
Travis thought he disliked his brother.
Tyravis tried to save Arliss from the ferocious

mother bear.

The answer would be: bravery.
Travis and Old Yeller were hurt by the hogs,
Travis needed to go home.
He feit he had to go back to save Old Yeller.
He did go back.

The answer would be: loyalty.

Discussions that followed this type of activ-
ity helped the children in recalling sensory
images as well as did rereading various parts.
In the discussion, the children noted that peo-
ple do not react consistently to certain experi-
ences.

The teacher referred the students to:

Crooked Colt by C. W. Anderson

Cattle Dog by M. M. Atwater

Savage Sam by Fred B, Gipson

The Wahoo Bobeat by Joseph W. Lippincott

Silver Chief, Dog of the North by John Sher-
man O’Brien

Kep by Ball Zachary

Wilderness Champion by Joseph Wharton

The foilowing suggestions may help the slow
learner grasp concepts of plot structure in the
novel Old Yeller.

The students may identify “little stories”
within the novel. The teacher may give ex-
amples such as “Good-bye to Papa,” “Arliss in
the Drinking Water,” “Old Yeller Steals the
Meat,” “The Deer Hunt,” “The Bull Fight,” ete.
In this way students will gain the concept of
the “episode,” the “incident,” the “scene.” The
students may recall episodes from television or
movies they have seen, or books they have
read. They may recognize that each episode has
2 most exciting moment which is called a “cli-
max”; that between the beginning of the epi-
sode and the climax the problem becomes more
complicated and that after the climax the sit-
ustion returns to normal, that it is resolved.
The teacher may relate an episede and have the
children interrupt him as they detect the parts
of the structure. Students may also divide a
mimeographed summary of an episode into its
parts: problem, complication, climax, resolution.

To teach the concepts of conflict and action,
the teacher may draw squares on the chalk-
board to represent boxing rings, and call out
“In this ccrner we have . . .1” The students will
call out the names of the adversaries in vari-




ous episodes. They may then generalize that
each episode is based on conflict; that some-
times there are more than two forces; that
sometimes a group bands together as a single
force; that a force msy be human, or animal,
or disease, or weather; that opposing forces
may be within one man. They may also see
that conflict results in action which may be
physical action, language action, or emotional
action within an individual. Students may be
asked to give examples of conflicts they have
had with various kinds of antagonists including
their other selves. These may be very simple:
“What dress shall I wear?” “Who will do the
dishes tonight?" “Will it rain before I get to
school ?”’ The student may apply these concepts
to episodes in the novel as he proceeds in his
reading.

The students may find it helpful to draw a
line, to visualize the concepts of rising and fall-
ing action before and after the climax. The
teacher may also call attention to the ways in
which the novelist ties the episodes together
by pointing out the sentences of transition or
articulation.

Tt will be noted that the methods described
above are inductive in nature, allowing the stu-
dent to scneralize from examples provided in
the novel and from his experience. Inductive
methods may also be used in arriving at under-
standings of such concepts as suspense, re-
versal, and 80 on.

Following are suggestions for student activ-
ities during study of this novel. Some of them
are appropriate for a class of slow learners.
The teacher will have to decide which ones
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would be right for his class.

e List the challenges Travis faced. List oppo-
site the effect on Travia’s personality.

e Tn a word or phrase characterize the domi-
nant mood or moods of each episode.

® Draw a diarama of the race between Travis,
his mother, the bear, and Old Yeller to visuxi-
ize how the author described the action of
the episode.

® Draw sketches of the characters, a map of
Pa’s journey, a diagram of the Birdsong
home area, a series illustrating Travis’s
chores, posters illustrating safe use of the
gun, knife, and axe.

® Build a diarama of the Birdsong home area.

® Discuss “How Modern Boys Prove Their Ma-
turity,” “Nobody Pays Attention To Me Un-
less I Do Something Wrong,” “Texas Lies,”
“Modern Solutions To Frontier Problems,”
sFear Is A Good Thing,” “Dangers Facing
Modern Young,” “Farming Then and Now,”
“Toneliness From the Point of View Of the
Modern and the Frontier Child,” “There's
Nothing To Do,” “Entertainment Then and
Now,” “Medicine Then and Now,” “I Have A
Brother Arliss,” “The Role of the Child In
the Frontier and the Modern Family.”

® Report on Comanche and Apache Indians;
The Boy Who Cried Wolf.
e Collect articles which appear in the story.

® Act a scene from the story: an imaginary
scene using the story characters and setting;
charades to identify various situations; pan-
tomime various characters.

e Visit a museum to view furnishings, tools,
weapons, ete., of the period; a farm; a pig
coop, ete.
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LITERATURE AND THE ADVANCED LEARNER

GRADE SEVEN THROUGH GRADE NINE

INTRODUCTION

Because there are great individual differences
among advanced students, there would be grave
danger in trying to categorize certain faculties
which are common to them. Th: simple fact
that these students are advanced mentally tells
us that they are also advanced in value judg-
ment, but to say that one thing or a hundred
things are common to the ethical and intel-
lectual makeup of an advanced student would
be erroneous.

Even to say that a certain quality of reason-
ing, emotional or intellectual, is a quality of
the junior high school girl, and another is char-
acteristic of the junior high school boy is often
false. As soon as we do this we leave out Henry
who lets his unusual size shade everything he
ig, including his maturation level, and Mary
who lets her ‘“cuteness” warp her outlook on
life because she has never had to develop a
reasonable personality. Perhaps the only true
statement about the advanced student is that
each one is vastly different from the one sit-
ting next to him.

These observations would seem to make
teaching a class of 25 junior high school stu-
dents on an advanced level an almost impos-
sible task, but if we generalize a little, know-
ing always that every class has an exception
to this generalization, we can teach this class,
or more accurately, we can allow this class to
teach itself with a little guidance.

For teaching purposes we may assume that
advanced jumior high school students can con-
centrate better than the average student, ex-
hibit better reasoning as to judgment and the
ability to gain insight, draw inferences from
material, and generalize from a specific state-
ment. They resent adult interference with their
activities, seek approval of their peer group,
begin to handie abstractions and show an in-
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crease in the awareness of the world around
them.

Because of these qualities we find that they
do not like the type of activity which may be
termed “kid stuff.” Students at this level enjoy
the discussion methed with as little teacher in-
terference as possible; the teacher should be a
guide rather than a dictator. The object of the
following illustrations o7 teaching is to suggest
some methods which junior high school stu-
dents do not consider “kid stuff.”

«LIVING ROOM” STYLE OF TEACHING

For some teachers the relaxed “living room”
type class works very well. Students tend to
read quite superficially and love to discuss plot
and action, but a few sensitive readers will
begin to see characterization and figures of
speech. The teacher takes advantage of the fact
that the students do not know terminology for
discussion, and he begins to suggest usage of
terms such as narrative, metaphor, foreshadow-
ing, melodramatic, ballad, and any others that
fit the discussion. The teacher does not teach
these as separate items; he merely suggests
their usage when they fit the discussion of a
particular work. The students carry these over
to other works with continued guidance by the
teacher. During these discussions the teacher
often challenges the validity of a philosophic
statement liked by some student, inducing him
to develop logical reasoning to back up his
thinking which may have been based mainly
upon emotion.

CHOOSING STATEMENTS OF BELIEF TC
SHOW PURPOSE OF AUTHOR

Although students of this age group often




reason by eniotion, they are beginning to won-
der what other men believe, and how others re-
act to various situations such as human duties,
family, religion, and the relationship between
the sexes. One teacher reads a few precise state-
ments of belief by the characters in a novel or
in the narration by the author, statements such
as, “If we refuse to acknowledge what we’re
involved in, terrible consequences sometimes
follow,” from The Bridges al Toko-Ri by James
A. Michener, or ‘“The best way to get to the
end in a hurry is to begin at the beginning,”
from The Child Buyer by John Hersey. The
teacher then told his students that these are
small parts of someone’s philosophy of life, and
discugsed their meaning and significance in
the plot. Then the students chose for analysis
five or six of these statements of belief from
the novel or short story being discussed. After
discussing these with the teacher, the students
submitted to the teacher a copy of the state-
ments they had chosen, and the teacher dis-
cussed some of these philosophical statements
with the student aione or as a part of a group.
The students felt that this approach gave them
a better overall picture of the author’s purpose
in anything they read in the future. The teach-
er felt that this was successful because many
of his students reported noting various phil-
ogophical statements they had heard in movies

or TV programs.

