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LR \

The articles in this yolume vary in to“pic but not intens” Their'intent 15
to show the what, how, and why of tradebooks, as these may be used to
developrskills of reading and the other language arts. A pfemise behind
these arucles is that tradeboeks have a place in the educative process.

While many teachers will accept this premise, some may see init the
roots of controversy. One side of thé. controversy is this: should
tradebooks bge “used” for anything other than free reading, delight, and
information? As literature, they exemplify sensitive use of language—
but Should they ber used to teach sensitive use oi langhiage? By
definition, tradebooks are not textbooks. Textbooks, presumably based
on knowledge of the scope and sequence of skills needed for language
production and recepuor%re designed for teaching. Should textbooks,
not tradebooks, be the sole material for teaching?.

The other side of the, &dntroversy is that language skills are best

taught through examples of good literature. Tradebooks with high |

skills. '

I'am glad that the.authors of these articles do not enter that arena of
controversy. They do not debate the issue of tradebooks versus text-
books. No one has claimed that textbooks are based on a false sequence
or that they contain inferior hterature No one has insiSted that
tradebooks should revolusionize the educative process. The authors do
not suggest, for example, that we get rid of the verb “teach” in fayor_of
@ totally free curriculum. Nor do they presume to build a névg."scope
" and sequence for the language arts, spiral or hierarchical, derived from
tradebooks and literary, theory. Instead, their goals and suggestions for

literary quality might be ered the best material for teaching those

implementing these goals are modest and realistic, These teachers like .

literature. They like to use 1\\1:1 the classroom. They have’ had good
results-~and they tell us how they got them. They have some reasons
for believing that literature achleves some of the skills learnings
connected with language, while achieving a main effect, which is
intrinsic motivation. There is"sanity in this position. -

" The chapters contain implicit advice for the téacher who would
entich or implement objective-based instruction in readmi language

. » [
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. ‘. i
arts progrzims with tradebooks. Behind the writers' lengthy sets of exam-
ples is a tremendous regard for selection. All books are not equal. This
"has become,especially apparent in the juvenile tradebook field at a time
. when over 2200 new titles are published annyally in the United States.!
. It is not enough that a book- exemplifies a particular skill—for
* mstance, that it illustrates problem solving or complex sentences of
word play. To be used intensively, it must be a good book. It must be i
done with inspiralion, content worth communicating, and craft. The
books cited in these articles are generally examples not only gf books
with particular skills- teachmg p0551b111ues but with i 1mr1n51c worth as
literature. © R
The need for breadth in selection is apparent, too. I am glad to see
that nonfiction is includ The term is an unfqrtunate one—*‘not
_fiction”—and the type is sbmetimes thought to be inferior to the
literature of fiction or poetry. But children do not accept such a
disclaimer. We are beginning to see that the skills for un.derstandmg'
) and appreciating nonfiction are best.taughl not through stontgbut .

through nonficti®h works themselves. Hence the need for broad
+ the field by examining nonfiction skills.in a volume such as, this 1s
- ev1dence f wisdom: :
Anothér implicit lessoh to be learned from readmg these articles is
the importance of specificity. All activities are not equal in regard to all
books. A general list of activ ities or questions for eliciting comprehen-
sion cannot be applied.to any wosk that comes along, even toall good
works. For example, one should not list “dramatize the story as a
‘ .. suitable’ acuuly until one has heard the story, con51dered whether
oo - dramatization is ,appropriate to the tone and theme of the story, and #
LY . thot\ght over what may be achieved through dramatization. Note, then,
. that the’authors give us spec1f1c activities and questions applied to
’ specific works. Their suggesuon is clear. that a teacher must know the -
skills and know tf books before attempung to match the two for !
. ,. Instruction. What is more, they have gnen us plenuful examples® of
. ¢ - how this is fo bé done. , R
There is nothing glmmlcky in these artidles, and no short-cuts are
suggested. Thg challenge i¥ that, to teach language and reading skills
through literature, we must ougselves be sensitive to language and to
“literature. Our teaching should encompags the theme and, tone of a-
- . literary” work, while using it to develop skills in keeping with its
contem and expression. Beside this challenge, te questions of sources,
whether tradebooks or textbooks, or of arrangement of skills, whether
splral or hierarchical, seem less important. As these atithors' comments
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L and examples make clear, the real challenge is that we know, love, and
| unders ture and use ow utmost mgenulty to dewelop the -
: skills~of livm lapguage.
- AN - M * .
:f Y i Sam L. Sebesta ~
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. . 4
_The uses of literature are as multiple as the forms.of literatur: itself. In
this monograph, a varied graup of authors has considered the ques-
tion: How can literature for children be used to develop a variety of 7
literacy skills? . . . . . ’
Literacy has been succinctly defiried as the ability to read."The new
attention”to literacy skills shows a wider definition, however, related to

v, .
~

L]
*haying or showing knowledge &I literature, writing . . . well-read .
, - - - characterized by skill, lucidity ... a person who can read and
" write. (The Random House Dictionary of the English Language.
N..¥.: Random House, 1967.) ~ o . '
Instruction in basic functional reading skills is well developedand =~ -
highly systematized. Nonetheless, there is a growing feeling that ta be
truly literate necessitdtes more than such fogndational skill.
This book had its origin at the 1976 Anaheim Convention of the
International Reading Association, where all the contributors were
program participants. The authqrs are a diversg group; they come from
- different backgrounds, yet share a common belief that literatu n.
be used to help children develop the literacy skills so ne&ssﬁo
survival in today's tomplex vjorld. Many people have devoted themm-
selves to helping children develop such skills; the toncérn is not new,
though some of the techniques of achiéving the goal are different than
they vg}ere even ten years ago. What we hope you will find new in this
collection of articles is the.usé of literature as a base for developing a
multi-faceled{ literaly in reading and language. -/
Eaghr of the writers has been an elementary classroom teacher, and in
the time since leaving that job, hag spent mahy hours working with
teachers. A common concern seems to be finding ways o increase
children’s ability to- ;ead with sureness and strength, to tdke in the
author's written words and understand and interpret them effectively
Incidasingly teachers seem to be interested in going beyond whatever
basic reading instruction is included in the classroom, to seek even
more productive ways of developing 'literacy. One approath is -a
planged, sequential use of literature to achieve, these ‘goals'n’:

3 . . % / . .-
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There are those who have Questions about - usmg literature for
anything. Some_experts, mamtam that literature should just “be,”

should be shared with ch dren for whatever they choese to take from it,

and should not be misused. Indeed litdrature can be abused, when it is

not carefully studied and then thqughdtully incorporated into a

sensitively developed, sequehce of activities which respects the i mtegmy

of the literature. Each of [hﬁ autfors of this book has'3 deep concem for
4

literature, and each chapter conveys that feeling. What we are propos-

ing, in the way of specific books and techniques for using them, is '

suggestéd within the framework of sharmg our apprecrauon of luera-
“ture for chrldren

A danger in books featurmg writing by various authors is ;hat in the
end the efforts will remain separate. disparate ideas by different people.

That problem is mitigated by the fact that these six authors share a

common phildsophy about Lhe use of hooks with children.

Another effort has been made to link these separate chapters by use
_of headneotes relating €ach drticle to what preceded it.

The book opens with A. Barbara Pilon’s chapter on the sludy of
language for what is more fundamental to a broad-based literacy than
an understanding pf the scope of the language we speak? Simpte
decoding skills are not enough if children remain unaware of the range
and- &1versny of the “language xhey are decoding.

Alden Moe's chapter focuses on very young children leammg to
read. On the basis of his research into vocabulary loads in picture
books, the author makes a practical appeal for initial readmg Instruc-

" tion based -oi“these. books. ) .

Helen Felsenthal devotes her auemlon to older chrldren who have

- already mastered basic decodmg skills. These children are ready for

wider-ranging examination, of literature, including the use of non-"
fiction as a way of expanding lieracy skills. .
" Inthe following chapter, John Stewig suggests venturing away from
print, to develop visual and verbal literacy skills, two step-children in
the language ‘reading cumculum Children come to school with eyes

open at the wonder of the world around them; they talk copiously .

about what they have percened visually. Unfortunately, concern with ®

helpmg children in receptive lueracy—-leammg to read—too frequent- .

ly inhibits development of these vrsual/verbal literacy skills.

Two other authors also favor branchmg out from the center of basal

programs, involving children in related experiences which will en-
hance a wider kind of llteracy Richard Kolczynski examines the nature
of the' composition process, particularly as it relates to literature as

=
Imroduction

motivational _input. By helping cbrldren develop their expressive .
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- literacy skills, we also improve the reading program we offer to them.
lily Mary Jett-Simpson shows us ways that teachers can use
’ mfbrmal cla¥sroom drama to enhance and assess chlldren s compre- .
Hension abilities. These technigues are equally as effective as more
wraditional ways to understanding.
Many people have commented that it is not enough to teach childrgn
vt how to read; we.must, in addiggn, teach children to want to read. With
. the feelmg that basic reading programs often teach children hew to
read, but may not instill the desire to read, we have prepared this book. '
It is our feelmg that the techniques described here do go beyond basic

. reading instruction to wider defmmons of literacy that produce greater .
+ interest in reading. 4 !

. !l - g, ’
. . - . John Warren Stewig - .
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1 Reading to Learn - :
, abg)ut the Natgg '™ -+ -~ . =~ =
: fLanguage e
A. Barbara Pilon B ‘ ' o

1

Worcester State Colleg¢’

. -~

“Contagious” usually has.a pejorative meaning, but it can also . .
describe a kind of enthusiasm. In this chapter, A. Barbara Pilon re- ) '
" - veals a contagious enthusiasm for words and theirunique qualities. ' .
The author is a word-o- phile, delighting i in the history, degiva-
tions, unusual meanings, peculiarities, and possibilities of words.
- She sees each one as individual and believes that knowing words - .
intimately helps children expand their reading- langudge power . |
Pilon shares her fascination with words through the books,she :

g - . xecor‘gmends and the acuvities she suggests. She hopes t teachers; .
' too, will be rhotivated to help childrén develop this delight in words. /.

. Some time ago, Walter Petty, in an important summary of the
- research about vocabulary and a survey of vecabulary teaching , 3

practices (The State of Knowledge about the Teaching of Vocabu-'

lary. Urbana, 111.: NCTE, 1968), called for increased development

.- of teachipg techniques beyondgisolated study of word li§s.-Pilon ’
respondg by suggesting practical ideas for childens word study as .
they work toward increased proficiency in language and reading. e

A, .
Our language is calcae rich? We are a nation unafraid of borrowing.-
‘We have never penahzed our citizens in any way (as have the French, ,
e, forexample),.for using words from another nation. Imeur adopuon of
foreign terms, aswas said of Shakespeare, we nvade like conquerors.
" There is much childrén can’ learn about the nature of language
\J.hrough reading. & v KT e . ’
~— Importgnce of tmagination. Since language itself is fluxd cham- N
’ eleon-Tike, and has an unlimited potentidl*for change ahd growth ‘
children can be helped to see that 1migmauon (what Jan Carew (1974§
has called “the tHird gift”) 1s the most ifnportant ‘element m talking
about our langupge. ‘ N 3
DU Delzght and rhagic of words. Helpmg cfnldren Yealize (h¥ dehght A
- and the magic of words should be one of ‘otir qpremost goals as
language arts and réading teachers If we' can accomphsh thls, then
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:° many'children will betome “word gatherers,” as was the title'character ,

in Leo Lionni’s (1973) charmlng book Frederick.
Influence of words on all of ussChildren also should- become aware,
. of the influence that words have upon all of us, We want our -
. Jyoungsters to be Mke Patricia Hubbell's Word V\oman, who cames . |
' ‘words-with her in 4 jar, threading t);em 0 stars when she wants to |
" travel (1958). We want them to be a’lﬂeﬂ to create, to soar and fly with L
lafiguage. . ' :
Teachers cag explore with children, using, books uggested here, .to
digcover new vistas of the wonders and joys of languge. Supplemental
activities are described for teachers to use-in conjunction with the
books: Ideas about’ language tha\ are dlscussed mclude i

L Linguists all the great potenual for growth in language .
2. Changes, changes the Pt&\ean nature of words

" 8. To each his own thg,}arblqarm _of la?guage o
L e s .
‘ v + 4. The role of 1ntonat16n in“lang - : - . .
T 5. Punctuauon makes a difference. thexole of juncturé'in language 2
.o nguists All: Tlle Gréat Polentlal for Growth in Language T o
° ’ . ‘ - N ‘\\\ \ =~ N
B An easy wa§ to shovy chxldren how new words have come into our N

language is to make up dittos contammg lists of words that have\come'
o, to us from other languages. This helps children see the eclectic nature % |

of ‘our languagé. The papers can be divided into columns to show, )

Spanish, French, Itallan, German,,Indian, African, and other words

that we have assamllated into Eng‘hsh Children can be encouragéd to ,

-add to the lists, including the origins of’ their,own namé'é’ Such an <.

exercisg 1s “hound tQ enhance chlldren s self- concepts, sirice they will

realize how nrany “forelgn words they l<n9w ' .

-

: Chilfire‘ S t‘o Demon;tmt/e_‘Word Ongz .

v

Aaelson, one. Dandelions Don’t Bute: [The Stbry of Wwds Mew- ©
v . York: Pantheon Books, 1972. NP '
Lo Ames, Wmthrop, ed.” What Shall We Name tlie Baby’LNew York
- * Pocket Books, 1974. ]
- Boyer, Sophia A., and Lubell, Winifred, sz.ts, jro Greeks:ﬂlpha .
" to Omega, Chicago: Rand McNally, 1970~ T
Epstem, Beryl and Epstein, Sam. What s behind me Vlrord? Scholasuc
Book Serwces 1864. . o . Ve
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Ferguson, Charles W. The Abecedarzan Book Boston: Little, Brown

O and Co., 1964. -

By

, . " Fletcher, Christine. 100 Keys Names across the Land. Nashville:
.- Abingdon Press, 1973.
. Kohn, Bernice. What a Funny Thmg to Say New York: Dial Press,
. 1914 - *

Lambert Eloise. Our Language The Story of the Words We Use. New
" York: Lothrop, Lee apd Shepard, 1969.

Le\mbert Eloise, and Pe1, Ma1io. Qur Nanies. \eu \ork Lothiop, Lee

« and Shepard, 1960.

_Mathews, Mitford M. American Words. Cleveland. \\orld Pub., 1959

Charles £. Merrill, 1967. .
Miller, Albert G. Where Diud That Word Co‘maFram’ Glendal@; Calif.:

= . I . - Bowmat; 1974. .

Y Stewart George R. Names on the Land Bbstun Houghtonw\hmn;
- S 1958 : . . . L

oo M EIf we aré to excue chlldren about the “languages they already

know, then teachers must set the spark. ‘Take familiar words—words
. dear to children’s hearts and ‘stomachs. AsK children if these are

. e American words, then tell them w here the \'~ords came from. Some to
begin” with might be:

1. dungaree—a Hindu word for cotton cloth called dungri (Ep-
stein; 1964, p. 35).7 - i
2. demm-—comes from France, specrfrcally from the name of a city,
_+ o - Nimes. The word is Shert for seige de Nimes.
. £ 8 ]eans—domes to us from Genoa and is short for e ltalian term

*kind of material. (Incrggmally, jedns axe also called Lebi’s, a
word derived from the name of a man respon51ble forfmakmg
“Levi’s so popular in this country. Words are often derived fronf
e - people’s names and this method of originating new terms
should be made known to children. A fine resource * book ' to use
L “‘to help children ‘become acquainted wrtﬁponyms is Bill
Severa’s (1966) Peop!e Words.) ; '

4» hamburger-—from Hamburg, Germany,

' R

w ‘ 5. frankfurter-—from Frankfurt, Germany - : V
6. chocolate—from the Mexican Aztec word chocglatl (Epstein,
. 1964, p. 35). R . )
- t\ '* v“ N ) A

" McCormack, Jo Ann.' The Story of Our Language Columbus, Ohio:”

< Jean fustian. The sailors in Genoa wore clothes made from this ~

]

/.




3K IR P A. Barbara Pilon

© 1. candy—come; from an ancient language, Sanskrit, 0nce spoken
in India. The word in Sanskrit is khanda which 51mply meant

- .- 7 l. piece, but wis frequently employed to refer to a piece of sugar
R — (Epstein, 1964, pp. 33-34). ' - . .
T 8. . cafeteria—coffee shop, from Spanrsh café (coffee) !
¥ . . After children have explored the Books mentioned, grve them lists
\ Ancluding such words as disaster, television, and astronaut, and ask

them to attempt a logical explanatiofr of their meanings. This kind of
J - exercise will show children one way in which language grows. In
.addition, it may stir a curiosity for studymg the etymologies of words.
This is just what we are hoping for',,Other ways to show children the
great elast_lj/potenual of lariguage are the use of: .

*. ‘coined words. Gelett Burgess made up his own dlcuonarycalled
‘Burgess Unabridged. It contained six hundred words he thought -

(S

cursent dictionaries is one Burgess created. It is blurb (Ferguson,
1964, p. 31). Children will en]oy making up some needed words
-+ of their"own if they art given encouragement to do so. At this
| point no one has offered a satisfactory nonsexist waqrd that can
_be used in such sentences as “Each of the*children went to HIS *
. : .- . seat,” or “Every one of you is expected to do HIS share.”

¢ 2 _portmanteau words or blends. Lewis Carroll is famous for hrs
. " _use of Jportmanteau words in Alice in Wonderland' A port-
manteau word (the word portmantea is a French, term and
literally means to carry a mantle) consists of putting two words
together to make a new .word. Sofme blends we use foday,

came, are bash (bat and mash), clash (clap and; crash), flare
¢ (flame and glare) gtmmer (gleam dnd shlmmerj’(Farb 1973,
; pp- 351-352). Other portmanteau words we all know very well
- " includé motel, brunch and smog ket chrldren collect old
) dictionaries to find out if these words appear in them. Chr‘lldren
enjoy making up their own portmantéau words. Provide some
examples to get them started. You might try some like “‘sub-
metsed” in work, “innumbdated” swith things to do, and a
“clousy” day. One good book’ for children to.look at which
includes thdse patchwords is Dandelzons Don’t the by Leone
“Adelson. . -

-,

" A

‘ ' 3. “slide” words. Slide words have come into existence either by
putting two letters or a letter and a_word together to make one
. o8

v - N * . .

probably without thinking of the twe words from which they .

!

™
v

. were needed in the English language. One of the words foupdin s+~ -

7
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"y new word. Examples of slide words are jeep and blimp. The ) -

word jeép originally was used by G.L;s during World Way 11 to
describe a “general purpose” vehicle. Later the_initials “G.P.”
were painted on the vehicles and the soldiers *'slid” the letters
*  together tp get the word jeep. The word blimp came to us from
the English who were working with “limp” airships during k‘
"~ World War L. Their “A-limp” madel did not work out, but their
“Blimp” did. Eureka, blimp became a part of our vocabulary
(Miller, 1974, pp. 8, 24). _ . , -
- - /"‘f,\ slanguage. This is a portmanteau word, use% describe the way
_words take op néw meaning in our vocabularies, exténding and
enriching language. In talking with children about our lan-
guage, give them examples of such words as cool, bagl, mean, <
s tough, dough, and hot. Ask the class what the standard mean-
: ings of those words are,and how they think these words took on
their present meanings. Let them add to the list of slanghiage
.words. Haye them consult various modem dictionaries o see
whether or not the slang meanings are’ dncluded. This is one
_ . method which helpg children realize that an aspect of language
. is its changeability. - '

N

5. brand words derived from trademarks such- as zipper, nylon, Co=

Ping-Pong, Band-Aid, Xerox, and Formica, Have children note .
/ that the more deeply embedded a word becomes in our language,
g the more casually we treat it. We can expect, thus, that one day
> soon all of these words will havé lost their capital letters forever.
Suggest to children that they look in different dictionaries to see
whether or not certain words appear in them. The words Xerox
A and Formica, for example, do not appear at all in the’ 1950
edition of Webster’s New Collegiate Dictionary. Children may
be amazed to find out that within a short time new words evolve
. and become important parts of our vocabulary. Imaddition to
brand names, there are always new medical discoveries, unusual
events, inventions, and social changes which necessitate creation
of new words. If the children are old enough, conversations can
., take place about terms they.know that haye either come into
' -Usage recently or have. new meanir\t;s attached to them, They
can discuss how and why these “new”” words were created. Have
g them look at oldedictionaries to see whether or not the words
transplant and pacemaker (with their medical meanings), splash-

down, skyjack, and snowmobilé appear. "Through such an \

. ] . a/nfgvi[y, children come to réalize that some dictionaries in use in .

. . . . ° ’
[ - \ - ~ v ‘ . ’
. ¢ N N .
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classrooms today most qertamly do, niot contain words that many .
people will be acquainted with in the year 2001, just tWenty-

; .three years from, nowl! . 1 Lt

""6. acronyms. Discuss with" pupils the origins of such words as
radar (a palindromic word, which is spelled the same backward
as forward), snafu, posh, scuba, and laser.

7. "people words. Initiate curiosity about words that have come to
' us from people, real or imaginary. Tell them the€ origins of the
words tantalize, Pluto (ask children why they think Walt Disney
named his famous dog Pluto), and Eurppe (reading Greek
legends such as Nathaniel Hawl}l.orrles classic Tanglewood
Tales 'will’ help give childten an appreciation of the words . -
" mentioned). Other ‘words with fasgifating “people”_histories o
which may serve ag a starter Jj " fof “pupils, ‘include cereal,
~ chauvinism, mercury, vol January, Mars, March, June,
July, August, October, b mer, sandwich, pasteurize, gerry-
mander, guillotihe, ca n, raglan, spoonerism, and boycofi.
»Nancy Sorel’s Word Péople (,1970) and Severn's People Words
(1966), help children with Some of these wor;is N : -

8. prefzxes suffixes, and compound words. Many new words areI .
“incorporated into “our language b} Qe techmque of adding
prefiXes or suffixes to root words and by umng two root words. _
together to fom new words. - - .

-

The poxnt of the foregomg Itemuauon is to demonstrate the many
strategles . we employ to incréase our language. Children. should
understand that people create language and that therefore)hey are
capable of adding words to our English language They can be the
creators; they can be the makers of our music, not just the recipients. By
‘working with some of these same tecﬁmques children come to |
understand that one aspect of language is its ability to expand ~d
infinitely.

Changes, Changes:\’ The Protead Nature of Words .
HY R ‘ Y

An important facet of language is that it constantly changes soun
and meamngs

*

Euphemisms* * ' t. ’

. 13
Words and phrases change because people feel it is necessary to “pretty
up” language. A garbage man now is called a sanitary engineer, an

.
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undertaker is a morpaan, a halrdresser xs 2 beauticianTiedt, 1975,
p- 134), and the Vietndrh War was referred to as an internatienal armed
conflicy, iFarb‘ '1973,_ p. 155). For further interesting reading about
euphemxsms, _yQu.may wish to look at Edwin Newman's Strictly

. Spt&mg (1-974) Newrman feels, and he has a valid argument, that the
&. purpose ¢ of Lampermg with a word of phrase is,often to obfuscate and
.concéal 1'53' true meaning. } o S - :

.

K
»

'——_\Elymologzes ) DR v

-’ . /—

,u/‘/

' By studymg the etymologles of words chlldren can learn that location,
. time, and people.a affect the meanings as well as the pronunciations of
- -. words. leely dxscussmns occur as children are told, for example, that.
.  queen once meant Jusu’vom@n (Miller, 1974, p. 39). Girl meant a young
. ., person (McCormack 1967, p. 29); it did not make any difference

whether the person was a boy ora girl. (Since girl was once a nonsexist

3 . word, perhaps its ongmal meaning should be adopted again.) Female, 3
.»  too,fwas ongmally feme’fle, a nonsexist word which meant a small
v woman, but because of i its obvious resemblance to thé word male, u was

changed to what it is today (Farb, 1978, p. 161)... °

'Someumes words start out.with rather moffen\i»e meanings and
.change to offenswe ones, or vice versa. For instance, idiot once mearnt
an 1gnoram person, while nice meant ignorant or foolish. As men-

tioned previgusly, changes’in meaning are occurring commually in

slang. A word such as heavy, which could carry a ne%uve meamng in
our slanguage, now can have a positive tone.

Sometimes we hear a word, think that a mistake has been made by

. the person pronouncmg it, and undertake to change the word to make

t “rght. él"hls is what has happened to chaise lounge, a French term

that §s actually spelled’ chaise longue—a long chair. Most people,

however, refer to it as a chaise lounge, a logical change in pronuncia-

« tion and spell}ng since it does reflect the function of the chair (Farb

1973, pp. 352—353 Examples of foreign words which we anglicize in

pronunaauon an spellmg are dandelion—French dent de lion (teeth

. of the llon) and réal—Spanish royal. - -
Unusual Processes i Englzsh © y § I Ty
. " In Enghsh there is a process by Whlch a noun drops the letter “n”’ it

originally had; and adds it to the article preceding it. Examples of such
words are an orange (Orxgmally Arabic naranj), an adder (a nadder),
and an apron (a napron) (Farb, 1973, pp. 339-340). In" Dandelions
Don’t Bite by Adelson ('1972 p-27), the author gives the bad(groﬂnd of
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..t * the word nickname. Originally, it was an eke name m the(‘h in a,
B reverse process, it became nekename and fmally mck,namea
1
R Losses ) .o ‘) T
‘ . . - "
'\ People tend either to drop unstressed parts of a w ord or a phrase or ‘tq o .

telescope them. This process of loss is evident if one is awaye that .
originally the words pants, cab, piano, and nob, for eﬁamp e, were"
Pantalone (after a fifteenth century comedian), cabriolet, pian forte )
‘and nabob. -As individuals become familiar with terms, too, there isa
tendency to shorten them. Thus, tglevision becomes TV, David be;
comes Dé&, the day’s eye becomes daisy, all one becomes alone, and by
3 »cause offbecomes because (Adelson, 1972, p. 27) ‘ ) :
F lexszlzty . ! ' : I

. Afteg readmg books such as the dehghtful Amela Bedelza series
(Panslfl 1963), chlldren will be conscious that many words in ‘English
are mulunyms or homophones—words that are spelled alike and

.0 : séund alike but have different-meanings. Words’such as box, shower

bark, trunk, and run all have multiple nfeanings and do change their
méanings. depending on the context., Children enjoy “extending the
stories about Amelia, a silly 'maid but a wonderful cook who, because

/ of her emaciated vocaf)ular? is alway} gemng into trouble.” Amelia

invariably has a meaning for a word, but un;ortunately itis always the

wrong, meaning. Children find her misinterpretations hilarious.

Two books that can exercise children’s logic 4s well “as. their
‘vocabulary powers are 4 Gaggle of Geese (Merriam, 1960) and Small
Fry (Memam 1965). These selections explam what' units of animals
are called. Children can be asked Why they think a group of hons is
called a pride of lions, or why a group of bears is calléda sloth of bears. ,
Have children define different,assemblages of people and seg 1f they
can give logical atmbutes to the gfoups they are descrxbmg Some -
children, when given Yhis exergise, responded by creatmg the fo]lowmg

(ollecuve words: & - \

Amraoz&.ofkbncklayers
. » A school, of teachers ~ . ® : ' -
.. A muttering of mothérs
" A seat of secretaries ‘ -
. . ) ) . :
> A gam of girls R . .
o v - ¢
. -
b . £ N
. ] 18 T,
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The Nature of Language 9
5 . _ Teachers of older childrén will find useful An Exaltation of Larks, by
* " James Lipton (1968). -

— By studying the history of our language, children will know that

. “language is made @nd changed’ by all of us. They will learn that
. change, not only in vocghulary but in usage and structure, is'the one
** thing we can depend on, if a language is going to survive as a living
) tongue: .

B o -
) ‘ . X
- To Each His Own: The Arbitrariness of Language
N :
Another aspect of language is its arbitrariness, not only when we refer |
to the words pr lexicon of a language, but'also when we’ refer to its
syntax or structure. An easy way to demonstrate this is to tell children __ {s 1t
that although- we call a dog a dog, in German the same animal is #?’?1'
labeléd a hund, in Spanish it is perro, and in Italian it isane. Any
good dictionary can sUpply other examples. N .
; In introducing children to books that demonstrate ghe arbitrariness, .’
of language, teachexs should select materials n‘h_:yb W a story or poem; B

ey in the foreign language(s) and in English.
3 s .

. 5 [
Some Dual Language Books for Children

Belpre, But%. Perez and Martina. New York: Frederick Warne, 1960,
Feelings, Muriel. Moja Means One! Swahili Counting Book..Nr:w
York: Dial Press, 1971. .
| Frasconi, Antonio. See and Say. New York: Harcourt, Brace and World, (.
1955. .
Haiut'zig, Ester. In the Park. New York: Macmillan, 1968. s -
- .- Joslin, Sesyle. There Is a Dragon in My Bed (Il y a un.Dragon dans
*  Mbdn Lit). New York: Young Scott Books, 1958.
. Spaghett: for Breakfast (Spaghetti per Prima Colazione). New i
York: Harcourt, Brace and World, 1965. L. . 1
" There Is a Bull on My Balcony (Hay un Toro en Mi Balcén). ., -
New York: Harcourt, Brace arid .Wogld, 1966. .
Pene Du Bois, William, and Po, Lee. The Hare and the Tqrtoise: La
Laebrey la Tortugay la*Tortuga'y La Liebre. New York: Doubleday, ,
1972.* - . IS

” B

- .
*It would help children if teackers who plan w present this book to their pupils could

read Spanish, so that they (:)u]d give a lieral translanon of the Spanish version of the

, Sory which aphears opposite the Enghish vesion.
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By workmg 'with such materlaTs children can be led to see not only
thé arbluanﬁess of language but, the fluency, mvenuveness, and
creauvuy of its makers. - 1 .0 .

; .
“'4\v"~ -

l,l'he Role of Imonanon in Lar;guage

.