“TEACHER OF THE DAY” PLAN

To correlate the various language arts for
students and to help them better understand a
literary work, one teacher of advanced students
throughout the year let each student become
“teacher of the day.” The teacher did this with
many types of material, for example, William
Saroyan’s Human Comedy. Taking the Human

Comedy as a teaching unit, the student used the
library to do research on the author, cut his
material to usable length using only material
relating to his purpose. He then prepared 2
workable outline of everything he was going
to use, including the terminology he had learred
in class. If the work was a shoit story, novel,
or play, he chose a few statements of belief
to be mimeographed and passed out to the class
for discussion, or as an aid to show the main
purpose of the work. Then, with teacher guid-
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ance, he prepared a little quiz to find out
whether the pupils learned his main points.
All through this lesson preparation the student
conferred with the teacher who, by suggestion
rather than dictation, guided him into proper
channels. The students in class took notes and
asked the student teacher questions. The teach-
er found that the students ask a fellow student
better and more detailed questions than they
asked him. The student teacher knew that the
regular teacher was there if he needed help,
-lthough this was usually necessary only when
some student brought up some other literature
not known to the class.

HUMOROUS CRITICISM OF A WORK
OF LITERATURE

As an introduction to a unit on the novel a
teacher of an advanced ninth grade class as-
signed for outside reading James Fenimore
Cooper’s Deerslayer. He made no explanatory
statements other than that this book was to
be used in a unit covering the novel, and criti-
cism of the novel technique, Because the teach-
er knew that something taught with a laugh is
often remembered longer, the teacher assigned
Mark Twain’s Fenimore 'Cooper’s Literary Of-
fenses to be read in class. In this essay Twain
criticizes the Deerslayer in an extremely hum-
orous essay, yet with some very good sugges-

tions in his eighteen points for judging roman-
tic fiction, or any fiction. The next day the
teacher, after showing the value of Cooper’s
novels in the American Scene, explained that
no one, including Twain, is perfect, and reviewed
the Deerslayer using some of those rules for
romantic prose posed by Twain. The teacher
knew that to these advanced students, many of
the points used by Twain would remain in their
minds as they studied other novels. This also
showed that one may make fun of any piece
of literature without destroying the value of it,

or lowering its appeal.

TEACHING A NONFICTION ADVENTURE
STORY

A teacher of an advanced junior high school
class used Thor Heyerdahl’s Kon-Tiki as an
adventure story because it is a good example
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of modern nonfiction which reads like exciting
fiction. Although selections from this book are
now found in anthologies, the teacher believed
that the advanced student enjoys the entire
book, and he used some of the material in the
anthology only to whet the interest of the stu-
dents. He began by placing a large map in the
front of the room to point out the route taken
by the Kon-Tiki and by telling the students
about Thor Heyerdah\ and his theory. The stu-
dents were interested in the fact that Thor
started his voyage to prove that a raft of early
Peruvian design could follow the Kon-Tiki route
even though scientists thought the 4,000 mile
voyage would be impossible in such a small log
craft.

Before assigning this book the teacher had
asked a few students to make oral reports to
the class. One student looked up the ocean cur-
rents with an emphasis on the Humboldt cur-
rent, and he then told of these currents and
some benefits man receives from them. He also
pointed out the flowage of the Humboldt cur-
rent to the class so that they could see some of
the logic of Heyerdahl’s reasoning. Another stu-
dent investigated the theory that the Poly-
nesians are of Asian descent. He used the Read-
er’3 Guide to find informsation in magazines and
encyclopedias to find additional facts.

To further the students’ interest, the teacher
showed a movie of the sea, such as the omne
produced by Coronet Films. The teacher then
told the students to watch for picturesque
speech, especiaily for comparisons used to evoke
mental images.

This teacher felt that the study of Kon-Tiki
prompted much collateral reading as the stu-
dents looked for information about the sea and
read more sea stories.

GETTYSBURG ATDRESS

In a unit about the essay the teacher assigned
Abraham Lincoln’s Gettysburg Address. During
this unit he explained the writing of the ad-
dress on the train and some of Lincoln’s feeling
about the inadequacy of this piece of writing,
Then he shifted the discussion from the address
itself to the reaction of various writers to the
address. His purpose was to show how a writer’s
personal reaction to a speech or a piece of writ-
ing colors his comments about it. To show this,
he had the students imagine themselves news-
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paper editors of the time and asked them to
write editorials about the Gettysburg Address
as it was presented by Abraham Lincoln, Pres-
ident of the United States.

The teacher found that this was an excellent
device to show his purpose, because the stu-
dents had been steeped in the glory of Lincoln
and usually their editorials praised him and his
work. Next he read them some of the editorials
that Carl Sandburg collected in his biography of
Lincoln. Most of these showed either complete
indifference, or they ridiculed the essay, so
that the students had a very good picture of
how time changes the viewpoint of writers. He
followed this assignment with the playing of a
tape of parts of Edward Everett’s oratorical
style and explained how customs of the times
shade the writing of any period.

TEACHING POETRY BY USING HAIKU

Toward the end of a unit in poctry in which
the teacher had stressed the use of imagery
in poetry, he introduced the Japanese style of
poetry called either Haiku or Hokku. He ex-
plained that these Haiku poems have three
lines and only three lines, and are composed
so that the lines have five, seven, and five
syllables, respectively. He also explained that
in the true Haiku poem there is somewhere an
allusion, subtle or precise, to one of the four
seasons. To illustrate this he read some Haikus
from a collection such as Kenneth Yasuda’s
A Pepper-Pod to show style and use of imagery
to portray one of the seasons.

“What a lonely sound . ..”
“Ah, alone the scarecrow falls . . .”

He then explained to the students that the
reference shows that the season is perhaps
spring because the scarecrow is used at this
time to frighten birds. Then he read:

“Wild geese take a flight
Low along the railroad tracks .. .”

He explained that the students can certainly
pick out the season here, and allowed them to
do so. He pointed out that this could be either
spring or fall because we know that geese mi-
grate at these times. Now he read other poems
and showed how these follow the rules of five
syllables in the first line, seven syllables in the
second, and five syllables again in the third
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and final line. After he felt the students had
grasped this style, he suggested that they try
writing some Haiku poetry. The teacher found
that this approach to creative writing of Haiku
poetry led to a greater appreciation and under-
standing of poetry.

TEACHING POETRY BY THE BURLESQUE

It is often difficult to induce the student into
an appreciation and enjoyment of poetry or to
show the structure of a particular poem to an-
other student. One teacher of advanced junior
high school classes devised the method of using
parodies or burlesques of well-known poems.
He feels that a little humor does not hurt a
poem and often leads the student into a deeper
appreciation of the more serious poetry. He pre-
fers the burlesque, because it follows the style
of the original piece of work, whereas the par-
ody does not necessarily do so. This teacher is
in constant search for good burlesques and of-
ten writes them himself. He states that Lewis
Carroll’s Alice books, Alice in Wonderland and
Through the Looking Glass, are a good source
of burlesque material which is easy for the stu-
dent to follow.

On one occasion this teacher started with an
Alice burlesque using the poem written by Dr.
Isaac Waits because most of the students had
heard that the Devil always finds mischief for
idle hands, and because this is the idea in the
last stanza of the poem. The poem is entitled
“A gainst Idleness and Mischief” and begins:

“How doth the little busy bee
Improve each shining hour,”

Carroll says

- How doth the little erocodile
Improve his shining tail,”

After reading both of these poems, he showed
their similarity of form and then he read a
poem every child knows—Jane Taylor’s “The
Star” which begins:

“Twmklé, Twinkle little star
How I wonder what you are!”

Carroll says

“Twinkle, Twmkle httle bat :
" How I wonder what you're at!”
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Once again the teacher showed the sim-
ilarity of style between the two. He used the
January, 1964 issue of “Mad” magazine in
which he found a delightful burlesque of Car-
rol’s “Jabberwocky” : '

“Twas brillig, and the slithy toves
Did gyre and gimbl: in the wabe!”

The burlesque was written by Isabelle Di Cuprio
and is entitled “Jabber-Whacky.” The poem
uses the trade name of various products to
maintain the nonsensical word quality of Car-
roll’s original. Di Caprio writes:

“ "Mwas Brillo, and the G.E. Stoves,
Did Proctor-Gamble in the Glade!”