Almost everyone is capah]e of understanding early in life that how you

«

x say something is as Tmportant as what you say. Hearing someone say,

]

1

J“That's lovely, isn't it?” is very different from reading the same words.
‘By ’hstemng, we know whether the person speaking is bemg sincere or
sarcastic. Readmgsdoes not provide as many clues to its receivers as oral
language QOes ‘Intonation clues are a greai boon to comprehending
what is meant. Certain books are especially valuable because they allow
pupxls an ropportunity to have fun with language while gaining
msxght into the purpose of intonation?

\ . .

T

Chzldren s Books T,hat Demonstrate the Function of Intondtzon

. while the right side depicts what is happening: to the mother.

Brown, Martia. How Hzppo' New York. Chatles Scribner’s Sons, 1969. \_

McPhail, David. Ok, No, Go. Boston: Little, Brown .and Co., 1973.

Mayer, Marianne, and Mayer, Mercer. Mine! New York: Scholastic « ~
Book Services, 1973. . , -

Another idea in working with intonation is to introduce childrento X
wordless | picture books. (A very complete annotated list of such books is
presented by Donald Bissett in ‘‘Wordless Picture Books and Children's \
Language Developmeny’ in Elementary English, November 1972, pp. o
10}6-1021 ) Let the chfildren, either alone ortin small groups, decide .
“upon the captions for fhe plctures Then they can present their versions
of the book(s), utilizindNgeir. irrtonation skills as well as all thelr other
language skills. : %

One book children enjoy wqumg with is The Elephants Visit: ~
.{Warner, 1975). Aflother suggestion is The Joneses (Ramage, 1975).
Although it does have six words on the first page-— ‘Have a good day,
dear husband!”’—the rest of the book is wordlest.' The story tells of a
family consisting of thirty-one children (one a dragon child), a mother
who drives a submarme and a father who stays home and takes care of
, the family. It would be good for two children to tell this story, since for
" most of the book the left-hand side shows what is going on at home

Other’excellent wordless picture hooks have been created by Marthd
Alexand;r Ruth Carroll, John Goodall, Mercer Mayer, and Fernando
Kl‘ahn ' [3

e R Lo
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Pupctuauon Makes a leference The Role of Juhcture in Language

P

“Where we pause when we speak and how long we pause can make i
the dlfferepce in the méssages we dré trying_to convey, Howie Schei-
der, in a cartoon, “The Circus of P. T. Bimbo;* (NEA, Inc, 1975) -
makes it clear that it 1s important, when “advertising for an employ ee, {0
distinguish between a TIGHT rope walker and a TIGHTROPE .
.walker. Thére is a difference, too, in the followinlg twq statemems

1,

'* You should 3it down before: yous €at Mother. o ﬁ P ' ’
"You shou}d sit down before you ecatf Mother ! -

Children enjoy makmg up and sharing their own semeILCes which
prove that juncture markers are cnuaal However, before asking them L
to do [hls work with them on some ]uncmre exerclses ) * X V.

. c ~ v e . ﬁ .

>l L)

Children’s Beoks thch Include Actzvztzes to Demonstrate 't‘he‘Need .
for Punctuatzon’ & £ X . - .

| . al ¢ ,

¢ 1. s
Brewtz)n;,?Sara, Brewton, John E and Blackburn, G "Meredith II1. My
Tang's Tungled and Other-dezculous $itustions. New York: T. Y.
Crowell, 1973 pp- 5 6, 8, 10. _ ‘
Gardner, Martin. Perplexmg Puzz kes and Tantalzhmg ’Z;easers New .
York: Simon and Schuster, 1969, p- 18. )
Nurnberg, Maxwell. Punctuatzon Pointers. New York Scholastjc Book .

o

°

Services, 1968, pp B5-57. - N "
- . Fun with Words. Englewood Cliffs, N. J.: Prentie. Mall, 1970 v
pp- 32-40. - ». - .

-

Potter, Charles Fradcis. More Tngue Tanglers and a Rzgmarole
Cleveland: World, 1964.

Withers, Carl, 4 Treasury of Games New York Grosset and Dunlap,
1964, pp- 125-126.  ° .

In these and other ways, as children read Lhey‘learn about the nature
of language..As we share such book$ and plan the suggested activities, »
children learn the delight of words. The?(come to “understand thee
words of Emily Dickinson, who wrote: -

’

e s -
A word is dead N . -
When it is said,
Some say, . -

I say it just . . . . ' .
Beégins:to live . -
That day. s : ®
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’ Addmonal Chzldren s Book.s for Enyoyment of Language Development

. Hanlon, Emlly How a Horse erw Hoarse on the S:te Where He )
S:ghted g Bafe Bear A4 Ta,le of Homonyms. New York Delacorte,, s Ve

1976. ~ A

{—lefter Rlchard The Strawberry Word Book New York Larousse
1974. . ‘

Hunt, Bernice Kohn Your Ant ks a Whach: Fun wzth Homoﬁfzqnes
New York: Harcourt, Brace, Jovanovich, :1975.

Keller, Charles. Going Banahas., Englewood Cliffs, N. ] Prenuée- )
Hall, -1975. , .. , .
Keller, Charles, and Baker, Richard, The Star- Spangled Banana and o 4
Other Revolutionary Riddles. Englewood Cliffs,”N. ] Prenuce- .0

. Hall, 1975.- - p
. Tremain, Ruthuen. Foolmg.‘lround with Word.s New Yoqk oGrec;n- . .

willow Books, 1976. Lo e N ¢
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s ﬁmng Picture Books for Reading
Vocabulary Development S

© Alden J. Moe .-
Purdue University
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. In the preceding chapter, A. Barbara Pilon gave a comprehensxf'e s &
overview of vocabulary development and referred to a wide variety®
of tradebooks which teachers can use to encourage children’s
interest in words. .
In this chapter, Alden Moe ;hares his conviction that picture_ .
books can.be used to increase children’s vocabuﬁry Children come - ~
.. . to school with impressive s ing ‘and hstemng vocabularies. ’
The school, then, is confrontwd_with the problem of helping
children continue to increase theizcommand of words and, their
meanings. After presenting the resulty of his analysis of vocabulary \
. load in over fifty picture books, the author suggests a procedure for
‘ their use in ingreasing chlldr.g:_n s vocabulary. @

’ ‘ oo @
P strg plcturé book's.to develop and expand a child’s reading vocabu-
lary is both appropnate and desirable. Frequent classrgom use of
pxcture books is recommended because the vocabulgries of many
picture books allow for successful reading while new words are being
learned. The techniques presented and the books listed in this chapter
may be used at any of the elementary school levels. However, the focus, -
will be directed at those teachers who are concerned with vocahulary
development_at the primary levels of reading’ instruction.
Specifically, this chapter will present (1) a review of the listening
and speakmg \éocabularles of children, (2) a listing of picture books
ith the size of their respective written vocabularies identified, and
(3) a plan for introducing the new words in a picture book to childreri. = . | -

. -
. .- g
- a -

. Speaking and Listening Vocabularies . b . =
‘, Chlldren enter schopl wigzh extensne speaking and listening vogabu- Ty
o laries. By the time the child had ‘reached the age of five, his spejziﬂg

) vocabulary has grown to approxxmately 2000 words (McCarthy, 1954).
¢ -,i;ﬁfgpﬁ . . . A . 13 ) .‘.
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When the child begins grade one, hlS spegking wocabulary exceeds 3000
words (Templm, 1957; McCarthy, 1954; Murphy, 1957), and may even
approach as many as 15,000 different words (Smith, 1941). These

" studies of ovet pwenty years ago indicate that ‘the beginning reader's

language was extensive; the Hrst- grade student of today probably has
an even richer f’gcabulaxy T dlso appears that even the most disadvan-
taged of inner-city children have extensive speaking vocabularies upon
entrance-to grade one (Dale, 1_965 Sherk, 1973). °
Listening vocabularies are even larger. Although the research find-
ings vary greatly, it is evident that first-graders can listen to and
understand between 10,000 and 20,000 different words. Children enter
school wit}g a richness in vocabulary; they already-“‘know'’—in an
un erstandmg sense—more words than they will learn to read in the
first five or six years of school. )
Where dpes the teacher begin in order to help ‘the child with this nclrll
language background match the spoken words he knows and wrute
words he does not knfw? Generally, the teacher will begin with some
published, packaged program designed specifically for the purpose of
teachmg children how to read. An alternative approach could be
provnded using picture books and gther tradebooks as the.. hasm
instructional materials, but this is usually not the case.}

Regardless of the approach or thg program used to teach readm%

nadebooks of all types can and should be used for vocabulary develop
° ment and expansion. With the careful selection of booRs, students can
progress and read increasingly more difficult books just as they
progress through their “regular” reading materials. ,.

The child who begins formal reading mstruetlon wyl probably
already have had a variety of prereading htera;;y experiences. Such
experiences should include listeniffy to stories read by a parent’ or

. teacher and fun with the many good wordless‘ picture books (Cianciolo,

.1976;4k3rrick, 1976). The reading of stories is bne of the best means of
helping\acquire a match between book language and oral Janguage
(Cazden, 1972; Cohen, 1968; McCormxck’ 1977; Moe, 1975). ax

L. A vanety of other ,alternatives are described 1n (hc following publications!

Aukerman, R, €, Approaches lo Begmnmg Reading. New York. John Wiley and .

Sons, 197 ls

Hansen, ,.and Hansen R Language n Early -Childhdod Educauan’,\ i Explor-
ing Language with Children, ed. John Warren Stewig. Columbus Charles E, Mernll,
1974. \

“Johnson, Dalc D. “Current Approaches and Materials for Reading Ins(rucl} n-——Part
1" and Moe, Alden J. “Current Approaches and Matenals fur Reading Instructign—Rart
IL" in Reading. Founditions and Instructional Strategtes, P Lamb and R. Am Id, eds.

Belmont, Calif.: Wadsworth. Pub. Ce., 1976
’ . » s R A -\
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Picture Books for Vocabulary Development . 15
- ’ / . N . . .
Picture Books with Easy Vocabularies . . ’
N .

For. primary grade children there are many goord picture books to
-choose from (Cianciolo, 1973), but se}ecuorf may become a problem at
the beginning levels Where the child, may possess a readmgwcabulary
-of only a few dozen words. However, with a limited reading mcabulary
—a preprimer \ocabulary of forty to flfty words, for example—the
child can independently read some tradebooks, especially if the books
have heen read orally by the teacher to the class. '
Beginning with Drummer Hoff, wrntten with only 30 different
_words, through Pelle’s New Suat, with 158 different words, the books in.

the list which folléws provide the framewotk for a sequentid] vocabu:,_
lary developmeht program using picture books Smce most primers .

contain about 160 different words (Pescosohdo, Schell, and Laurent
1967),.no book lxsted has a greater nUmber of different words than the
. . average primer. <

Because of individual tastés, not all children wjl] want to read each
. ‘\)book listed. However, all the books are indeed of high quality and have
been selected for their literary merit as well as their vocabularies.
Whethtr they are introduced systematically or incidentally, these books

. ought to be avarlable for students'in the prinfary grades. .
o .

Se7ected Fradebooks for the locabulary Deuelopment of Przmary

Grade Chzldren ) e, .

y [

Adams, Adrlenne A Woggle of Wztches (1'39) * New York: Charles
Scribner’s Sons, 1971. \ “~ "

Alexander, Martha. Blackboard Bear (64) New \ork Dial Press, 1969.

. I Sure Am Glad to.See You, BIackboard Bear (133) NewYork:

Dial Press, 1976.

. The Story Grandmother Tolq (147). New York: Dl‘él Press, 1969;

Anglund, Joan. Cowboy's Secret sze (63). New York: Harcourt, Brace,
Jovanovich, 1963. . -

Asch, Frank. Good Lemonade (126). New York: Franklin Watts, 1976

Balian, Lorna. I Love You Mary Jane (19). Nashville: Abingdon Press,
1967, + - -

Barrett, Judith. Animals ShouLd Defznztely Not Wear Clothing (65)
New York: Atheneum, 1970. ~ - ~ e

" Barton, Byron. Hester (128) New York: Greenwrllow Books, 1975.

Beskow Elsa. Pelle’s New Suzt (158). New York: Harper and Row, 1929.

'The numeral 1n the paremheses beside SR mle indicates the total number of
different words contained in the book.

-
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*  ~/ Branderibérg, Franz. Fresh Crder and Pae ( (104% New, York. Macmillan,

- 1973,
— T Wish I Was Szck Too ("BLS) New York: Greenwﬂlow Books,.””

NG - 97 o

mer - Addlson-Wg_.ey, 1977

s Hutchins, Pat. Clocks and More Clocks (92) Ne&xr York.

.. ¢« Govd-Night, Owl (51), New York: Macmlllan 1972. *

Bright, Robert. My Red Um bre(la.(.QS).,New York. William Morrow,'
0 1957, N
Brown, Marc. Arthur.sNose(lSO) ./Boston: Little, Brownrand Co., 1976.
Brown, Marcia. Once a Mouﬁe (156), New York Charles Scrlbners
. Sons, 1961.
-Carle, Eric. The Iery Hungry Caterpzllar 107) Vew \ork V\orld Pub.,
. 1969,, ., "L E -
5 Camck Carol The . Brook (119)k New York Macmillan, 1967
/DeRegmers, Beatrice Bchenk. May I'Bring a Frwnd’ (151) New York:
Atherréum, 1964. ‘
Was It a Good Trage? (77). Nek York: Harcourt Brace
Jovanovrch -1956. vl
Emberley, Barbara A. Drummer Hoff (30). Englewood Cliffs, N. J...
, Prentice-Hall, 1967.
Freeman Don, 4 Rainbow of My‘Own (138) New York Vrkmg Press, p

J974. q> ~ .
Geddes Barbara %1. So Do I {75). New York; Grosset and Dunlﬁp,
9727 44 N/ . L. <
Gmsburg,,er .sThe Chuck zmd the Duckling (32). New York: Mac-

A"’ ' ‘millan, 1972 A --

Go¥istein, M. B. Fish for Supper (106). New York: Dial Press 1976
. Greenberg, Dolly. Oh Lord, I Wish I Was a Buzzard (105). New York
, . Malellan, 1968. : -
Tt inan, P. K. We're . Good Frzemis, My Brother and 1 (lﬂmghlcago &
Children’s Press, 197%. : .
Hegrogian, Nonny. U"Fz(ze Day (150) New York: Macmil
. Holl, Adelaide. TheRain Puddle{(153). New York: Lotlffo
Shepard 1965 ST

) 1971:
, Lee and
‘ - .
acmillan,
1970. PO ol .
.—+. Don’t Forget he Bacon (31). New York: Greenwrllow Books
\1975 > R

. ———— The Surprise Party (103). New York: Macmillan, 1969.”

te :'_',_ Fitch (46) New. York: MacmlllaanQ},}{ N
‘ . The Wind Blew (91}. *New York: cmillan, 1974. | . )
- jensen Virginia-Allen. Sarg and the Door 93). Readmg, Massachusetg“
o

~ ) ¢ - ]

. ~ - .
1 . 4 o ? / -
- ) , vz - . L)
‘L . -
\ . ; .- v .
! s % E ) N
L% L] Al Y -
. a . N - . [
. ¥ 26, S
Do - v - >
. 3 D r . .
. . N .
Pl > -~ . ‘ <
~ ~ .

~




+ Picture Books for Vocabulary Development - Y A

. N . . b -
Keats, Ezra. Gogglés (149). Néw York: Macmiilan, 1969.
. Peter’s; Chair (153). New York. Harper and Row, 1967.
. The Snowy Day (157). New York: Viking Press, 1962.
Kellogg, Steyen. The Mystery of the Missing Red Mitten (128). New
e York: Dial Press, 1974. _
’ Krasilovsky, Phylris The Ke ry Little Boy (103). New York‘ Doubleday,
’ nd.
.. Kraus, Robert. Herman the HelperHS) New York. E. P. Dutton, 1974.
2 . Leo, the Late Bloomer (18). New York: E. P." Dutton, 1973.
— Mujton, the Early Riser (81). New York: E. P. Dutton, 1972,
|+ ' Ouwliver (74): New York+E. P, Dutton, 1974.
‘ " Whose Mouse Are You? (5%). New York: E. P. Dutton, 1972.
. Krauss, Ruth. The Carrot Seed (45). New York: Har and Row, 1945,
S . The Growing Story (158). New York: Harper and Row, 1947.

. Langner, Nora. Miss Lucy (50). New York: Macmillan, 1969. T
- Langstaff, John. Oh, 4-Hunting We Will Go (15). New York: Athenes
< © " um, 1974.

Lapp, Eleanof J. The Mice Came in Early Thas Year (117) Chicago:
A. Whitman, 1976. -
Lenski, Lois. The Little Farm (98). New York: Henry Z. Walck, 1942.
Lent, Blair. Why the Sun and the Moon Live in the Sky (147). Boston:
Houghton. Mifflin, 1968. X ‘
- Lobel, Arnold. Tfe Comic Adventures of 0ld Mother Hubbardand
Her Dog '(91}). Newv York: Bradbury Pr., 1968.
_ Mayer,. Mercer. You're the Scaredy Cat (120). New York: Parems
= " Magazine Press, 1974.
o MCPhall David. The Bear’s Toothache (111). Boston: Little, Brown
* and Co, 1972 .
Mendoza, George. The Gzllygoo}fang(lOZ) New York Dial Press, 1968.
Mlles Miska. Chicken Forgets (145). Boslon Little, Brown and Co.,”
¢ 1976. '
Nodset, Joan. Come Here, Cat (84). New York: Harper and Row 1973.
o Away, Dog (83). New York: Harper and RO}V W72
. Pmkwater Manus. Around, Fred's Bed 159). Engleweod Chifs, N j* .
3 Prentice-Hall, 1976. *
. Bear’s Picture (129). New York: Holl Rinehart and Winston,
. 1972. ' .
.o Raskin, Ellen. Nothing Ever Ha[)pens on My Block (80) New York: .

. Atheneum, 1966. -
Rxce Eve. W}gat Sadie Sang (105). New York. Greenwnllow Books, 1976’
Rockwell, Anne, The Awful Mess (111). New York: Parents’ Magazine

Press; 1973, - . 7

- e
‘



S8 . ' Alden ] Moe

Ross, Jessica. Fanona the Beautiful (152). New York: Holt, Rinehart
) and Winston,,1972. N
. - Rossem Christina. What Is Pink? (45). New York: Macmlllan 1971.
Sendak Maurice. Where.the Wild Things Are (139). New York: Harper
and Row, 1963. .

Shulevitz, Uri. Rain Rain Rivers (95) New York: Farrar, Stra,u.s, and
Giroux, 1969, . . .
Udry, Janice. Let.s Be Enemzes (112). New York: Scholastic Book

Service, 1969. -
Wells, Rosemary. Morris’s Disappearing Bag (158) New York: Diql
Press, 1975.
. ——— Noisy Nora (103). New York: Dial Press, 1973.
' ~Williams, Barbara. Someday, Said Mitchell (119). New York: E. P. Dut-
“ " tom, 1978, o
. Williams, Garth. The Chicken Book (56). New York: Delacorte, 1970.
ed Zolotow, C}larlotte. Do You Know What I'll Do? (93). New York:
T .. Harper and Row, 1958. .
. May I Visit? (143). New York: Harper and Row, 1976.

. - Introducing Unkhown Words
Specific book selection and the introduction of “new’” words may bé a
problem for the teacher, so a step-by-step plan -is suggested The
primary grade teacher has a good idea which words are already a part of
the students’ reading vocabularies. In selecting a book the teacher’s
. main concerns are that it contain a minimum of new or difficult words
¢, and have understandable and interesting content.
After the teacher has selected the book, it should be read to ideniify
-any “ney”’ words which may not be a part of the students reading
vocabularies. In almost all cases, however these “new” words will
. alreddy be a part of the students’ llstemng and speaking vocabularies.
N - The next'step is for the teacher to read the book orally to the
studems, paying spec1al attention to the new words. These words may
be emphasized by writing them on the chalkboard or, perhaps, by
using flashcards prepared jn ‘advance. It should be emphasized, how-
e 4 CVver, that the introduction and discussion of new words should not’
detract interest from the story itself.
While the teacher shtuild introduce pew words in the procéss of
sharing the book wnh the students, it is not absolutely .esseritial that all

2. Some helpful malerml on effective wdys 16 read © (h.lldren is included n
Lareguage Experiences in (.mmuumalwn by Roach Lm Alkn Boston. Houghlon
Mifflin, 1976, pp. 358-360. .o
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A%

new words be introduced in. advance. Often the coptexy, in whu;h the

word is used—as well as the pictures—will provide the nfeaning of the '

potentially difficult words, students shaild immegiately be given an *

\_/vord for the student. \T
After the teacher has read the book ora éy td the class and introduced

opportunity to read the book mdeperﬁwmly Thiough mdependent
readmg, students’ reading vocabularies*svill be expanded.

If most of the picture books listed in this chapter can be made
available to primary-grade children, and if the teacher will intzoduce
these books and their respective “new" words, the school will have in
operation a program which will improve language, competenues and *
reinforce the goals of t}le reading program.

B
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3 The Tradebook as an - -
Instructional Tool: Strategies
“iY Approaching Literature’:, -

S

Helen Felsemhal . .
Research for Better Schools. Phlladelphla :

- & $
Knowing individual words does not ensure readmg proficiency.
Readers mujst be able to sense the interrelationship of words and
respond to the total message the author has created, whether thrat ",
be a sentence, a paragraph, or an entire literary unit. v

In this ghapter, Helen Felsenthal describes ways to help chil-
dren approach literature. USing works of literature as a major
* instructional tool for the teachirig of basic’ readmg skills, she
describes a specific approach to literary genrgs through under-
standing basic elements ofa genre and self- -questioning. To help
children learn about literature, Felsenthal plans experiences with
character, plot, and setting, exposing children to literature which
treats these elements in different ways. Then the children are
shown holv to ask themselves questions abeut the author’s use of .
these elements, The final gaal of such reading and self-questioning
is heighténed awareness of genre and the author’s intent and a
deeper understanding of what was’ read. e

? -

}

S -

As menuoned in the lmroducum\ to this book, teachers are often
hesitant to use literary works for mstruumnalpurposes They fear that
students may be “turngd off” from reading good literature if required
to dissect the material by answering work sheet questions or by coerced
participation in boring oral discussions.

Clearly students should not be taught in ways thatlead toa dislike of
literature and a subsequem lack of reading for enjoyment. But teachers
can do more than simply * e;posq, theje students to books; they can *
‘help them develop the skills. x‘eccssary }‘gienjoy literature.

This chapter presents approaches to the teaching of basic reading
skills which ate necessary, for the understanding and enjoyment of
basic literary forms. fiction agd nonfiction. The teachmg i cen ered
aroupd literary works as the ma}or instructional tool and t{ffers

ies for understandmg each genre.

ary
+
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The teaching of literature per se is not possible, rather, literature is
. experienced. However, the knowledge of what luerature 1s and how it
- functions can be taught. . -

. The major idea behipd the strategies approach is that students learn
the basic elememts of a genre and learn the important questions to
answer as they read. These basics are applied each time the student -
reads so that the strategy. becomes a natural way to approach literature.
As students become more advanced readers, their application of the
_basic strategy Becomes more sophisticated and they acquire greater
understqndmg ‘and enjoyment from the literature they read.

. can '
Learning about Fiction . -

o

\ _—

Fiction'is the type of hterature to which students are introduced earliest

. and which they encounter most frequently during the elementary
school years. Reading fiction for recreational purposes can prov1de a .

S - lifelong source of entertainment and mformauon
<

-

. -Basic Elements -oj 'Fiction - N
- e A'. ’ * LY
' Most flction comams three b‘asxc elemems or considerations: '
. @ . IS :
SRV ', - Charactg(r—Who is the story about>

1 -

Action or p}ot—What happens? )
Setting—Where and when does it happen? .

Students can be asked to give examples of these elements in a fa¥Brite
fiction story. They can name some characters, tell about the action or
“plot, and describe the settirig. From this descrlpuon, fiction .can be
defined as story telling in which at least one of the three elemqnts comes
from the imagination of the author. Students will enjoy speculating

* upon which of the elements in t%favorite stories are not real. For
- : exampile, after reading Johnny Tremain (Forbes, 1970) children might
T * be asked to think about such questions as:
. 1, ~\Was Johniny a-real of made up character? - \ ‘r,
2. 'What things about him make you feel that way? {
. 3. Is Boston an actual city?
4.. What descriptions given by the author lead You‘ to thls
. conclusion? .
’ 5. "Did the’ events described in the story actually ta'ke place?
- 6. If you weren't certain about the Authent i”ci?x of the evems how '

could you find out? L :

ERIC &7 o -
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a. really lived?
b. was made up for the story?

¢. can likely exist? T } ‘

2. Who are the other. characters? ~
a. real ot made up? : -
b. hkely or unhkely to exist? v

3. What do the chdracters’ speech, acuon ideas, o appearance tell . .

you about them? - L

3

6. _Do any characters leam something importam n the story?

the story -

17 Is the main acuch of the story:

a. phychal? . < a
' s}nethmg that takes_place in the 1mag1nauon? _ .
st 2. Is the, WWhain #ction: : ST
' somethmg that really happened? ' .

b. something made up forthe storyf- . ‘
- ¢ something that would be hkely to happen in the world?

3. What effect does the action have on the characters? .

4.  What is the primary problém that the charac] have? "
5. How is the problem solved? . T -
Finally,%ve want children to dis‘cuss ques,tio 6 about the setting: '

~

R 1. Where does the action happen? . . )
Lt a. What details tell you thar? ) ;
b. Isitareal place? A place made up for’ the story? A likely place?

5 2. Does the setting indicate a parucu-lar penod in hlstory?

3. .Could the same story happen in a dlfferem seumg?LWhy or why
‘ not? ’ e .
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Applying the. Questions to a Specific Boak ; .

*|
o

Lo
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g

17 th» is the"main chiaracter? Is it someone who:

a. really lived? L ..

- b, was made up for the story? -

t ‘can likely exist?
Possible response: The main character is Harriet M. We Isch, an
eleven year old. She probably did not actually Iive, but is a character
created by -the “author. Harriet could have lived because she is
déscribed as, and acts like, a real person. T -

2. Who are the other characters?
" a. real or made up?

b. likely or unlikely to ‘exist?
Possible response: The othér characters are, friends of Harriet (Beth,
Ellen, Pinky Whitehead, “Carroll Andrews, etc.) and her nannie.

~They are probably made.up by the author, but could have lied.

¢. What do the characters’ speech, action, idehs, or appearance
tell you about them? .- .
Possible response: The characters appear to,be like ostier preado-
lescents. The author describes a_possible semng (school or home)
anid most of the behavior can be explainied as incidents typical of

. happenings in the life of fifth or sixth gr;z{ders

d. What reasons do the characters have: for_the things they do?

e. How, do the characters feel-abbut each. other? -

f. Do any characters learn- somethmg important in the story?
Possible response. Harriet learns that many of her private feelings
{which she often writes in a notebook ) can cause _misunderstandings.

g. Do they change their attitudes or behavior? *
Possible response: The characters change their attitudes toward each
other when they learn: to understand edch qther better

E 3/. Is.the mam gsugrm of ghe story:

a. physr ' . -
mg that takes place in the imagination? _
1b’le response: The main action centers around Harriet and her
pés: olescent {;ﬁznds and how they learn to relate tp_each other..
Much of the actjori actua,lly happens, but the author also t8lls us

about mar)y-thmgs that,go on in Harriet’s mmd V)
S A : ’ L.
,?‘/‘ 'R .

i

A sample application of thls techmque 1s used with the book Harriegs
the Spy (Fltzhugh 1964); Wxample of realrstlc fr(tlon about preado-
lescents: - v ,

»
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"

4. Is the main action: ‘ .
a. something really happeped> ST
.- b. somethirig made up for the story? L

c. something that woyld be likely to happen-in the story? gl
Possible responseMost of thefcuons could really happen but'the

author probably made them up.
5. What effect does the action have on the characters>

6. What is the main problem that the characters have?
Possible response: The main problem is how the characters learn to
accepl growmg up and the changes they have to make in dealing
with others. .

7. How is the problem solved? . .
Possible response: The problem is solved as they learn how to relate
to each other. s

-

&,

x
¢ \

8. Where does the action happen? .
Possible response: Most of the action takes place in the mgjor )
characlers environment (school, home, commumty) j .
What details tell you that?
b. Is it a real place? A place made up for the stor;&A likely place?

~

Possible response: The selting is realistic. . «
9. When does the story take place? Yoo IR
a. Could the same story happen' in a dlfferem setting? Why or X

. why not? * Lo W

" Possible re$ponse The settmg 1s comemporary Mos[ of the story
deals with probffems common to currént times, so the setting is °
important in development of the story line. However a similar story

. (how chlldren relate to each other and grown- ups) could be devel -

ped in & different time setung :

.
" . Y
.