After reading a few more of these profes-
sional works, the teacher read a few that he
had written, because students in this age level
enjoy anything which is done by someone they
know. He then took one of his own works and
showed how he wrote it by comparison with
the original poem. He emphasized as he went
along that in order to do this you have to un-
derstand the rhythm pattern, the rhyming pat-
tern, if there is one, and often the purpose of
the original poem. The students were interested
in this process so the teacher suggested that
they might like to attempt a burlesque as a
group. The students picked out a poem which
they knew and it was put on the screen with
an overhead projector. The students proceeded
to analyze this poem for the things mentioned
above. After they thought they had mastered
the various patterns, and the purpose,.they
proceeded to compose a burlesque of the poem.
The teacher wrote on the chalkboard the ideas,
and the lines as they came, and the students

saw a burlesque come into being. This group -
attempt took some diplomatic guidance by the
teacher so that the best suggestions were in-
corporated into the final version. While the
students were still elated with thelr produc-
tion, the teacher suggested that each 'student
ehoose a poen: 3o be burlesqued. This led to the
teacher’s suggesting sources of poe’rry, -and
g1v1ng ‘students some time in class to work so
that ‘he might help them The students were
qulte proud of their work, and the carry-over
to other poetry was remarkable. He quite often
heaid students remark, when studying a poem
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later, “This would be a good poem to burlesque;
just look at that line structure!”

FREE READING IN THE CLASSROOM

Believing that the true aim of any study of
literature is to foster intelligent reading in the
students’ free time, now and in the future, one
teacher feels that the basic purpose of any lit-
erature class is not to teach types and termin-
ology as subjects but as tools to be used in
discussing enjoyable material read intelligently
by intelligent students.

To accomplish this purpose the teacher gave
the students of his advanced class time during
school hours to read novels, biographies, plays,
and other literature. Because these students re-
sented too much teacher interference, he used
one period a week for what he called “free
reading.” When he introduced this program to
new students, he stated that he approved of
their reading anything that their parents ap-
proved. The students were made to feel that this
was free reading although the teacher knew
that it could not be completely free. To the
teacher it was “guided reading” because he
watched what the students were reading and
tried to guide them to material suitable to their
age level, as well as to their maturation level.
The teacher found that most of the students
read good material if it was close at hand so
he had a large collection of books in his class-
room library, including many paperbacks. He
found that his students would read the thick-
est of paperbacks, often ignoring the hard cov-
er edition of the same title. When free reading
was first introduced, the teacher sat in front of
the class and silently read a novel, play, or bi-
ography. He did this for two or three periods
to give the students the feeling of the word
“free” and because he believes that one of the
best inducements for reading is to have the
students see that the teacher also likes to
read. After two or three class periods he wan-
dered around the room observing what various
students were reading. If he felt that the ma-
terial was either above or below a student’s
ability, he casually and quietly discussed the
book with the student to find out what there
is about the book the student enjoys. He then
suggested that perhaps the student would like
to read a book which contains some of these
elements but is more suitable for him—but he
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never told the student why he was suggesting
this particular book. He claimed that the stu-
dent introduced to better material in this man-
ner was soon choosing most of his books at an
appropriate level. ,

After this program had gone along satisfac-
torily for a few weeks, the teacher suggested
that perhaps the students would like to discuss
the books that they were reading with other
students in the class. They did this in groups
of two or more. He stated that usually he did
not have to caution them to do this quietly,
because they emulated his actions and dis-
cussed just as quietly as he did. In all his dis-
cussions with these higher level students the
teacher corstantly used the terminology which
was used in discussing material taught in the
classroom. He found that the students tended
to do the same thing in their own discussions.

The outcomes of this procedure were the se-
lection of suitable material, greater enjoyment
of reading, a natural use of literary termin-
ology, and the beginning of a home library and
a2 habit of recreational reading. The last state-
ment was supported by the evidence that when
students discussed books that they had read
outside of class, they seldom brought the same
book to class twice because they had finished
it in their leisure time at home.

A POEM A DAY PLAN

In an advanced eighth grade English class
one teacher had a plan he used to lead his stu-
dents into a unit on poetry. He called his plan
“poem a day.” Knowing that students are often
nonreceptive to poetry, he carefully chose poems
that presented a variety of themes and moods
to be read at the beginning of each class period.
He chose such poems as these: “Arithmetic”
by Carl Sandburg, “Money” by Richard Arm-
our, “The Purist” by Ogden Nash, “The Abom-
inable Snowman” by Ogden Nash, “The Cour-
age That My Mother Had” by Edna St. Vincent
Millay.

The teacher developed from the easy and
funny, through patriotic poems to more diffi-
cult poetry, but always in a rather relaxed man-
ner so that not too many difficult poems were
read in a row. Some students brought poems. for
him to read. He always suggested to the stu-




dent who brought a poem that he might like
to read it to the class, but he never insisted,
realizing that to do so might destroy the shy
student’s participation. He tried using rather
simple poems because he did not like to dis-
courage discussions of them. In the discus-
sions he brought out some of the more corn-
mon components of poetry, such as rhyme and
imagery. By the time he was ready to intro-
duce a unit on poetry, the students were fa-
miliar with some of the terminology, and could
concentrate on the enjoyment of a poem as a

poem.

TEACHING A SHAKESPEAREAN PLAY

After studying various one-act plays with at-
tention to technical structure of the plays, one
teacher of advanced ninth grade students dis-
tributed copies of Romeo and Juliet, and briefly

described some differing techniques of the
Elizabethan play. He drew attention to the

ending of scenes with the rhymed couplet, as
evidence that the Eiizabethans used little scen-
ery so that characters had to terminate the
scene by the use of rhyme. Next he pointed out
how the dialogue establishes the scene. Then,
believing that a play was made to be heard
more than read, he played a recording of it,
while the students followed the play in the
book. This took approximately three class
periods because he allowed the students to ask
pertinent questions while listening. Listening
to the recording and discussing it constituted
the students’ first experience with a Shake-
spearean play.

THE SENIOR HIGH SCHOOL

“The organization of the literature program
has been fairly well established for a number
of years. It has been established by anthology-
makers. Grades seven, eight, and nine usually
center around topics—thrills and chills, family
life, animals, growing up. Grade ten is often
devoted to genre. Grade eleven is a chron-
ological survey of American literature; grade
twelve, a survey of British literature, often to-
gether with a smattering of ‘world literature.’ ”
(From The Wisconsin English Journal, Vol. 7,
No. 2, January, 1965, by N. S. Blount.) These
comments are well documented by recent stud-
jes. While most literature teachers are bound
to a single text—though they need not be, con-
sidering the numerous supplementary books
available—they definitely do not need to be
tied to its organizational pattern. The self-
reliant teacher can organize his own teaching
materials, more than likely by developing units
_that is, blocks of instruction. One advantage

to this procedure is that the teacher does not
need to follow one pattern of organization
throughout an entire year. In addition, the lit-
erature program will be able to achieve more
than just “coverage.” Personal and social goals
may be achieved in this manner as well as the
goals of the discipline, such as understanding
of the concepts, the skills, the major figures,
the works, and the literary movements.

Little needs to be said about the first pat-
tern of organization in the senior high school:
topics or genre. Teachers have used this ar-
rangement for a long time, setting up units on
the story, poetry, drama, or one of the other
conventional literary forms. In addition, forms
such as allegory, comedy, and tragedy can be
studied in this type of unit. Separate units on
the various forms of folk literature (myth,
folktale, epic and saga, and folksong) and mass
media (motion pictures and television) can also




be developed. In the senior year, for instance,
when the text is a survey of English literature,
the teacher may open with a unit on narrative
poetry, studying selections from Beowulf, “The
Seafarer,” Le Morte d’Arthur, Canterbury
Tales, and others. Here not only narrative
poetry is studied, but a chronological sequence
is established and the early development of the
English language can be examined. If this unit
is carried through, traditional and literary bal-
lads and traditional, literary, and mock epics
can be compared.

Themafic units center on a single idea or
theme. Units are constructed around ideas such
as love, courage, freedom, and individualism.,
Here the teacher can center the unit on literary,
philosophic, or social themes. In American liter-
ature, for instance, it is easy to discover themes
concerning the Puritan ideal, the frontier spirit,
the individualistic spirit, and the American in-
nocent. The well-known Scholastic Literature
Units have thematic units entitled “Moments of
Decision,” “Personal Code,” “Survival,” and
“Mirrors.” The social problems of the twenti-
eth century make interesting and worthwhile
units, also. Themes can be deveioped emphasiz-
ing social inequality, poverty, technology, big
business, and cultural clashes. One of the
strengths of the thematic unit is that impor-
tant ideas can be explored; one of the weak-
nesses is that the theme of a work of literature
may be overemphasized.