As the students look for answets to these basic questions, they can
begin to identify the different types of fiction. Most fiction for children
can be classified into one of four categories. realistic; fanciful; histori-
cal, or biographical. Of these, the first two types are most common and,
easily en]oyed Historical fiction is less common and children will |
need help m appreciating it. B

1. Realistic fiction:
a. uses one or more eléments that are made up for the story

v

,. . 3¢ - v )

[
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' bz uses elemems whlch sgem likely . LT
. ¢. .can be 6f various typés
; 2. Fanciful flcuon oo 1 g . .
- . a. uses one or more elements that are made up for the story, and .
_:; - B b. one or morg elements that seem unlikely or impossible! . *
: 3. Hlslorlcal ficuan: i - ’
. . a. uses a real time setting in the past, and - L |
> . b. - uses elements which are likely ) ’ 4 [
4. Biographical fiction:
a. uses.a-main character jwho really lived, and .
b. uses elements which seem likely . ’ . .
. ’ e o
T * -3

~  Books Which Exémplify the Four Types of Fiction

. Following are some examples Bﬁhik’iren s literature from 'e'ach of the'
’ fiction categories which could be used to dev qlop the readmg strategies ~
@ \ suggested. The approximate r@adabllny 1ével is idéntified at the end of

the reference. . - el -
- e . , “e - ; \ »—r ~
. : Reahsuc Fiction s -

Carlson,Natalle Savage. Ann Aurelza and Dotothy. New York Harper S
and Row,;1968. (5thy- r e
Cleary, Bevérly. Otis Spofford. New York. William Morrow,1953 (3rd)
Lo Clymer, Eleanor. My Brother Stevie. New York: Holt Rinehart and
L ' Winston, 1967, (4th) ; e
Fitzhugh, Louise. Harriet the Spy New York: Harper and Row 1964. )
(5th) .
Konigsburg, E. L. Altogether, O;ze_at’a szz’ New York: Atheneum
¢ : 1971. (5th)
Little, Jean. Take Wing. Bosfyn: lee, Brown and Co., 1968. (5thy. -
Mann, Peggy. My Dad Lives in a Downtown Hotel. New York:
) Doubleday, 1973. (2nd) . N
Miles, Miska. Hoagzes Rifle-Gun.” Boston: Little, Bm n and Co o
1970. (2nd) °
O'Dell, Scott. Island of the Blue Dolphms Boston. Houghton leflm
196Q. (6th) ~ = o,

e

‘3?’ P

L. A fine critical .m.ll)sis of thts type of fixtion 15 included by Eleanor Cameron 1n
The Green and Burming Tree(Boston. Little. Brown and Co., 1969). ‘The book, a /
collection of essays, features % section un fantasy (pp. 3-136), C.amuon speaks with
authority an this topic, since she is iecognized as one of the mbst slgmh( ant wrters of
fantasy for children. . N\ . ’ b //

" LAY
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Fanciful Frcurm ; ' ’ . s ;b - /{'J |

‘Aiken, Joan. Armitage, Armzt e, Fly Awuy Home. New York: Mac-
millan, 1966. (6th)

Blassmgame, Wryatt.» Pecos Bill Rides a Toma(ia Champa“l IIl i . J. w’

* Garrard, 1973, (3rd) s
Bradbury, Ray. S Is for Space. New York: Harold Matson Coy 1954;« :

{3rd) :
Carroll, Lewis. Alice’s Adventures in WQnderland London Sprmg v

. Books, 1865. (7th) s

Seldon George. The Genie of Sutton Place. New York: Farrar Straus o«
and Giroux, 1973..(4th) )
. . Singer, Isaac Bashevjs Zlateh the Goat and dther Storzes New, York ,'

..

Harper and Rowj 1966. (5th) | o
White, §. B. The Trigmpet of the Swap.-New York: Harper and Rc},w., A
o 1970. (7thy . . X
-fﬁ Historical Fictiori - : . N : !
§ . R o s PO |
.Forbes, Esther. Johnny Tremam Boston' Houghton" Mifﬂin: 1970 o
§ (5th) - . P
, Gauch, Patricia Lee. Thunder at Gettysbuvg New York Coward .
McCann, and Geoghegan, 1975. (4th) - . ' - -
° Hunt, Irene. Across Fie Aprils. Chicago: ‘Follett, 1964. ¢8th) L WY

Pope, Elizabeth Marie. The Sherwood Ring. §§
fiih, 1958. (7th) h T R

- Speare, Elizabeth George. The Witch of Blacﬁbzrd Pond Boston A
gHoughton leflm 1958. (6th) - L

Biographical Fiction - T . oL L.

Anderson, Layere. Allan Pinkerton: First Prwate Eye Champargn,lll
Garrard, 1972. (5th) é .o
Bulla, Clyde Robert. Pocahontas and the Stranger. New York: T..Y.© <
Crowell, 1971°(3rd) -
Muir, Jean. The Adventures of Grzzzly Adams New York: G. P:. ~
. Putpam’s Sons, 1971. (7th) sm=
Neimark, Anne E. Fouch of Light: The Story of Louis Braille. New °
York: Harcourt, Brace, Jovanovich, 1970. (8th) ° ot o,
,Uchida, \Yoshiko. ]ourney to: Topaz New York Charles Scrlbners . ‘.
Sons, 1971. (7th) ’ . .

Approachmg flcuon by 1denufymg the basic elemems (charaeter,
— action, setting) and answering basic questions helps the readér
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28 Helen Felsenthal

) anticipate what will hﬁppen as the story develops. This ability to
- predict plot leads to an even greater understanding and appreciation of
a literary fiction.

¢ . . -

Learning about Nonfictioh - - . . K
« - 4
. As students progress through school, they encounter rionfiction woiks
) " more frequently as they begin to read biographies, use reference books, - .

° .- read newspapess, and do independent study in content areas such. as
science and sdcial studies. Nonfiction. is 4 genre which requires an
entirely different approach, but the strategy can be similar to that.of

—fiction. Students can learn how to identify different kinds of nonfiction
“and to answer basic questions: durin@'feading. ‘

~

"Basic Kinds of Nonfiction {
Although there are many kinds of nonfiction, there are two main types, , o~
: exposition and argument. The author)s. purpose differentiates the two

e - types. T - Y N

v - 1. Exposition is nonfiction which:
’ 3. .tries to explain something to the ‘reader, or
b. tries to help the reader understand a subject or-idea v
a ‘

2. ‘Argument is nonfiction that:
' . a. tries to persuade the reader, or
. b. fthes to make sameone do or believe a certain thing P

Students can be asked to decid€ the purpose of con}mon types of .

- nonfiction such as: . - :
¢ - (argument) L ¢ — - . . “

2. abook chapter of section which describes the different parts of a )
flower (exposition) . : - -

' 1. a newspapef éditorial asking you to vote for a certain candidate

-

. 3. a newspaper article tellirig you how to ‘change a car tire 4
(exposition)’ " ) 2 ¢ S

4. a leuer asking you to send money to help cripple}i children
{argument) . .

5. an article which tellswhy fhe author likes bird-watching
(exposition) y /i - - .

. 6. "a letter asking you to joigfthe Jpnio} Wilderness Society gud/ -

work to save America’s forests from destruction (argument) |

N
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7, a biography—the life of an.actual pe¥son, told by someone else . )
_ (exposition)? ’ = .

Students can also volunteer other examples of nonfiction, and decide
whether they are expesition or argument.

Ba,v'h/Q;k‘tions about Nonfiction ’ * ‘
Answering these basic questions during the reading of nonfiction

help the reader undersiand the purpose and remember the writing :

& M - -

1. What is the subject or main theme of the selection?
2. What point of view does lfi.e author take in presenting the

g . subject or theme? | ’ N
- 3. . What facts/opiQions are used? e | ' . J
4. What cauises are explained? ]
g 5. What are the effects of the causes? '
6. What conclusions are made?. e '
_7.. What generalizations are used? . .

8. ‘What ambiguities need to be understood?" . . .
9. y What is the author’s purpose in writing the selection? .

H s B . ! .
) Thegnswers to theése questions will help to identify the type of
nonfictlon.*Not all questions are always appropriate for all nonfiction
writing. :

Applying the Questions to a Specific Book . *

The following is a sample application of argument using part of the
.book, The Real Me, by Betty Miles (New York: Knopf, 1974, pp. 22-24). .
The Real Me is written as if the author were an eléven-year-old girl
named Barbara Fisher, Fair Park, N. Y, Barbara has opinions on many_
subjects and expresses her opinions in what she terms “essays.” The -
- following questions and responses are based on Chapter Two, é§§§y )

“On Signs.” | - 3 -~ .. e
- e
0 + 3o Aer &
2.. Biography mcludes an amagngly wide range of subjects.and should offer some- ’

thing 10 every child reader. Therc are accounts of lives S peuple who lived long ago
distant lands. See, for example, 4 Basket in the Reeds by Raphael Sdporta, a poetic .

retelling of the story of the baby Moses (Minneapolis. Lerner, 1965)aIn contrast, there are

accounts of people living mote recently in our country. An engrossing adcqunt, writlen

by Margaret Crary, describes the life of Susette la Elesche, an intrepid Omaha Indian

. woman who campaigned for the nghts of her people (New York. Hawthorn, 1973} For
L those clitldren who want to read about contemporary people, see Women Today, by Greta .
Walker (New York: QHawlhor'n,\lQ75).

ERIC- . e L.
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R 1. What is the' #bject or main’ theme of the selection?

Possible response: The main theme concerns the idea that many .
signs are deceptive. An example is the never-changing sign in the
grocery store, “BANANAS, YELLOW, RIPE" dyer bananas which
the author feels are gften “GREEN, HARD ”

‘2. What point of view does Lhe aulhor take in presemmg the .
. . subject or theme? " *

) Possible responsé. The author féels that sign readers should be very

- cautious'in interpreting signs. . - v W%

8. What facts/opinions are used? )

Possible response: Most of the writing concerns the author’s opinion
(the sign SMILE “‘usually works backward’on 'me’ ). However, there
are seme facts which ¢ould be checked (the sign OPEN on the .
cleaner’s door can be seen at midnight and Sundays when they aren’t 3

4 X
0pen) . ..

4 and 5. What causes are explamed and what are the effects of the ,
causes? :
‘Paossible response: Signs can often cause people dlfflculues For
example, the author claims she has seen people “get out of their
. cars with bundles of clothes to be cleaned and try to open the door
and then have tq put all their clothes back in the car and take them
home again’’ on holidays or other umes when the sign says OPEN
. but the door is locked. -
Ve

~

6. and 7. What conclusions are drawn and what generalizations

are used? ’ ‘1

Possible response: Th\b"ﬂuhor concludes that the reader, should
investigate the truthfulness of slgns before accepung them., The

- generahzauon made by the author is that many,signs are untrue.

8. What amblgumes need to be understood? (Not apphcab}e-to this
selection.) '

R N
9. What is the author’s purpose in writing the selection?” R
Possible response: The author’s purpose is to try to persuade the
) réader to be more careful in the interpretation of 51gns because she .
y - believes that signs can be misleading. - :

A

e follow §ng bogks could be used to develop lessons employmg the
nonfiction strategles suggested here. The approximate readablhty.
gradt:ﬁ{evel is given at the end of the reference. -
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. Books Which Exemplzfy szferent Forms of Nonfzc’uon '
: ~ R , ~
PO Nonflctron Exposmog ’ S
Andrews, Roy Ghapman. All About Dmosaurs New York: Random )
House, 1953, (5th) c
Brown, Dee. Tales of the Wamor Ants. New York G. P. Putnams )
& .. Sons, 1973, (9th) ;
Cobb, Vicki. The Long and Short of Measutemerh New York: Parents
~er Magaune Press, 197? (4th)> =
Cousteau; J. Y. The Silent World. New York Harper and Row, 1953.

. @th) =
Hesselberg, Erik. Kon*Tiki andl Englewood Cllffs, N J. Ptenuce- s
Hall, 1970. (6th) - Pt . T ’

.o " Lauber, Patricia. [umor Science Book of lolcanoes Champalgn m.: | -

- Garrard 1965, (3rd) - K

. Lifton, Betty Jean Retum to Hiroshima. New York Atheneum, 1970. )
’ (Tthy . T
. « . Mandry, Kathy. How to Grow a Jefly qus.s Farm. New Yopk: Rgndom | ..

,e House, 1974. (3rd) . ¢

I -Sutton, Felix. Indian Chiefs of the West Ncw York Simon and '
Schuster, 1970. (8th) ) .

3 Van Lawick-Goodall, Jane In the Shadow of Man Bos&on Houghton 7 >

oo . Mifflin, 1971 (7th) - 3 \ .« v ‘

~ ' .Nonfiction: A::gument3 oo
v Aiken,. Joan. “Take a Book Wherever YOL{\GO Cricket Magazine,
- Vol 9, December 1974,/pp. 22-23..La Salle, Ill Open Court Pub
' -~ Co. (&th) . : -
Blough Glenn O., and Campbell, Marjorie. When You Go tp the Zoo, ~
. ~am New York: McGraw:Hill, 1855. (4th) , - / . ' '
‘ Mxle?;“&uy “On Signs.” The Real Me. New YorkS Kndpj 1974 .
. . pp. 22-24. (6th) - A

Rosenbaurh, Jean, and Mc!\uhffe, Luue at Is Fear 4n Introduc-* A
tion to Feelings. Englewood Cliffs, N. J *Prentice-Hall, 1972. (5th) - “" .

.
The study of. nonfiction works offers the student the oppor‘lunrty,ua/
use and apply Jbasic comprehensron ‘skills. The integration of these
skiil concepts through appllcauon in literary works leads to more

5 critical readmg i - SRR
° 8. There are very few children’s books which can be elassiBed wholly as argument.
L~ The books seferred to mdude some sections which could By consdered argument
' . ° .
L . P . } R
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1l v .

 Summary

- L3
~ .

Teachers who use tradebooks as instructional tools can chpose from a
wide range *of books, matching interest and ability of students with
specific literature. Reading strategies for approagaiy fiction and
nonfiction can be developed into several types of lessons. THe lesson
. can take the form of small group discussions, game card questions
. developed from the basic questions but applied to specific books, or
' forms of creative drama, acting out’the basic' ‘elements.
A chart outlinting the important aspects of each strategy can serv
“a reference, since repeated practice of the strategies is necessary before
the technique becomes a natural way to approach literature. Student
Guides for each genre can be used either as a wall chart or given to each
student to use- as a reference. -
The readmg _strategies pronde a structure ox. ftamework t,~w1ll
Y help the reader t6 organize afid understand the information presemed;
in print. This approach differs from the “§kills in isolation" approach
, where specific skills aretaught separately, often wuhoux.unpphcauon
" in ,actual reading. The reading of fiction and nonfiction requires
combinations of reading skills. The understanding of the interrelation-
ships among these skills offers a challenge which students are able to
M ‘ meet if they know the basic structure of each genre. The tradebook can
become an exciting and useful instructienal tool in the teaching of
*]anguage sklll's

- .

‘ ) Student Guide .
- : Learning about Fiction o
Definition: The three basic elements in fiction are: (1) Character;

. oy (2) Action, and (3) Setting. Fiction is writing in which
) ong or more of the three elements are madequp, not true,’

- . P

4 Qz:esuons to Ask as You Read: . - .
g ‘ 1. Character: Who is it about?

2. Action: What happens? What is the problem?
3. Setting: Where and when does .it Happen?

Kinds of Fiction:

1. Realistic fiction: The stOl'y could possibly happen, but parts
are made up by the author for the story.
a." Historical fiction: A real setting in past time.
b. Biographical fiction: The main characler must be real.

St
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Exposition
a.
b.

a.

General Questions to Ask as You Read

“‘What, facts are used? What oplmons> -

- -

.

® The Tradebook as Instructional Tool 83,

. .vv -
2. Fanciful fiction: Character, action, or setting are unlikely or
impossible.

Predxcuons Use what you know about character, action, and

setting to predict what might happen next

" Student Guide - :
Learning gbout Nonfiction

s Definition: Nonflcuon is writing that tells about actual people,

‘events, and things. £

Two Main Kinds of Nonfiction: - . .

v

a

_tries to explain something s
tries to help' the reader understand

Examples of exposition are: % .
(1) news articles, textbooks, encyclopedia articles
(2) biography (the life story of an actual person, _ told by
+  someone else) .
(3) autobiography (the life story of an actual person, told )
by that person) . -
Argument b ~
tries to persuade the reader to do or belleve some[hlng
mes to make the reader agree wuh a certain 1dea

«

,Examples of ‘afgument are:

(1) editorials

(2) advertisements - 0
(3) letters asking you to help someone or to buy something

Whdt is the subject?
What is the main idea?