Closely associated to the thematic unit is the
“topical.” Here topics of interest to the stu-
dents are built into units. They may be on ad-
venture, animals, humor, the sea, science fic-
tion, or any one of the numerous interests of
the adolescent. That they are built on subjects
of interest to the students is a distinct advant-
age. A disadvantage is that they lack the co-
hesiveness of the thematic units.

Arrangements concentrating on a single lit-

Grade 10 Grade 11

Type analysis: Chronological/thematic grouping of American
literature, brought into perspective of the
present:

Nonfiction Puritanism

Short story The Frontier Spirit

Novel The American Ideal of Democracy

Poetry The Flowering of American Literature

Dramsa Materialism and Disillusionment

plus

Type study: The American Short Story
American Poetry '
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erary work; a single author or group or au-
thors; or a literary, historical, or social period
can also be wsed. The first two arrangements
do allow the teacher to concentrate on individ-
ual works of art and artists. The last arrange-
ment allows for the chronological order so of-
ten sought by teachers.

A project-oriented unmit is sometimes devel-
oped for drama study. A teacher may concen-
trate on the problems of producing a play or a
series of plays. A unit emphasizing the reading
and writing of poetry or stories would also fit
into this arrangement. :

In using a combination of approaches, teach-
ers may arrange the curriculum of each year
and each level according to the needs of the
students. The goals of the teacher are then
allowed to take precedence over the arrange-
ment and content of the book. The teacher can
determine what he should be trying to accom-
plish with a certain group of students and then
develop those units which can best achieve

those goals.

While no English department should feel ob-
ligated to adhere to a given pattern of cur-
riculum organization, some experiences and ma-
terials logically precede others and suggest a
natural sequence. For example, it is reasonable
to introduce the able student to specific tech-
niques for handling type analysis before con-
centrating more intensely on historical threads
and thematic relationships. Work on specific
skills in reading Shakespearean drama should
come before exploration of the concept of trag-
edy. One successful arrangement for able stu-
dents, then, might be an introduction to liter-
ary types in grade ten, a chronological/thematic
approach to American literature in grade elev-
en, and a thematic/type approach drawing
largely on English literature and selected world
literature in grade twelve. Such an organization
might pursue the following plan:

Grade 12

Thematic/type approach to
English and selected
world literature;: )
The Theme of Tragedy in
Epic, Myth, Drama, and Novel
Comedy and Satire
Great Ideas in Nonfiction
Depth study of poetry,
especially the lyric




Another possible arrangement might make use
of a combined type/theme approach in grade
10 with elective offerings in the junior and

Grade 10

Thematic units, such as the following,
interspersed or ' combined with type study

Vs Homanity 1o Mon. (chioly blography)

an’s Humani an e

Man’s Inhumanity to Man (novel, o‘gﬁgp v
story, poetry, essay)

senior years, according to the followmg ar-
rangement:

Grades 11 and 12

Possible elective offerings in literature:

American Literature
English Literature
World Literature
The Modern Novel
Readings in Drama

A program which illustrates a combination of approaches in each year might look like this:

Grade 7
The World of Sports
Animals

‘Man Against Nature
Down to the Sea

Courage

One-Act Plays All Over This Land
What's So Funny Poetry for Appreciation
Story Poems

Family
Introducing the Novel:
Swiftwater

G.....I- ian
aue iv

Heroic Men and Heroic Deeds

The Stage, the Screen, and
the Picture Tube

Science Fiction

Man in Conflict

Famous Men: Biography

Reading and Writing Short
Stories

These suggested plans, of course, are in no
way stipulative or all-inclusive. Each school
must organize its curriculum in a way that best
recognizes a growth pattern in literature study
and encompasses the major kinds of literary
experiences to which the student ideally should

Grad

Grade 8
American Folk Literature

The American Individualist
The Small Town in Literature
The Ame_ican Short Story
Our Puritan Heritage

Major American Poets

9

S

Grade 9

“In the Be%‘mln’ ng”: Myths
of the World

Shane

“Seeing Others"”

Producing A Play

Reading and Wnt.ng Poetry

]‘Ll Ga.

The British Novel

Narratlve Poetry

The Lyri

Tragedy Sophocles {0
Miller

Man in the Muodern World

12

T

be exposed in high school. The specific selec-
tions to be taught at each level is also a matter
to be allocated by individual English depart-
ments according to a sequence that accounts for
the ability and maturity levels of a particular
school population.




THE BASIC LIST

GRADE TEN THROUGH GRADE TWELVE

Sources given in the basic lists presented at since the students by now have acquired inde-
the senior high school level are incomplete, pendance in research.

Novels
Austan, Jane Pride Dodd, n.d.
Samuel Adventures of Huckleberry Finn Dodd, 1953
Crane, Stephen The Red Badge of Courage mm
Eliot, George Silas Marner
Adam Dodd, n.d.
v The u.?‘ e Igum Huphn'g.'m
or 0
Hawthorne, Nathaniel The Scarlet Letter Hought'on. nd.
The Iouse of Seven Gables Houghton, n.d.
Cholce of:
A novel by Charles Dickens
m&?ﬁ o My Antonia Hough nd,
€T,
Rolvaag, Ohe. E. Gisnts in the Earth Hurper%
Choice of:
Hemingway, Ernest The Old Man and the Sea Seribner, nd.
Steinbeck, John The Pearl Viking, 1947
Edith Ethan Frome Scribner,
Wilder, ton The Bridge of San Luls Rey Grosset, n.d.
Cholce of: "
Dostoevski Orime and Punishment Grosset, n.d.
Paton, Alan Cry, The Beloved Country Seribner, 1948
Remarque, Erich M. All Quiet on the Western Front Little, 1039

Contemporary novel—One novel carefully selected as a literary experience in keeping with the in-
terest and ability level of the reader.

Short Stories
Benet, S. V. London, J.
Chekhov, A. Maughan, S
Conred, J. Mau%?ant G. de
Faulkner, W. Poe, E. A.
Hemingway, E. Saki
Hawth7rne, N. Saroyan, W.
Irving, W. Steinbeck, J.
er, R. Stevenson, R. L.
Bicgraphy ’
One quality piece of writing such as the following:
Bowen, Catherine O. Yankee from Olympus
Bosweli, James Life of Johnson (selections)
Clemens, Samuel Autobiography of Mark Twain
Franklin, Benjamin Autobiography (selections)
Sandburg, Carl Abraham Lincoln (one volume)

Selected Speeches and Documents from American Letters
95
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Essays American Poelry

Addinon.FJ. and Steele, R. I'I.;nooc{cl, gi Selected poems by these authors:
:i;:iw. “rh 0‘ Bem 80 v. Mll‘khlm. En
M % W, %thiteﬁ Eﬁ: JB. Bryant, W, C, Masters, E. L
Dickinson, E. M.ﬂlui. E.
Emerson, R, W. Poe, E. A.
Drama Hol ; R’o w. Sandburg EéA'
0 m“. (] [ 9 »
Lanier, S‘.’ Whitman, W
Sophocles _ Antigone Lindsay,
Julius Caesar
Shakespeare
Pygmalion English Poetry ‘u
A P‘” by Staw Arms aad tho Man Selected poems by these authors:
Wisder Our Town % %
A ty modern play in keeping with the interest and u .
Blzke, W.
ability level of the reader. B WE .
Bmwnhgi
Modern Poetry g‘“’“" .
ucer, G
Coleridge, S. T.

Students should have some experience with mod- e In Mare. W
ern poetry carefully selected in keeping with the ’
interest and ability level of the reader. See Chap-

ter 4 of What Happens in Literature, by Edward

W. Rosenheim, Jr., (1960, University of Chicago

Press) for excellent help in teaching modern

poetry.

COLLATERAL READING LIST
GRADE TEN THROUGH GRADE TWELVE

Students in the senior high school who find
these selections too difficult may choose books
from similar areas in the junior high school
list.

Adventure Stories

Don%Robert J. PT 109

—_— North to the Orlent
Lord, Walter A Night to Remember
Saint-Exupery, Antoine de Wind, Sand and Stars




Bicgraphy and Autobiography

Recker, May

Boswell, James
Bourke-White, Margaret
Benei, Laura

Bigland, Eileen

Bowen, Catherine Drinker

Bradford, William
Brickhill, Paul

Buck, Pearl S.

Burns, James MacGregor
Chennault, Anna

Chute, Marchette

Cousins, Norman
e,

Derleth, A

Deup ;.:ch,ABa
Dooley,

Dooley, 'n%fu A.

Dooley, Thomas A.

Forbes, Esther
Franklin, Ben
Frost, Robert
Graham, Shirley
Gunther, John
Guthrie, Anne
Moss

Hart,

Hitler, Adolf
Jenkins, Elizabeth
Jewett,

Johnson, Osa
Komrotf, Manuel
Kugeimas, J. Alvin
Lamb, Harold

Sandburg, Carl
eant, Elisabeth Shepley
Snyder, Louis L.

Collective

Famous American Military
Leaders of World War 1X

Cheaper by the Doxen

Why They Wroto

The Woman in the White House

The Rothschilds

Individual

Thomas Jefferson and His World
Lord What a Morning
Out On ?2mll;. ;Autoblography)

Presenting Miss Jane Austen

The Life of Samuel Johnson

gorl:rﬂ;ﬁ)t Myself Poo
oung r Allan

Madame (g:.rh

John Adams and the American Revolution
Yankee From Olympus (Justice Holmes)
0f Plymouth Plantation
Reach for the Sky

(Douglas Bader, air ace)
My Several Worlds (Autoblography)
John Eennedy: A Political Profile
A Thouszad Springs (Autobiography)
Ben Johnson of Westminster
Geoffrey Chaucer of England
Shakespeare of London

Madam Curie: A Blography
(Trans. by Vincent Sheean)

Ooncord Rebel (Thoreau)

Walt Whitman: Bulider for America

Promises to Keep (Thomas Dooley)

Doctsr Tom Dooley, My Story

Dr. Tom Dooley’s Three Great Books:
Deliver Us From Evil: The Edye of
Tomorrow; The Night They
Burned the Mowmtain

Paul Revere and the World He Lived In

Autoblograpliy

The Letters of Robert Frost to Louls Untermeyer

Dr. George Washington Carver

Death Be Not Proud

Madame Ambassador (Madame Pandit)

Act One: An A“tommqfhﬂ .

Mein. Kampf (Tr. by Ralph Manheim)

Elizabeth the Great

God’s Troubador: The Story of St.
Francis of Assisi

1 Married Adventure (Martin and Osa Johnson)

Julius Caesar

Ralph J. Bunche, Fighter ¥or Peace
Alexander of Macedon

COkarlemagne: The Legend and the Man
Hannibal: One Man Against Rome
Napoleon (Tr. by Eden and Cedar Paul)
The Man From Nowhere (Khrushchev)
Summing Up (Autoblography)

Christopher Columbus, Mariner

The Gjl;'l lg White Arm?Xrt(%’?an of h?;'c)

Anything Can Autoblograp

G. B. 8. (New ed.
(George Bernard Shaw)

Charles Dickens

Gifts of Passage (Autobiography)

oy O (A ’?ob““mgm‘%“? lography)

u \ 4

The Prairie Years (A ragam Lincoln)

The War Years (Abraham Lincoln)

Robert Frost: The Trial by Existence

Hitler and Nazism

Autoblography of Lincoln Steffens

o7

Dodd, 1962

Crowel], 1948

Walck, H. Z,, 1961
Random House, 1963
Atheneum Pubs., 1962

American Heritage, 1960

Modern Library, 1791
Simon & Schuster, 1963

Dodd, 1941
Criterion Bks., 1987
Little, 1950

Little, 1944
Knopf, 1952
Norton, 1954

Day, 1954
Hsrcourt, 1960
Eriksson, 1962
Dutton, 1953
Dutton, 1946
Dutton, 1949

H: r, 1960
Dmeday, 1949

Chilton Co., 1962
Messner, 1941
Farrar, Strauss, 1962
Ariel Books, 1962
Farrar, Strauss, 1960

Houghton, 1942
Harper, 1788
Holt, 1963
Mesasner, 1944
Harper, 19:{19

Random House, 19%9
Houghton, 1943
Coward-McCann, 1959
Crowell, 1957

Lippincott, 1940
Messner, 1955
Messner, 1952
Doubleday, 1946
Doubleday, 1954
Doubleday, 1958
Liveright, 1953
Coward-McCann, 1961
Doubleday, 1943
Mentor, 1951
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Harcourt, 1931




Drama

Not all dramas in these collections will be useful in high school. These collections have been selected

The ah:tud Thué‘ R;ms So True
utoblogra
Tiger of the snow‘: (Autoblography)
Jagueline Bouvier Keanedy
{‘Imuo ﬂu;l:imt (I:\ (tggtobhﬁya;;iv)
from Slavery (Autoblogra
qu Addams of Hull House

as possible sources for particular dramas.

| Henrik
I?r.&?'enberm,h,od.

B Csoacse Hernard

Tucker, Samuel Marion, ed.

Sheridan, Richard Brinsley
Van Druten, John
Wouk, Herman

Essay Collections

Addison, Jose
Bacon, Fran

Emerson, Ralph Waldo
Jameson, Robert U,
Leacocl, Stephen

Parker, Elinor
White, E B.

Collections

Klsvenn Vorse Plays

The Pisys of J. M. Barrle
Sixteen Famous Rritish
mxtoe:(\’ Famous

ontemporary
(1st, 2nd, 3rd series)

Best American Plays (3rd series)
Best American Plays (4th Series)
Bost American Plays:
Volume, 1915-1558
A Treasury of the Theatre from
Acschylus to Turgenev (Rev. ed)
A Troeasury of the Theatre from
Treu?uryofﬂm‘r}:o tholEI - od)
ex
b of the Theatre Vol II the
Twenly Reat Europoan Plays om
American 8

Eleven Plays of Henrlk Ybsen
Bost Plays of 1957-1958

Boat Plays of 1958-1950

Rest Piays of 1959-1960
Fifteen Greek Plays

Selected Plays (4 volumes)

Seven Plays

Twenty-Five Modern Plays
Twonty-Five Modern Plays (3rd ed.)
Three Fisys

Collected Plays

Single Titles

The Barretts of Wimpole Street
A Man for All Seasons
Abraham Lincoln

Murder in the Cathedral

The Lady's Not for Burning
The Miracle Worker

She Stoops to Conquer
Camelot

A Passage to India

Androcles and ilie Lion

Saint Joan

The Rivals

I Remember Mama

The Caine Mutiny Court-Martial

Sir Roger De Coverly Papers
The Essays of Francis Bacon
The Benchley Roundup

Chips Off the Oid@ Benchl
Essays, First and Seocond gerle-
Essnyn Old and New

The Best of Leacock

The Leacock Roundabout

I Was Just

Thinking
The Points of My Compass
98

Scyibner, 1958
Pu 1958
Dou , 1962
Doty
Harcourt, 1935

Simon & Shuster, 1951
Simon & Shuster, 1951

Hoit, 1951
Holt, 1960
Crown, 1

Little, 1930
Rand

om House,
Houghton, 1927
Harcourt, 1935
Oxford, 1950
Knopf, 1957
Oxford, 1912
Random iIIouse, 1961
Harcourt, 1961
Dodd, 1916
Modern Library, 1956
Macmillan, 1930
Harcourt, 1945
Doubleday, 1954

Houghton, 1928
Houghton, 1908
Harper, 1954
Harper, 1949
Riverside, n. d.
Harcourt, 1955

Dodd, 1f
Crowell, 1959
Harper, 1962




Poetry Collections

Adshead, Gla ed.
Aiken, Coum?ed.l‘”
Auden, W. H,,

comp.
Auslander, J

Benet, Steph?n.%ment
Blake, Willlam

Bontemps, Arna, ed.
Brooke.pl.i

Prost, Robert
Gregocy,

Housmn.n,vA. E.

Lindsay, Vachel
S
M ‘..'iiidnu St, Vincent
Poe, Allan
Robinson, Edwin Arlington

MML lie
Untermeyer, Inuiu:,yed.

Whitman, Walt
Short Story Collections

Ashman, M od.
Buck, Pelrl.gmt'

Chekhov, Anton
Chesterton, Gilbert K.

Dinesen,
Doyle, Sir Arthur Conan
Harte, Bret

Havinghurst, Walter, ed.
Ha e, Nathaniel
Haycraft, Howard, ed.

Henry, Q.

Lederer, William J.
nl\/xlauh’pauant, Guy de

as n
Pattee?%‘ggd Lewls, ed.
Poe, Edgar Allan

Salinger, J. D.

Saroyan, Willlam

Schweikert, H. C.

Scoggin, Margaret C., ed.
comp,.

Stevenson, Rob'ert Louis

Wagenknecht, Edward, ed.
Wells, H. G.

Wise, Herbert A, ed.

Novels .

Arnold, Elliott
Bouelle, Pierre
Bristow
Bronte,
Buck, Pearl S.