What causes are there? What effects? .

What concliisions are made? ~ .

What geheralizatig'g; are used?..” > Vs

What ambiguities need to be understood?

What is the-author’s purpose in writing the selection?
What kind of nonfiction is this?
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Arbuthnot, May Hill, and Sutherland, Zena. Children and Books. Glenview,
Hlinois:, Scott, Foresman, 1977.f

An unusually complete section on Information Books is included
(pp. 444-487). The aythors begin with dn examination of the
criteria in evaluating and selecting such books: accuracy, organiza-
tion/scope, curfency, author’s responsibility. competence, format,
and style. Following this they provide a detailéd survey of twenty-
eight of the most significant authors of information books writing
today. Additional pages look specifically at writing in topic areas.

Londsdale, Bernard, and Mackintosh, Helen. Chzldren Experience Literature.
New York: Random House, 1973, pp.. 409-439. ' :
The authors provide a useful description of the history of biography-
writing for children, and describe the range of books available
today. Biographies are grouped according to occupations, a helpful
arrangement for the teacher who needs to recommend books to a
child with a specific interest. A liberal assortment of black and

white illusr.gations is includtd.
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4 Book Illustratlon . " :
Key to Vlsual and Verbal L1teracy

A

.

John Warren Stewig s
Umversuy of Wisconsin-Milfvaukee

<
. . -
~ A

‘The first three chapters dealt with the'building blocks of literature:
words and larger literary elements. But children’s literature is not
simply language. Usually, the author’s intent is aUgmemed by the
illustrations, which extend and enhance concepts. We sometimes
erroneously assume that children understand and appreciate the
pictures which accampany literature. Unless we help children to
. become aware of the illustrations as an extension of the story, we
may miss opportunities to.increase literacy. - |
, In the precedmg chapter, Helen Felsenthal suggesteg astategy |
for approaching literature. In this chapter, John Stewig presentsa ™
\ needed strategy for approaching the pictures which accompany the
literature. Apart from some simple identification quesuons,’féfch-
ers seldom ask children to'study pictures. We must develop ways to
encourage children to interact with the illstrations, so that the.
~ artist can then provide additional content and comment, adding
richly to the rmders understanding and en]oymem of, the story.
. : L ’ o~

[ 4 - . '

‘ -

_ Those who teach children to read'are keenly sware of the word literacy,

expended, and many words written about achi€iinig reading literacy—
the ability to decode and uuhze what is decoded. Most definitions of
literacy include being able, to read and write. Our colleagues in
. language arts have expended similar lavish amounts or‘ time on ways to

help children achieve written literacy. .

< Yet such efforts are mcomplete since they do not mclude@n
v, 1mportant component: visual and verbal literacy. For to be truly
literate, espeaalﬁ' in today’s society, we must be able to decode
messages in pictures, and to encode our findings 1 in verbal language.
' How can such an assertion be justified?

[y

-
4 - - o -
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that elusive goal toward which we work. Much effort has been °
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;" “Obtaining VisuglTiteracy o N
_ A recent article pointed out that about eighty percent of ou information®

" comes to us visually (Debes, 1974). Our bombardment by visual stimuli

is so universal that it hardly evokes comment. Yet where in the
curriculum do we teach children o “tead” such visual input—to
examine it carefully part by part, extracting meaning and interacting -
_with what is expracted? Su rocesses are central tqQ the reading
program but few chlldren learn to rgad pictures effecuvely

Developing Verbal Literacy' .
< - /
’ e y
A second important factor is de/kaoping verbal literacy. the ability to
put coherent thoughts into words, words into sentences, and sentences
into largeL units. We have known for some time that most of us spend
more time communicating orally than in either reading or writing
(Stew1gz 1974).. Yet where in the elementary curriculum do we help
. childrerli learn to express in words what they have taken in through
their senses? Specifically, where do we help children learn to talk
cogently and literately about what they see in plctures, and other vistial )
. stimuli? .
Ap roaches to instruction in visual and verbal lueracy are as yet a
mosaic of interesting_ ideas, rather than a goherent philosophy or a-
unified approach to educaung young children. One pair of authors, in
" beginning a descrlpuon of a program for visual literacy, has com-
.. .Mmern ed

/s

Especially after the early grades, there is a‘!’endency to minimize the
visual aspects of communication angd children are, in a sense,

» ‘weaned away’ from pictures and iltustration. . . . (Fransecky and | ..
s Debes, 1972, p. 23) . - . ‘

If children are seldom encouraged to study illustrations, so ihey are
even less often asked to translate what they have learned in this visual )
mode’ into the verbal mode. Puuing thoughts about what was learried
visually lruo spoken words is an important ch.xllcngc all children
shollld experience. ‘

.- Visual-Verbal Skills ] . ' ) . .
: e . ™
In developing visual-verbal literacy, there are three subskills to be
considered. These are sequential, from simple to more complex, and

L4 A ~
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] " children should have’ opp«grtunmes to dev elop one skill before moung
. " on ta the ndxt one. -~ .

1. Describe What You See N -
- The first of these skllls is to describe obj\tan el.y-clearly,, concnsely, N

concretely—what the child sees. It is apparent that another “c,” a
commonly advanced purpose for elementary education—creativity —is
not included here. As there are times, according to Evans (1967) when
creativity in children’s writing is unimportant if not irrelevant, so there
are times in verbal language when the crucial task is observing
‘accurately and ,then describing with clarity. What we are as
children to do is to study an object providing visual Anput, and tlx&
tramslate this input into words. /l

6
2. Compare Two Different Ob]ects

. The second of these skills is an extension of the first—to compare two \
different objects using common descriptors. That is, given twoobjects
can the chjld accurately describe the two, mcludlﬁg the differences
\ which exist? A logical way to begin this process with young children 1 is
" to provide opportunities for them to observe their classmates and then
describe what they have noticed. Or, in looking at two pictures, can the
chlld see what is similar about them, and what sets them apart from
each other? If we have two versions of Little Red Riding Hood, can
children descrlbe how .Little Red is the same or different in the
- plctures? ' - . e

3. Leam to Determine and Compare Value- )

The third, more sophisticated, and most important of these three
visual-verbdl skills is the ability to value one of the objects. That is, we,
want children to develop the ability to say which picture they prefer,
and why This verbal ability is important because few are capable of
more than an impoverished description of theit maluauons “Listen to
. an adult tell you what he likes. Inchoate thoughts too often come out as "
Q insistent reiterations of What a person “hkes " Indeed it is a rare
*individual who can give a convinging reason for a visual preference. .
*~ _The adult who insists that, “I don’t really know anything about art,
but I know what I like,”" is not only te}llng the listener about an
1mpoverlshed background, but also a muddled thought process and a
. paucity of verbal expression. Believing, then, that this three-part
_ability is crqclal for adults and possible for children, what-kinds of

. ¥
» + -
v . . . - .
‘v i P .
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. experiences %hquld classroom teachers plan to develop childreri’s
visual-verbal luﬁracy? ] ot

3

A
~

. % .

_ Materials to Use
p - .
Some writers who are beginning to describe the possibilities in visual
literacy redommend film study. This is indeed an exciting possibility
after_preparatory experientes. For the young child, however, such
3 visual i images on film move too quickly, and are not conducive to sludy
and reflection. Additional drawbacks are the{€osl and relative incon- .
venience of film. \ s

_ As an alternative, a plentiful, convenient, and relauvely inexpensive
source of material existy. the illustrations in children’s books. Much of
what we dowith deve opmg visual and verbal skills can be done
through this medium. Cuntless artists work in the field, and pictyre’
and illustrated books hav prollferated rapidly. The teacher is at no
loss, therefore, to find materials children may use in developing these
skills. .

R, is a simple task to locate several artists’ iltustrations of the same
story or poem as a basis for.practicing each of the three skills. ,
Cinderella, Rumplestiltskin, Chanticléer and the” Fox—these and
.countless other tales in children’s literature have long inspired artists

_to create their own impressions of the story. Poetry has also received
such attention from artists. Such well-known poems as Lear’s “The
Owl and the Pussycat™ have been illustrated by several artists, and can
be used as the basis for descnbmg, compgring, and valumg experiences.

]

]

) °

. Variety in Style '

Using illustrations from books as stimulus material,¥the teacher is
helping children study the {llustrations as a separate entity, not merely
for the extenision or augmentation they provide the text. Each should
be examined as an imdependent visual artifact with a meaning of its’
.own. With young children, begin very sxmply, using one illustration
and askmg children to tell what they sece, to detail what they take in
visnally. -

" The, Three Bully, Goa[s Gruff is a logical starting point in workmg
with kindergarten or first grade children. Locate a variety of illustra-
tions for the story, and then ask children 1o tell what they see. The
teacher . may wish to focus attention on thé visual treatment of the
goats. The bold rendering in casein by Stobbs (1967) is quite unlike the

P
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dainty hoofed goat by Lenski (Hutchinson, 1925). The rakish mien of
. one goat (Asbjornsen and Moe, 1957), sketched casually by Marcia
Brown in fluid ink line, is different from the precisé black designs by
\ Vroman (Asbjornsen and Moe, 1963). Different from any of these are
the brown and white‘goats by the d’Aulaires, crossing in trio above a

\ huge troll.

- ,At another time attention mlghl be focused on the troll, an unloved
and too frequently ignored soul. ‘One artist has portrayed him as a
gargantuan creature, another as a long- -nosed and hairy being, still
another as brooding and almest perplexed. One arist shows” ‘a fey
creature which scarcely seems likely to devour the goats.

Another favorite of the young child is Little Red Rz'ding Hood. The
visual treatment of Little Red varies from the ‘stolid interpretation by
Bruna (1966), through the_pixie created in lithography by Jean Merrill

A (1968) to the apprehensive little girl overwhelmed by the er‘?compas&
“‘ing forest drawn by Aloise (Gant, 1969). The scene at the bedchamber
~ with both the wolf and Little Red brings forth many responses. One
.chfld commented that she liked this one because, “Little Red Riding
Hood and the wolf are both so funny looking” (Pmcuw Another
said, ““I like this one better because there’s so much to look atinit.”’ In -
looking at the picture by Hogrogian (}1967), one child commented;
“‘Litle Red should have the.glasses on. Then she could see by the big

nose that it’s a wolf and not grandmal” :

After children have had several experiences in describing what they
see in plctures they can move to the next skill, which is comparing two

. plclures for the same story or poem. In all of these experiences, children
are learning to absorb impressions through their sense of sight, and
give verbal expression to their observations and compatisons.
. A favorite of older children, Cinderella, works well for comparison -
purposes. A French version of the tale has Cinderella posed besidé the

the home from which shg is liberated is shown in the hlghly stylized

version by Lenski (Hutchinson, 1925). Other characters are added in

Brown's (1954) watercolor wash treatment which depicts both ‘the
.. consideration of the prince and the dismay of the sisters. We 3ometimes
" . encourage children to compare the illustrative treatment of the prince
The prince by Ness (Haviland, 1965); in bold rfiodern robes and
unfortunately large feet, is different from the one by Brown
(Haviland; 1965). The luxurmuermng evident in Ness’ woodcuts
captures and holds children’s attention as they explore the wealth of
visual detail. Girls especially enjoy comparing and contrasting the ball
gowns of Cinderella. Oneé said of the romantic, yet gothic illustration

clock which bids her leave (Contes de Perraslt, 1956). The affluence of
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a

b'y Arthur Rackham (1950), “Her dress is so fluffy it looks like it could
~ float to the ball by itself.” When studying the illustratjon irr the Lang
book (1948), another girl wondered how Cinderella could run fastin-
such a skirt. .

Puss in Boots is an old tale which never fa1l§,to amuse children, who
delight in the sly cat’s efforts to trick; ‘people. nge versiony aredone in
simple black and white (Huber, 1965) yet even when the color is .
limited and the technique is similar, there are discernibl# differences in
interpretation (Johnson, 1961). Thev lithographs of Brown's (1952)
debonair caand Fischer's (1959) striped one, both limited in colos,

. nevertheless are favorites of children and %o stimulate 6ral description.

o
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llluslranon by Hans Fischer reproduc'éd from PUSS N BOOTS by permxssnon oj

2 \ . ‘Harcourt Brace Jovanovich, Inc. - *"§
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“" More complex treatments good for qpmpanson purposes also show
wide varjety of style (Haviland, 1959). One child remarked of, this
version, “I like this one because it looks llke itMfappened in a forq;gn "
count;y" (Kastner, 1957). .

" The familiar stbry of Goldilocks and the Three Bears has challenged
the talénts of many artists, ranging from favorite old illustrations by .
Arthur Rackham to a recent version by Anne Rockwell (1975). Some-
times the bears remain animals, as in the illustrations. by Rackham
(1950). At other times they are made very human; Lenski (Hutchinson, R
1925) clothes her family, as does Stobbs (1965).

Comparing the treatment of the central character is faahtauve in °
determining verbal languake fluency. Three artists showther samplmg
the porrldge yet in each case the illustration is very unlike the others -

(The Three Bears, 1955; Rojankovsky, 1948; My Book of Goldzlocks
1962). .

This old tale is useful in demonstraung for chlldren the 1dea of story .
variation. Folk and fairy tales are a»allable in many versions. This -
story, unlike others, can be traced to a specific author, Eleanor Mure -
(1967). In her original version, the intruder was not a sweet chfld, but
rather a greedy old woman. The incensed bears, not content with .
chasing her from the house, tried to d6 away with her.in the fireplace..
To their dismay, they discovered she was noncombustible. THe Andrew
Lang (1949) version also depicts an ifascible pld lady, not dismayed,
but in fact rather annoyed at having het” sleep interrupted. Stil} another

-~ mutation of the story, which captivates children but arouses the wrath
of some of their teachers, is the one by Tony Palazzo (1959). He depicts -~ ,
a conventional enough trio of bears, but a highly unconventional

. . | Goldilocks. , . ‘- © e

\Usmg Poetry . A e . 'v e; -
The illustrations for many poems are also helpful in mouvaung L
children in the process of descrlbmg, comparmg, and valuing. Several |
illustrations are available for the, two poems, ““The Owl and T
Pussycat;”’ and “Q Mqt,hér Huliga;d » ’ ul
The nonsense ar’s pqcm: $Fhe Owl and, the Pussycat (196
has yﬁmgtled mahy artists, begmnmg%wuh the poet-himself. Lear's
illustratiéns are’of inter#t rstoncélﬁy ,,but,do not capture thldren s
attentian and motivate verb#] laqguagé as. easliy as"do other v. .
For example contrast them with the.cofite) 1porary open color illustra- o

tions"of Coorney (1961) which evoke a'lus; orcst repast This poem is
B . ~ . e ae® -8
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also available in a Frénch version, which can be used with chlldren o
reinforce the idea 'that people write and read different languages, an
lmportam aid in guiding children away from the ethnocentrism so

‘natiral to them when they are young. *

Mother Goose rhymes$ also offer rich possibilities for.developing

4 verbal facility. “Old Mother Hubbard™ is one which has drawn

illustrations from a variety of artists. Though in most drawings she is

_incap and apron there the similarities stop, and a wide differehce in

interpretation is availablerSome are in black and white, as is the one by
Rackham {Mother Goose Rhymes, 1969), while some are in full.color,
as is the one by Tenggren (1940). Some feature an old woman of ample
proportions; Galdone’s (1960) hefty Mother sports a fashionabde bustle
and gingham apron. Ward’s 1llusnauo& (Huber, ‘1965) depicts her as
tall, while Lobel’s (1968) version shows a compact dumplmg of.a
woman. Even the evoeation of time is different. In comparing two

iltustrations, dne cild felt that the one by deAngeli (1954) “  looks .
. like it happened longer ago,” than did the one by Ro;ankovsky (1942).'