Poetry
Twentleth-Century American Poetr~
Oxfoxd Book of Light Verse
The Winged Horse
John Brown's Body

Pootioal Works
Poetioal Works
Canterbury Tales
FPoorma

Poems for Youth

In the Clearing
The tal Cabinet

Complete Poems
Collected Poems (Rev. and illus. ed.)
Anthelogy of the World’s Best Poems
Spoon River Anthology
Oollected Foems
Complete Tales and Poems
Oollected Poems
Honey and Salt
Lays of the New Kand
Modern American Poetry
(New and enl, ed.)
Leaves )X Grass

Modern Short Stories
Fourteen Stories

The Stories of Anton Chekhov
Father Brown Mystery Storles
Thirteen for

Luck
Tha Complete Short Stories of Mark Twain
Youth: A Narrative and Two Other Stories

Sixteen and Other Stories

The Greatest American Short Stories
Christmas Tales

sShadows on the Grase

Adventures of Sheriock Holmes

The Best of Bred Harte

mha Luck of Roaring Camp and Oiher Siories
Masters of the Modern Short Story (New ed.)

Hawthorne's Short Stories

The Boys’ Book of Great Detective Stories
The Boys’ Second Book of Great Detective Stories

Ten Great Mysteries

The Best Short Stories of O. Henry

The Four Million

The Ugly American

The Cdd Number

i Couldn’t Help Laughing

American Short Stories

The Complete Tales and Poems

Storles: Twenty-Seven Thrilling Tales
by the Master of Suspense

Nine Stories

My Name is Aram

Short Storles (Enl. ed.)

Chucklebait

The Edge of Danger

More Chucklebait

The Sirange Case of Dr. Jekyil
and Mr. Hyde and Other Stories

The Fireside Book of Yuletide Tales

Twenty-Eight Science Flction Stories

The War of the Worlds

Great Tales of Terror and the Supernatural

Blood Brothor

The Bridge Over the River Kwal
Jubilee Trail

Wuthering Heights .
Good Earth

Houghton, 1948
Modern Library, 1963
Oxford, 1938
Dou

b 10
y» Libravv 1938
Macmillan, 1837

Harcourt, 1963
Dutton, 1943
Harcourt, 1962

Moderrn Library, 1921

Day, 1961

Modern Library, 1959

Dodd, 1961

Dodd, 1961

Hanover House, 1957

Nelson Classics, 1902

Dodd, 1961

McGraw, 1953

Dodd, 1947

l[_zlandom House, 1961
armr. 1892

Houghton, 1947

Houghton, 1960

Harcour:, 1958

Harper, 1938

Harger. 1940
Doubleday, 1959
Modern Library, 1945
Deoubkleday, 1922
Norton, i’

Harper, 1917

Lip éncott. 1957

, 1925
Modern Library, 1938
Platt, 1961

Little, 1953
Harcourt, 1940
Harcourt, 1934

Bobbs-Merrill, 1948
Dover, 1952

Platt, 1963

Modern Library, 1944

Duell, 1950
Bantam, 1961
Crowell, 1950

Maemilian, 1937

Modern Library, 1931




Costain, Thomas B.

Cronin, A. J.
Dickens, Charles
Dodson, Kenneth

Dostoevsky odor
Douglas, Lioy C.
Dreiser, Theodore
Drury, Allen

Du Maurier, Daphne
Eliot, George

Ferber, Edna
Fileld, Rachel
Finney, Gertrude E.
Forester, C. S.
Fuller, Yola
Galsworthy, John
Glasgow, Ellen
Golding, William
Goldsmith, Oliver
Goudge, Elizabeth
Graves, Robert.

Hersey, John
Hoit, Victoria
Hough, Emerson
Hudson, William Henry
Hugo, Victor
Hulme, Kathryn Cavarly
Hyman, Mac
Johnston, Mary
Lo et

ntor, Mc
Kipling, Rum
Knebel, Fletcher
Knowles, John
Koestler, Arthur
Lane, Rose Wilder

Lee, Harper
Lewis, Sinclair

Llewellyn, Richard
MacInnes, Helen
MacLean, Alistair

Marquand, John P.

Maugham, W, Somerset
Michener, James A.

Nordhoff, Charles
Norris, Frank
Orwell, George
Pasternak, Boris
Priestley, J. B.

Imperial Woman
%ﬁ: Eut D Pompeli
ays of
Fall Safe
The Way of All Flesh
Dear and Glorious Physician
Death Comes for the Arch-Blshkop
Shadows on the Rock
The Edge of Darkness
The Lovely Ambition

Lord Jim

Nigger of the Narcissus
Victory

The Black Rose

The Moneyman

Silver Chalice

The Citadel

Oliver Twist

Away All Boats

The Brothers Karamasoy

An American Tragedy
Advise and Consent
The Glass-Blowers

Rebeces

Mill on the Floss

Adam Bede

Show Boat

All This and Heaven Too
The Plums Hang High
The Good Shepherd
The Loon Feather

The Forsyte Saga

Vein of Iron

Lord of the Flies

The Vicar of Wakefield
The Dean’s Watch

I, Claudius

Tess of the D'ubervilles
A Farewell to Arms
For Whom the Bell Tolls
A Bell for Adano

A Single Pebbie
Misiress of Meliyn
The Covered Wagon
Groen Mansions

Les Miserables

‘The Nua’s Story

No Time for Sergeants
To Have and to Hold
A Portrait of the Artist As a Young Man
Andersonville

The Light That Falled
Seven Days in May

A Separate Peace
Darkness at Noon

Let the Hurricane Roar
To Kill a Mockingbird
Arrowsmith

Main Street

How Green Was My Valley
Above Suspicion

The Guns of Navarone

H. M. S. Ulysses

The Late George Apley
Point of No Return

Of Human Bondage
Bridges at Toko-Ri

Hawali

Mutiny on the Bounty or Bounty Trilogy
The Octopus

Animal Farm

Doctor Zhivago

The Good Corapanions
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Little, 1954
Macmillan, 1879
Houghton, 1948
Houghton, nd. -
Modern Libraégy, 1925
Doubleday, 1959
Doubleday, 1963
Modern Library, 1938
Dodd, 1960

Dodd, 1947
Doubleday, 1951
Macmillan, 1938

Lo ang, 1955
Lit%ﬁ? 1955

Harcourt, 1940
Scribner, 1933
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Coward-McCann, 1962
World Classics, 190
Cowand-McCann, 1960
Modern Library, 1934
Dodd, 1960 :
Seribner, 1953
Scribner, 1940
Knopf, 1944
Knopf, 1956
Doubleday, 1960
Grosset, 1922 -
Harper, 1904
Dodd, 1862
Little, 1956

Random House, 1934 '

Houghton, 1931
Viking, 1925
World, 1955
Doubleday, 1936

Harper, 1962

Macmillan, 1960 -

Random House, 1951
1933

L ﬁcott, 1960
Hal.)rccurt, 1945
Harcourt, 1920
Macmillan, 1940
Harcourt, 1954
Dcoubleday, 1957
Doubleday, 1956
Little, 1937
Little, 1949
Doubleday, 1936
Random House, 1953

Random House, 1959:.

Little, 1932, 1951 .
Doubleday, 1901
Harcourt, 1954

Pantheon Bks,, 1958 -

Harper, 1929
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Reade, Charles The Cloister and the Howiti A, 1944
Remarque, Erich Marla All Quiet on the Western Front Little, 1629
Roberts, Kenneth Arundel Doubleday, 1944
Northwest Passage Doubleday, 1937
— Rabble in Arms Doubleday, 1947
Sabatini, Rafael Captain Blood Houghton, 1927
—e e Scaramouche Houghton, 1
Sglinger, J. D. Catober in the Rye Little, 1962
S and Zooey Little, 1
Saroyutbglmhm The Human Comedy Harcourt, 1943
Sm rothy L. The Nine Tailors Harcourt, 1934
Se Annemarie Desiree Morrow, 1953
Seton, Anya Katherine Hogt.\lga‘hton, 1054
Shellabarger, Samuel Oaptain from Castile Little, 1945
Shute, Nevil On. the Beach Morrow, 1957
Sienklewicz, Henryk Quo Vadis Dodd, 1596
Sinclair, Upton The Jungle Harper, 1951
Sneider, Vern The ouse of the August Moon Putnam, 1951
Steinbeck, John The Grapes of Wrath Viking, 1939
e Short Novels (New cd.) Vndglz, 1
Stone, Irving . Immortal Wife Doubleday, 1948
— Love is Eternal Doub 1
Swift, Jonathan Gulliver’s Travels Dodd, 1
| Tarkington, Booth Mouasieur Heritage, 1963
i Thackerawmam Makepeace Vanity Fair Dodd,
| — War and Peace Mgi]em Library, 1902
Turgenev, Ivan Fathers and Soas Modern Libra&sy,
Ullman, ,.fames Ramsey The White Tower Lippineotgtésl,
Undset, Sigrid Kristin Lavransdatier , 1
, Uris, Leon ‘Exodus . Dou , 1958
Walpole, Hugh Fortitude Modern Library, 1830
arrels, Penn All the King’s Men Harco 1946
est, Oress Delahanty Harcourt, 1953
Whitney, Phyllis A. Window on the Square Appleton, 1962
Wi erman . The Caine Mutiny Doubleday, 1952

| Addresses of publishers of the books on this list may be found in the Standard Catalog for
| High School Libraries which should be in all high schools. This book-buying aid, together with its
supplements, may be purchased on a subscription basis from:

H. W. Wilson Company
950 University Avenue
Bronx, New York 10462
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In trying to define the nature of an average
or normal student for placement in an average
class, one should assume, first of all, that the
teacher has compiled and studied many sources
of informatiorn by which the student is to be
judged. There is a danger in using only one
source, such as an IQ score, and omitting teach-
er judgment (1) in related subjects or previous

ner

ILLUSTRATIONS OF TEACHING

LITERATURE AND THE AVERAGE LEARNER

GRADE TEN THROUGH GRADE TWELVE
INTRODUCTION

IS unsure of himself
searching for his niche in the
world
seeking to become independent
looking for love

NEEDS motivation based on his present
daily Life and near future
literature that will provide the
vicarious experience that will
help him to find himself and
to make him aware of life in
all its aspects
his present good interests to be
enlarged, strengthened, and

English courses; (2) the advice of the guid-
ance department and of the developmental read-
ing teacher. Only after all of these sources have
been considered can the English teacher pro-
ceed to select hterary materials appropriate to
the normal level of ability.

In general, it can be said that the average
student, grades 10-12

GHANGES from loud, immediate, excited re- -
action to move mature, o
thoughtful respouses '

from sport and movie heroes to
political and service heroes

from a short and fluctuating to
‘more sustained attention

-from main interest in plot to
greater interest in motivation

from emotional response to
sound and color in writing to
curiosity and appreciation of
technical skills

from wild, irresponsible day-
dreamer into practical plan-

deepened
102




When selecting literature for this group, the
English teacher should avoid novels which are
too complex in plot, characterization, and vo-
cabulary; essays that are too philosophical or
require much reflection; poems that require in-
tensive analysis for form or ambiguities.

Selecting literary materials appropriate to the
normal level is not an easily accomplished task
nor one to be done quickly. After the teacher
becomes familiar with the nature of his stu-
dents, his subjective judgment and the judg-
ments of other English teachers and the li-
brarian will become the determiners in choosing
single selections as well as collateral readings.
Certainly he should alsn use lists that classify
literary materials as very difficult, average, and
easy reading.

INTRODUCING SILAS MARNER
| Grade Ten

Teachers are often concerned to find a new
method for introducing a well-known classical
novel, and at the same time, dramatically mak-
ing everyone eager to begin the reading.

The following device was successfully used
to begin the teaching of Silas Marner. When
the class had assembled, the teacher said that
after he had been called to the office the day
before, he had returned to discover that his
expensive gold pen was missing from his desk
top. Since the class was passing out of the
room at the time of the theft, he could not
mention his discovery or request a voluntary
search. Therefore, he had devised a scheme to
identify the alleged thief.

He had prepared folded slips of paper so that
there was one for each student. On one slip the
word “guilty” was written. The students were
ordered to come forward and take a slip from
the desk top. After the slips were unfolded, the
teacher asked the student who drew the
“guilty” one to return the pen.

For a few moments the class was confused
at this incredible request. Then, the teacher
told them to open their anthologies to Chapter
I for a reading of the following quotation:

S o o o A

“But the members [of Silas’ church]
were bound to take other measures for
finding out the truth, and they resolved
on praying and drawing lots.

“The lots declared that Silas Marner was
guilty.”

Then a brief summary of the event leading
to Silas’ predicament was given and parts of the
chapter read to the class. That such a false
accusation, trial, and verdict could be passed by
a church group seemed unkelievable to the stu-
dents.

Questions were asked: Why did people be-
have this wuy? Were these incidents common
in England? Why wasn’t there a trial by a
jury? Would people test the innocence of a per-
son by a similar method today? '

Just before the period was to end, the teacher
closed the discussion by asking for a volunteer
to use the library to research the practice of
“Tyial by Ordeal” in medieval times.

With the completion of the introduction and
the student report on “Trial by Ordeal,” the
teacher directed attention to the content of the
story. First of all, he reviewed the peculiarities
that the author gave to Silas Marner and the
reasons why the people of Raveloe thought of
him as a queer person.

Knowing that certain paragraphs would be
found difficult to understand because a novelist
abstracts incidents and ideas from his wide
experiences and places them in a new creation
in which his philosophy of life becomes in-
volved, the teacher made specific references to
these basic content ideas of George Eliot in
Chapter II, paragraph one, and especially to
the comment about the principle, “Chance,”
which Godfrey used to guide his decision-mak-
ing and to avoid meeting his responsibilities.
His example was the quotation from the text,
Part I, end of Chapter IX, paragraphs 89 and
40. Students were asked to mark these passages
as they read.

So that the students could check their under-
standing of the story as they read along, the
teacher gave them two sets of questions, some
prepared by himself and some taken from the
textbook. One set was directed toward follow-
ing the simple action of the story (what hap-
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pened next); the other set was intended to
provoke class discussions after Parts I and II
have been read.

Knowing that the vocabulary of the author
-—if students looked up every word they did
not know—could take a lot of their time and
thereby encroach on the time that should be
devoted to reading the story, the teacher ad-
vised them to be sure to use the footnotes (for
example, the word “ring” in Chapter XV), and
also to turn to the handy dictionary section at
the back of the book; secondly, he gave them a
list of words which described the nature of
the characters’ personalities. These words were
to be exactly defined so that the students would
be able to have an insight into each character’s
behavior after the first and second divisions of
the story had been read. Examples placed on the
chalkboard were as follows:

 prudence repugnance cupidity eccentricity
" déxterity irresolution vacillation ,
condescensio‘n metambrphosis _

Finally, in order to test the students’ under-
standing and appreciation of Silas Marner as a
great, realistic novel, a discussion took place of
George Eliof’s theme, “. . . love, its presence
as well as its absence, has a profound effect on
the human spirit . . .” by using the suggestions
in the anthology. Later they wrote their re-
action to certain aspects of the story in an essay
of 300 to 500 words. Objective tests were also
given at the end of Parts I a.d IL

One of the exciting projects that grew from
the study of Silas Marner was the production
of an 8 mm, colored movie of the story. Work-
ing in committees, the students wrote the
seript, using local settings, made some cos-
tumes, and taped music to synchronize with the
film.

MEMORIZING POETRY
' Grade Ten

Children and youth tend to dislike memoriz-
ing poetry not so much from dislike of- -the
poems as from the fear of being required to
recite the poem before the class or the teacher.
When poems are learned by an entire class as
a group: activity, the fears are allayed and the

memorization can be a pleasure. Once a poem
has been memorized class groups enjoy fre-
quent repetitions of it recited in chorus.

One teacher reported that he gives much care
to the selection of poems to be memorized. He
chooses poems that generally are short, not
exceeding twenty lines. They are rhythmic in
quality, attractive in imagery, and free of ex-
tremes in vocabulary and syntax. Some poems
successfully used for this- device were (in as-
cending order of dlfflculty) “The Bugle Song,”
“Sea Fever,” “The. Daffodlls,” “Break, Break,
Break,” “Invictus,” “Crossmg the Bar,” “On
His Blindness,” “Velvet Shoes,” “I Am the
People, the Mob,” “J oy, Shlpmate, Joy,” and
“Let Me Not to the Marriage of True Minds.”

Poems were mimeographed and dlstributed,
read from textbooks, or from the chalkboard.
The overhead projector was nseful for present-
ing a poem. After the poem had been read
through by the group, the teacher assigned the
first two lines to be memorized, and gave sev-
eral practice repetltlons The next two lines
were learned in ‘the ‘same way. Four iines
learned were found to be enough for the first
day. On the second day students practiced the
four lines memorlzed then learned four mere.
This sequence ‘was followed until the entire
poem was committed to memory. After that,
the teacher could at any time start the first
line of the poem learned, let the class pick it
up, and recite it together to the end. The pride
that students took in this accomplishment mo-
tivated the teaching of other poetry.