-

Children’s Response }o\&he Materials

Once the teacher has selected a variety of illustrations for a story or a
poem to use .with children and-is ready to begin, how should the
materials be used? How can the children be expected to respond?

Specific methods of presentation, types of questions used to stimu-
late observation and._ discussion, number of illustrations used, and
length of the sessions must depend on the group. The teacher will vary
these factors infsessions whlch will develop verbal skills of describing,
ledding 0 verbal literacy.

While using ‘the illustratons for “The Owl and the Pussycat’ with
children, 1 discovered that kindergarten cHildren without previous
experience in structured oral discussion delighted in describing what
they saw in illustrations for the nonsense verse. by Lear. They were

developmg sthe first skill needed for verbal-visual literacy—that “of

descxfbmg Since it was an initial experience, we began 51mply with
one 1llustrauon and a few questions:

What de you see in the plcture>

’

What colors has the artist used? T

‘Where is this évent taking place? How can you tell?
What things did the owl and "pussycat take along?
Is the boat like any you have seen? How differéﬁ 19 i?

o . (4
«
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— Slxth graders, who had a variety of previous oral language experi-

- ences, were able to do quite well in evaluating as a result of close
observation and practice in describing. A classreom teacher used three
-of the illustrations for The Hare and the Tortoise ih doing a thiee-
i section unit on describing. The pictures were put up in the roorh for a
i . few days so children could observe them. Children responded well to
\ the challenge of seeing how closely they could discern what was in the
- pictures. One,oral discussion session centered on describing, separately,
each illustration. A second session centered on comparing two of the
3 illustrations. During the third session children explained to their
. clasémates their reasons for preferring, or valuing, one of the three
illustrations. There was little verbal.impoverishment apparent as these

sm.h graders discussed articulately the reasons for their choices.

=3
Developing Typeface Awareness - .
Another technique for developing usual }gnmmlty whlch challenges
children to put into words what they ha\e perceived is a p‘lanned
- __experience with typefaces. There 1s rich variety, with both subtle and
y . readily apparent differences, available in print today. The novélty of
studying somethmg, they lrave seldom thoug}n about intrigues chil-
dren. \In the process, they sharpcn visual percepuczn skills and verbal *
abilites.

Two readily gvailable sources for typeface samples exist:

. O 1. Most magazines contain awide variety of type samples, espe-
' _cially in adverusemeuts .

- The paper is outstandmg
‘We are proud of you.

Close inspection of typeface samples taken from magdzine adverusemems will reveal
, C . differences that aren’t apparent at first glance.
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2. Chlldren s books also contain such variety, providing these can
be enlarged by an opaque projector 1o mal\c them big cnough )
. use! - . , .

Such a urlm of study might begin with a trip to a‘]ocal printer. A
logical fellowup to this might be some brief investigation of the
history and development of moveable type, approprmte to the grade
level involved. Zhen the teacher introduces activities designed to
increase visual sensitivity, presenting a »anety of typefaces of quite L.
dlfferem styles. (A single letter can be prmted in a variety of ways, as
“ shown below. ) The problem for the children is o notice the physical
characteristics of the typeface, and to describe in words the differences

»

- . N

)4 1A bo()l\ contaniig a wide vanets of tvpefaces 1s. hmlunn of L cltering I)) Russell

Laker (New York: Viking Press, 1966).
Matenal useful for the teacher 15 e hulul i The 20 Letters by ()\(dl Ogg (New York

T. Y. Crmwll 1971y, i . ' .
. ) ] » . ..
. o .
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. . N
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they havye pérCeive('i As children’s ability to dtzscribe their perceptions
. " develops, the differences in samples presented grow smaller. Inter- _
spersed with such teacher-initiate ses ssions, or perhaps following .
them, aré dg;xpérlences in which ¢hiydren séarch for samples of type- )
] faces, and group them according o Criteria they ‘develop. Visual
. sophlsucauon in detecting similar¥fies and differences, and the ablhty . )
L, to categorize grow as children experience a series of such activities. ,
Along with this growth is the mcreasing power of qanslaung in M
words the visual sensauons (hey have &per;énced

. {
\ » ) . b
Summal_'y L . s

N -
- . IS ~ . -~ .

-
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) { " l
. Visual and verbal _literacy skills, so crucial because they are st )
. frequently used by aduﬁs, are paradoxically among those least c‘;f%zﬁ” .
. - developed in systemallc fashion in the elementary schpol. Among the ~
.. several reasons for this must be included the fact that component
- subskills of visual and verbal literdcy are infrequently identified.
Because all three subskills are crucial, children must be prov1ded
opporturities to describe, compare, and valu')ral . One effective way o .
of encouraging ehildren to do this is to ge ittustratibng from chlldren s >
« literature; another approach is to involve them in lypeface Study. Both *
approaches offer many advantages. illustrations and typeface samples
- are edsy to locate, plentiful, and of much mteresL to children. Chtl(fren
respond eagerly to these methods and in the process develop valuable .
™ ‘visual and verbal literacy skxlls ' ] i ’

. ]
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Alderson, Brian. ‘ookmg at picture-books, 1973, an exhzbmon prepared by

. Brian dldérsoMand arranged by the 'National Bovk League. Distnibuted mi
-~ the United States by Children’s Book Council, 1973.

Annotatidns in this exhibition catalogue are refreshing bechuse

they are critical, rather than simply descriptive. The author

- . luates the books, not just telling what each includes. Though
. pnmanly' English in focus, the large number, of books also .
+ . published in the United States make. this a valuable resource. .

Books are arranged in categories, and a brief (2-3 paragraph) - “%
introduction precedes each category. Though the illustrations ate
small and black and white, the]uxlaposmon of several Contr:{sung .

. - . ones on the same page clarifies the text -
.= | Applebee, Arthur N. The Child's Concept of Story Chicago: The University .
. of Chicago Press, 1978. .

An incisive study of the processes children use when they tell
: stories, reporting research data gathered from childfen ages two
through seventeen: The author uses James Britton’s analysis of
different types, of Janguage as a structure for dgscribing what
children do when they coggnose a story. The specl;i‘;i and partici-
parnt roles are described, #lustrated by samples drawn from the
large corpus of stories the"fesearch analyzed. Six types ‘of structure
in children’s stories are identified, supported with further exam-
ples: heaps, sequences, primitive narratives, unfocused and focused
_ chains, and narratives. Ways children progress through these are
. described. A comiplex book requiring carefu] study, this is_well
worth the effort for the. understanding it, offers of a c0mplex

Lo process usually overlooked. .

Bader, Barbara. American Piturebooks Jrom Noah's Ark to The Beast Within'
New York: Macmillan, 1976. -

' Generous size, clear illustrations in quantity, and an articulate text N
mark this as the definitive book on the subject. Bader writes in
convincing fashion, sharing the results of years of study and a’

o perceptive view. The book helps one see today’s picture books in
the light ‘of historical anted®lents, all too often inaccessible to .
- anyone but scholars. Unlike many books of criticism, this is ~
neilhe)\ry nor pedantic for even the novice it makes engrossing
reading < ‘ S s
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.o 1 Bllshex;, Edward (ed.). The Thorny Paradise. Writers on Writing for Children. )

- LY Harmondsworth, Middlesex: Kestrel Books, 1975. )
e Twenty-two essays by noted children’s authors seem divided into

(l) assertions that children’s literature is a valid literary genre-and

o iting for children is a respectable literary profession; and (2)

~ektended analyses of the individual’s sources ofideas, processes of

writing, and other professional.concerns. Among the most pro-

. vocative are*the essays by John Gordon and Joan Aiken. o

~ . Fisher, Margery. Who's Who in Children’s Books. New York. Holt, Rinehart
‘., and Winston, 1975.
If you don’t know who MllO, Mowgli, or Mary- Anne are, this

N - reference,work will el you. Milo 1s from The Phantom Toll-
% " booth, \'lowgll»from he Jungle Book, and Mary Anne from Mike i
Mulligan and His Steam Shovel. That type of knowledge is of itself . 3
) of limited usefulness, but the related commentary for each entry * )
- makes interesting reading. The book is not limited to plot synopsi,

. but includes evaluative comments and the author’s personal re-
sponsg to the materials. . -

Jan, Isabelle. On Children’s Literature. New York: Schoken Books, 1974.

. Anoted French aitic dlscusses various genies ang shares her .
insights into didacticism, based on the belief that children’s
literature exists as a genre with special charactensucs, has antece-

. dents, and is continually evolving, Although she omits many

- writers who are considered importafit in the U.S., and includes
pthers who are not generally deemed worthy of serious criticism,
the book, written in awesomely articulate style, abounds in mte1~

< lectual challenges. . R

~  Larkin, David. The Fantastic Kingdom. New York Ballantine Books, 1974. .

In beautifully clear, intriguingly colored full-page reproductions, .
the editor presents fourteen illustrators whose names are too often.

- unknown, whqse paintings are forgoaen All born in the last half .

¢ . . : of the nineteenth century, they created 4 unique world of fantasy, . :

. . infused with elements of Art Nouveau. Despite that common ‘

element, there is remarkable diversity here, which wrlt dehghl the -
_ student of children’s boqk illustration. . ot

Terry, Anns Chaldren's Porl‘rv Preferences. .1 ‘\'alumal Survey of C lnldr?n s
Poetry Preferences. Urbana: NCTE. 1974. .
L Despite the-quantity of new realistic poetry, teachers continue to )
read traditional poems. The author set out to de ine if this is one
oo, reason interest in poetry begins to “decline about grade five. One
chapter summarizes all the previous studies of children’s prefer-
N ences. Students in 4-6th grade were asked 10 llslen to poéury on |
. cassette tapes and respond. Haiku and free verse were amoiig,the
feast liked. Narrative poems.and those with strong rhyme ‘rhythm .
were favorites. Liking a poem was strongly linked to under- o
standing it: obscure imagery elicited negative, response. Survey of g
: teachmg procedures revealed flfly percent.of teachers’taught less
" than nine poems a year. This i 1s the most compmhensnve survey of
pre?erence now available. -
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Townsend, John Rowe.* Written for Children. An Outline oFEnghsh-
Language Children’s Literature. Philadelphia: J. B. Lippincott, 1975,
- The author deals with the entire array of genres now present in
books for children. Among’ the topics is*the presentation of
mmorny groups. His comments on these, including the early -
integrationist books and the recent superb work by Vlrgmla‘
‘Hamilton, are particularly helpful. An extendeq@analysis of chang-
ing presentations of parent- -child relauons is in luded set against o
the®arligr family stories of Ennght and Estes. The rise of the highly
idiosyncratic female heroine is described. See alsq this author’s 4
Sense of Story (Philadelphia: J. B Lippincot, 1971).°

White, Mary Lou. Children's therature Criticism and Re.spon.se’ Columbus.
Charles E. Merrill Publishing Co., 1976.
A diverse collection of twenty-seven articles drawn from several
sources are grouped into four categopes of «criticism: psycho-,
logical, sociological, archetypal and structural. For each category
the author provides descnpuon of the approachgan introduction.,
to the articles and statements ‘of the relation between them, and a
follow-up section on ways of resporrding. These last activities are
primarily to enhance adult readers’ understanding, though some
could be adapted for use wnl}‘mature child readers.
The articles themselves range in publication date from 1932 tO
. 1974 (one on Soviet children’s literature and Chmese children’s
litgrature respecsively). Many are of interest prlmanly o )the serious *
scholdr of children’s literature, though all are of intrinsic interest
for the light they shed on changing attitudes toward books. A final
chapter (pp. 22]-236) offers activities for énhancing children's
understariding of ways bobks may be analyzed responded to. This
is a singularly important, carefully created book which should be
read. Do not be misted by the consciously ugly cover—what is
within is far more intriguing. -
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o Richard Kolczynéki ' ) )
Ball State.University '

Definitions of literacy often include the ability to write as well asto *
read. If we af interested in fully developed literacy, we mustextend
basic reading instruction to include ways to develop competencies;
lin writing. ! o . *
In this gRapter, Richard Kolczynski describes~an approach
using tra ks to motivate children to write. While some other o :
*books about composition incidentally refer to the use of literature
as™ motivation for writing, tharapproach is the major focus here.” | . /\/
* ' Aftet describing the general relationship between the literature, .
. program and composition experiences, the author talks specifical: . .
' ly about literature as a model for writing. He also discusses . ’
HREIN techniques' for reshaping children’s compositions.

.
-~

Teaching childrgn to read and to write is probably paramount amgng,
the many goals of a quality education. To list the vdlues of literacy
would be to repeat the obvious. My intent, however, is to focus
. attention* on reading a specific kind of material (the reading of ,

literature), 4nd, on a specific value of such reading (as a point of :
3 > - N

departure for writing). .
The value of quality literature for learning and experiencing ..
appears, obvious bu.t is toosoften taken for granted. ., , .

-

4 - The $tudent of human nature is nowadays t0o apt'to forget that . .
most of what we know about themimnd of mantis to be learnt from
the writings not of scientists but of men of letters—the poets and

* hisyorians, the ‘n(‘)velists and the literary critics. -

r Sir Cyril Burt - .

Literature has had a place in the schools fiom the begfnﬁings of -
education, but the emphasis and the kinds of literary experiences have |

.
-t

v varied widely. ) . X
At this point, most educators agree that reading good literature and
the experiences that should flow from such reading can no longer be  —~——

- . ‘ 51 -
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subsumed under a *reading” or “English”’ program. Atuention is now
being focused upon literaturesas an integral part of language arts
. which, in ‘wrn, can be integrated. with the entire school program.
: . “Books, stories and ‘poems” [should not be used simply to] “fill,

s »

incidental moments in the school lives of young children.”

If the teacher k;lows both children and their literature, she will be
able to bring them together through the events of the day for many
o unifyin% and enriching moments. gPaige,‘ 1969) ‘ &
A good program, therefore, is a well-planned, gontinuing expériénce
. ; that not dnly encourages children to read hut.also guides them in
*  developing interests, knowledge, skills, and appreciation needed to

+

enjoy literature. :

Y C. . F 4
. One of the greatest values of a literature program 1s that it serves as a
) source for a variety of creative endeavors. In addition to being inspired - v
. to'paint, dance, sing or dramatize, children can be motivated to explore
. ", and expand their ownecapacity ‘for personal writing. .
. * It is not unusual for the same book 8 preduce differing responses.
After hearing the story Yummers by James*Marshall (New York: ~
b . . - .
Houghton Mifflin, 1973) two second grade students expressed their
reactions with crayon drawings.’ L T
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But a third child wrote these comrhents:

IS -

De\/on fooler 2L =D
Yummer‘s . Ly
m//\/ ctFe o lot of _
7[\005{ anc/ she vas ¥Q7'/%d i
e sforv noade me
narv] /oveo/ Fhe 5)‘02“\/
| tHolidht it .was funiv
)t learped . me 4 lessan’
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‘

o .
The theory that literature serves to supplement students’ personal .
experiences is not new.