TRAVEL VIA TRAVELOGUE
OR ARMCHAIR TRAVEL

Grade Ten |

“0 beautiful for patriot’s dream
That sees beyond the years.”

These two lines from “America the Beauti-
ful” were used by one teacher to introduce a
unit of travel poetry in an average tenth grade
clags. (Minor adaptations could make it equally
suitable for an average class of eleventh or
twelfth graders.) .

The two lines from “Ainerica the' Beautiful”
were followed by this question: ‘From what
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longer poem were these two lines taken?”
Amazingly, the word “poem” confused the stu-
dents. They thought it was a song! “America
for Me” by Van Dyke, and “Chicago” by Carl
Sandburg, were then read by the teacher, fol-
lowed by the question, “On what common
ground may these be compared?”

The points brought out were many, but one
student finally brought out the idea of travel.
The teacher asked other questions, such as:

“Iave you traveled to a large city like Chi-
cago?”’

“If you could go anywhere you chose to,

where would it be?”

The result showed that most of the students
had not traveled far from home. The teacher
then presented “There Is No Frigate Like A
Book” by Emily Dickinson. After a brief dis-
cussion of this poem, the class listed on the
chalkboard various ways to travel. .

Actual Vicarious
The planned, longer Reading

trip Pictures, movies, and
The unplanned, one- TV. . - o

day excursion Radio and listening to

others either form-
ally or informally -

The teacher pointed out that he didn’t have the
money to take them all on a trip, but he had
made many books available so that they could

travel vicariously. A box of 3”x5” cards was.

also made available on which the students

wrote the title, author, the book in which

found, and a very brief summary of any travel
poem they enjoyed. Students were given the
option of brief notes instead of the summary.
For the next day’s assignment students were
to0 look at home or in the library—in books, mag-

azines, or other publications — for poems on

travel. The remainder of the period was given

for browsing through the books in the class- .

rooni.

The next day the students came to class
greatly excited. “Is this a good travel poem?”
“In this one the poet is just sitting at home—
she hasn’t traveled. Could I use that?”

The teacher listened, guided and observed.
He then read “The Road Not Taken” by Robert
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Frost. Now the students had a third category
in their list of “how we travel”—the symbolical
or philosophical. :

Shortly before the end of the period, the
teacher, through skillful questioning, brought
out the point that when they read poetry they
were creating images in their minds, and fur-
ther that the images were limited by their ex-
periences. o

On the third day the teacher showed colored
slides for about thirty minutes. These depicted
modes of travel, things one might see on a trip
and points of interest within an area. The
teacher heard such whispered comments as,
“That’s like one of the poems I was reading”,
and, “This really makes me want to travel.”

A brief discussion of the slides ensued and
then the teacher asked if they would like to
make a travelogue of their own.

Two students had found poems adapted to
choral reading and wanted to open the trav-
elogue with “The Santa Fe Trail” by Vachel
Lindsay because of its rhythm and rhyme, and
the types of oral reading necessary to produce
the proper sound effects. One day was set aside
for class practice.

Each student selected one poem, which he
read orally. In cases where long poems were
selected, two or three students worked to-
gether. The choral reading took approximately
10 minutes which allowed 85 minutes for the

‘individual readings.

The student’s next task was to select a post
card ‘or two to illustrate the poem he had se-
lected. If there were no post cards available to
fit his poem, he found pictures in magazines
(a few artistic students drew their own pic-
tures).

Practice reading was carried on in a small
room where students could work in pairs or
threes and help each other. They taped their
readings so they could find their own errors.
During this time the teacher carried on a dis-
cussion of selected poems.

The tour leader and his committee worked
out a plan to form a unified tour. He wrote an
introduction and drew a map of the route the
class would take on a bus tour, with side trips
for other modes of transportation. '




Two boys prepared sound effects for the vari-
ous modes of transportation. The student taped
his reading according to the number assigned
to him. The tour leader made a few concluding
remarks.

On the day of the showing, the class traveled
vicariously as the tape unwound to tell the
audio story and the opaque projector told the
visual story.

Student evaluation indicated that they felt
they could do better if they were to do another
such unit. They felt that the two greatest
values came from the amount of poetry they
had to read before they could be selective, and
from the practice they got in reading poetry

orally. One gicl said, “I never read so much
poetry in my life as I did these past two
weeks.”

Suggested Poems for Travel Unit

“America for Me”
“America the
Beautiful”
“Ballad of the
QOysterman”
“The Domestic”

“] Wandered Lonely

as a Cloud”
“On First Looking

Into Chapman’s

Homer”
“Recuerdo”
“Roadways”
“Santa Fe Trail”

“Sea Fever” '
“Sea Gypsy”

“Stepping Westward”
“There Is No Frigate

Like a Book”
“Ticket Agent”
“To A Waterfow]”
“The Train” -

“Transcontinental” -

“Travel”

“Travel Bureau”
“The Traveler”

~ “The Traveller”
“The Vagabond”
“Wanderer’s Song”
“Wander-Thirst”

“What the Engines

Said”

Henry Van Dyke
Katherine Lee Bates

Oliver Wendell Holmes

Thomas H. McNeal
William Wordsworth

John Keats

Edna St. Vincent Millay
John Masefield

Vachel Lindsay

John Masefield
Richard Hovey .
William Wordsworth
Emily Dickinson

Edward Leamy
William Cullen Bryant
Emily Dickinson
A. M. Sullivan

R. L. Stevenson .
Ruth C. Mitchell
Vachel Lindsay

W. H. Auden

R. L. Stevenson
John Masefield
Gerald Gould

Bret Harte




JULIUS CAESAR
Grade Ten

One teacher found the following procedure
successful when teaching Julius Caesar to &
class of average tenth graders. It was designed
primarilv to give a fresh approach and to illus-
trate ways in which the reading of a Shake-
spearean droma cau be correlated with writ-
ing, speaking, and listening.

About two weeks prior to the time that Julius
Caesar was to be taught, the teacher appointed
four student helpers who later were designated
as Marullus and Flavius, two Roman tribunes,
and the carpenter and cobbler, who represented
a large group of Roman citizens, These students
were directed to bring in such props as statues
of Caesar, floral wreaths, scarves, cardboard
swords, and any others that wouid be appropri-
ate to Act One, Scene 1. All members of the
class were invited to join in looking for mag-
azine materials, newspaper clippings, or any
other materials about the Shakespearean play.

The day prior to the initial presentation, the
teacher introduced and discussed the following
with the class:

Lupercal—ecompared with Labor Day (Why
not Memorial Day?)

Signs of your trade—aprons and tools (Com-
par¢ with Labor Day parades)

Sole and Soul

Cull out a holiday (A similar situation oc-
curred in 1964 when Memorial Day and the
Fourth of July fell on Saturday. The
Workers were wrying to decide how they
could get an extra day of vacation.)

V/hen the class assembied the following day
they arranged their chairs in the form of a
rectangle with the front of the room free for
the stage. A few students sat in the center of
the rectangle. A brief explanation of the pit
and raised Roman-type stage was given.

‘I'he four ~haracters previously designated re-
mained at the back of the room. When the cla~s
was ready the characters introduced themselves
in this wanner: “Imagine that the time is 44
years before the birth of Christ. I am Marullus,
and this is Flavius, We are Roman tribunes. If
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we lived ir your time we would be called Con-
gressman Marullus and Congressman Flavius.”
(This speech was divided so each had an op-
portunity to talk.)

“Y am a cobbler by trade, and my friend is a
carpenter. Today we are representing all trades-
men who are out.to celebrate Caesar’s triumphal
return to Rome.”

The tradesmen then came forward with their
garlands and wreaths and decked the statues
of Caesar. They wera followed almost immedi-
ately by Marullus and Flavius who came for-
ward with their swords in hand to hackle them
as the teacher began reading Act One, Scene I
of the play.

At the conclusion of this reading a brief u
cussion ensued about that which had take
place. Questions such as these were asked:

Why did Marullus and Flavius liken them-
selves to our present day congressmen?

Why did the tribunes not want the people to
pay this homage to Caesar?

Are there any parts which you did not un-
derstand, or would like to discuss further?

Tor the assignment: students were asked to
read Act One, Scene 2 through line 54, and to
write a brief summary of their readings. The
teacher collected these at the beginning of the
period on the second day, glanced at them
quickly, and selected six or seven to read to
the cl .38. He concluded that in this class he
would need to proceed 