. L DR N - ' ' '
The input of ideas and of expressive language must be a partof any
childrén’s program which seeks to develdp the power to communi-
cate in both spoken and wrigen language. The input of ideas
thrqugh literature is vital if children are going to have a reservoir
of knowledge for their own creativity. {Hall, 1970, pp. 72-73)

Another writer states that reading not only stimulates children to
think, but '~ | - '

. .italso helps improve wrmng style through hearing the vocabu-

lary, sentence ~construction, grammar and symacucal arrange-

R . ments, organization and approach used' by other writers. (Black,”
g 1971)'

@ - -
- \ ]

Literature as a Model for Writing

< - —

Just as chlldren learn to speak,and use their language by listening to
thos¢ around them, they can also discover the values and applications
of h(tera(ure as an impetus for their own areative expression. Children
4
cannot effectively tgll or, write about stories or books, however, until
they are exposed to good models of literature. As Evertts (1966)
suggests, “the quality of ‘composition’ [whether oral or wrmen]
- “varies with the quality of input.” The teacher, therefore, has the’
) responQ}blllly to prov ide time for a variety of literary experiences and to
promote interest in and favorable attitudes toward fine literature. By
listening to and reading good stories and books, children will developa
store of knowledge and experiences that will guide them as they
discover written language as a means to express their gwn ideas.
The reactions of two second graders to ] \/Iaurlce Sendak’s book,
Where ‘the Wild Things Are (New York: Harper and Ro%, 1963)
proevidé ample evidence that these children, though young, possessed a
real insight into human needs. Both werg able to con%ey their feelings
1n these spontaneous reactions, dlctated to fourth grade students:

.

. Max’s mother and father didn’t know how to handle him. Some- A
, times he did bad things and only. his friends in the jungle knew
. , - that he was good It's nice to have good friends who knpw! /\/

c - ) Cindy, Grade 2 ,
If I was Max, I'd go back to the place with wild things. He’s nat

.gonna_get his way at home anyway. Anyway, he needs some ‘good
" friends. .

- o . Jim, Grade 2 !
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The most significant value of wide and continuoug contact with
literature is the development and refinement of children’s sensitivity to
language. Exposure to Janguage, both oral and writtén, influences
vocabulary developmern, Through reading, children. also become
aware of the functions of words, figurative expressions, and sentence
patterns. As children are guided in their explorations of litgrature, they
will become increasingly aware of the functional and ‘creative attributes
of language and they should be helped in their attempts to use
language expressively. Jeanne Bendick’s (1963) 4 Fresh Look at Night
is a good example of writing that allows one to develop sensqry images
through descriptive language: : ‘

A city full of lights and windows is like .t
frozen fireworks on the Fourth of July, o

Rainy nights are like silk and satin.
Snowy nights are like feathers and*far. . _

Other fine language images are included in Nfé‘ii& by Ezra Jack Keats
(New York: Atheneum, 1969). Children’s use of language in respond-
ing to night as a motivation is also included in 4 Celebration of Bees,.
by Barbara Esbensen'(Minneapolis: Winston Press, Inc., 1975). Such
examples may be used to help children “see”/fhe power of language to
describe in vivid, sensory, colorful ways. Moffett (1968a, p. 125) states
that “when,children write, they read more, they become involved in
language, they get caught up in cycles of givifig and taking words that
gather momentum and accelerate progress in both reading and writ-
ing.”” . - —s

Reading good literature also provides models for children to study
and follow. As Huck (1976, p. 681) explains:

It is essential that many examples of the literary form be presented
and; discussed in order that children understand its patterns'an
. elements. .- . R

As chigiren’ gaih experience in identifying various forms of literature,
+hey can begin to develop their own stories and poems. In addition to
creating pictures with paint,_collage, or crayon, children may be
guided to respond to literature through variouy[orms of writing. A-
.child may choose the one that best conveys his or her own personal
response to the literary selection. '

. The poem ‘“Peeling Blue” and the letter which follows it" are

examples &f individual responses.” - ° " '
. } . -

b4
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*  Feeling Blue h )

"Frog didn’nNeel well o L et
I had the Nu . AN
. We were sick and — T T
We felt blue. . . P
[} A . L)) I . -
_Frog got beuter whil . 4
Toad got blue N
* But I still was sick . . .. - -
\ I had the flu ' - .
) Marggie, Grade 4 o N
! (written after reading “The Story™ in ?‘"rog and Toad Are Fnends ? -
+ by Arnold Lobel) . : o .
t . ~ .Dear King and Queen, * N Tt L
. - . You were very nice t0 a boy with ' . . '
many friends. It is good to have * v )
a lot of food. If you need help, _ L A
I can help you have fun too. - : - <
- Love, ) . . e T
. Tommy . s e,
L P.S. May I bring a friend? .
- - Torhmy, -Grade-3  — S R
QT,P\ . Y, G z
(written in response 1o Beatrice Schenk DeRegmers May I Brmg a . .
p— Friend?) i % . N
. ] R 4
Forms of writing which children mxghl use in rédctmg © a story
include: ? T e
rewriting endings ;' letters ‘. y
creative stories ' newspaper articles X
statement of, personal - unfinished ‘stories i '
~ Teaction . commentary for-films/ *
: rewriting titles filmstrips -
- journals, diaries, logs . invitations, announcements

Attention to the elements of good literature (sétting, plot, characteri-

zation, theme, and style) may help students to become aware that

. authors employ different styles; adaptmg language to express indi-
o vidual ideas and purpose for writing. Although it is.important for
teachers tq be knowledgeable of the elements of literature, that strucs
tural information should not be'forced upon children. Such Jearning is
gradual and rmay be éncouraged by cateful questioning and b explor-

ing models of good writing. To supplemem.the use of literature itself, °
_such books as Someday You'll Write by Elizabeth Yates (1962) and the ..

. . r L Y
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First Book of Creative Writing by Julia C. Mahon (1968) ‘are valuable
n 1llustratmg the art and te::&}'iques of good writing. Suggestions for
making reports can be found in Sue R. Brandt’s How to Write a Report .
(1968). - . ] ‘

It is important to be aware of four points when working with
s children who are mexpenenced writers: -

First, teachers should not lose sight of the fact that most writing w ill
consist of the child’s own choice of subject matier, lapguage, and sty
Furthermore, authentic wriung comes about only w hen the child has
something to say fc;g real reasons and when writing is an outgrowth

e

df meaningful expeyiences (direct or Vicarious). ‘

Secorid, although” children will penefit from having a varie(y of
stimulants an experiences from which their own ideas may develop,
teachers should¥x<n e§tabllsh rlgld framew orks, standards, or courses of

. study that may restrict creativity and producq artificial and strugtivred
. writing -lessons. Meaningful and expressive *writing is seldom the
L product of classroom exefcises.

It is essential that children be allowed ample time to read, to engage
in prewriting activities—thinking, talking, planning, and sketching
Ideas-and to write and share their writing with others. An excfllent .
way to provide a conducive atmosphere for reading and writidg is to

have a “Writer’s Corner’’! which may be combined with a “Literature
Center.” B a center where children could come and go freely would

1nc1,ude' . ‘ \/ ‘
* Materials: books, stories, poems, pictures, idea cards magazines,
» dacuonarles, and olher print and 'nonprmt materlals o

A

Supp‘lzes paper pencxls, pens, magic markers, boxes, tape, cos-
»~ _ tumes, sc1ssors, paste, and other ‘craft items - N .

* Equapment: records, recérd player cassette and tapes, overhead ﬁ -
+ Projecar, puppet theatre and ‘camera .t e

THhird, culdren and [eachers should yew good literature as models ‘f’\\‘
and stimulants for-developing sensitivity to language and for geferat- 7y
. ing new ideas. Teachers should not belabor technical aspects such as ’
. hterary terminology, flguramelanguage and formal accuracy. Because
- wrltmg program based on literdture,” says. Stewig (1975, p. 23), -
- "does ot mean that teachers should attempt to dissegt what they read .
with the children.”” He goes on 10 say &M the purpose of usmg litera=— ———
turg, as a basis for writing is *“tp draw out from children their reaction’

1. Another exgtanaton of this 1dedt 15 included m Language f\penmxu’s m Com-
. Qmumt‘lmop by Hoach Van Adlen {Boston. Houghton Mifflin, 1976, pp 72- 27%) Many
. kinds of centers 'related l() l.mgm;,( COMPLCn(Ies are m(hsdul
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" - to what they read ratt}) than consaously implant in their mmds large .
o amounts of cognitive information.” Personal enjoyment should not be
P overlooked as a major purpose of reading literature. o ‘
. JFourth, antiquated forms of book reporting that are not appropriate
Do for children and do not adequately’ reflect. the quallt) of reading
experiences must be discarded. Most traditional book reports are
* inadequately prepared’and do not reflect geriuine, meaningful, and *
..  enjoyable encounters with literature. Students should be encouraged to
share their reading in forms they can handle and at times that are
appropriate. There are many alternative factivities that encourage
children- to put their writing to use: i

o making books? recordmg on tapgs . :
choral reading - ) painting,” d}awmg -
. starytelling ‘ pulting words 18 mu51c -
dramatizing " finger plays
N , making filmstrips *  flannelboard reports . ° c
) collages o ‘. 4 rHythm, -activities
collections, thlbllb'"-. e field weips S
e el
dioramas - “’*'«m. ;podels .. .. .
. puzzles~  °

lueralﬁi‘e“mapsm “toseen A

. It is the teacher’s responsibility to create a recepuve climate for
participating in sueh activities.

*

Rec_eiving{;aﬁd lfeshaping . ;L
One author has'suggested that “The way ;n which writing/'s}ecelved
by the group when it is written may have more to do with éncouraging
the children<o write than have the stimuli that are applied for thgs
‘ : purpose” (Jones, 1969). Moffett (1968, pp. 192-194) agrees that the
wmer is influenced mgmhcantly by the responder(s). He comends that o
. one reason for writing is'to elicit, certain reactions from a defined
audience. Once a student completes a written produgt, therefore, it

. . beeomes important to identify a significant audience with whom the
L writing: could be shared. Reactions to the.composition and feedback

L offered to the writer, should be provided, in the form of atdience -
Co Yeception and response. . -
’ " Implicatiopns foi"the classroom ,are apparent. Students should be _
encouraged to write for.thumacaund enj _Lmem of others in additign;

\w

2. A useful re smuu 15 Iluuks for You to Make h\ Susan Purdy (Philadelphia. _I B.
Lippincott, 1973) .

»*
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to any personal writing they do for their own enjoyment. Writing of all
kinds can be shared when the classroom environment is nonthreaten-
- ing and’iﬁgrfnal. Although the teacher is obviously a significant adult
* - audience, the students themselves are a more natural audience. “As
' - children read each other's writing and see their own writing read by .
- ', others they learn to see quality in their work, to care about what they
produce, and to feel their woxk is important.” (Blake, 1971) .
. - @’offe{t (1968a, p. 269) believés that*children should be encouraged <
rite for each other and to react to the writing of others in'a
discussion and workshop setting. This practice allows for cross-
commentary, editing, and reshaping of writing while w 8. in
. - progress or. soon after it is completed. Stidents break into small groups

to exchange papers, read thém, and talk about improving and develop- .
ing their work. Their comments and suggestions will be oral as they
react spontaneously te each other’s papers. g /
- ‘Role of the Teacher in a Workshop Situation’ = -
. g ¢ 8

. The role of the teacher in this type of workshop is clearly delineated:

First, as an integested reader, the“tgacher becomes an adult audience
with whom writing is shared. At this point, the teachey. yeceives the
chilg‘s.writing and responds to the idea%p:nd ¢ontenf in a sympathetic
manner. The teacRer encourages and motivatgs students to develop
ideas and impressions in ways that appear appropriate to tHeir
purposes for writing and that achieve the desired” effects oh a given” *
audience. In this role'of an interested reader, the teacher should keep in
_mind. that: . '

» T Essentially.awriter is seeking to communicate—an idea,athought,
a feeling, a piece of information, or a point of view. ... No writer .
sets as his goal the writing of “correct” English, or the inclusion of .
soméone’s ndtion of the proper amount of punctuation, or the -
. _introduction of each pafagraph with a topic sentence. (Petty, 1967,
.. p: 82) . ’

0

At this point one xgg}*éht wonder about several traditignal “duties” of
teachers in evaluating children's writing. What do we do about faulty
constructions, misspelled words, incorrect punctuation, and:instruc-
tion ig the mechanics of writing? - e ,

“If spontaneity is to be maintained, punctuation must sgmetimes be
overlooked, particularly with novice authors.
+  Secondary to-the teacher’s tole.as.arrinterested reader will be thatof .
an editor wha provides effectwe alternatives which may clarify orsolve” =~~~

l C ‘ ) a
l . - N .
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A
m/cham’ﬁalczy‘hski .
problems encountered during the prewriting and. or writing s/tages.
Although Moffett would see no need fgmriting comments on stu-

-

dems’ compositions, he does believe that g teacher could help students
“10 interpret their initially vague Tespons and to translate them into
the technical features of the paper”” (Moffett, 1968b, p. 196) that would
help to achieve their goals for writing. He goes orr to say that the
teacher should be of assistance during the writing process by con-'
sulting, respondmg, and cpaching. Assistgnce with specific writing

problems would be handled with individuals when'such help and 7
advice is relevant' and timely. ‘

4 third’role of the teacher s to develop and expand studenis’ .
abilities to respond to each other’s writing and to offer suggestions fd'r‘ i

improving expression. If students were taught to teach each other, it
would make possible “‘a lot more writing,and a lot more respons€ to the | « |
writing than a teacher could otherw ise sponsor’ (Moffett, 1968b, p. 196). \
Becau$e one's peers are a natural audience, students can be led to_

- . respond spontaneously to each other's writing and also make
suggesuons for changes, mcludmg but not dwellmg on coy .
tions of spelling and punctuation. . ~— @jﬁ‘\_
-Of course, any teacher should have lh?f right to remark -on pupll
writing, if onK' (o encouragg or appreciate, but . . . children hould
begin their careers thinking of the class ag more the audience than
the teacher. . (Vloffett 1968a, p. 126)

-

Perhaps the most important goal for teachers 1s to‘hel’J children
_become independent .and to view evaluation as a matter of self-
appraisal. The teacher’s ability to ask questions may be the key to
achieving this goal. During and after careful observations of the
writing process, the teacher should encourage stud?s to think about

.
their own writing by asking appropriate question$: Such quespons
should not seek specific ‘right”” answers, but should aim.q broaden
clarjfy the student’s perception of the wrmng stimulus or theO(udem s
.style of expression.

~

. the purpose of this quesuonmg is to develop habits of reﬂecung
upon thinking about, and reatting to written material. Each child
wilkdevelop this ability at his or her own level. Some wilt become
very adept at it; others will have less success. The quesuonmg "does
not becomean end in itself but rather a means of encouraging this
reflective attitude toward writing. (Stewig, 1975, p. 223)

As children begin to see writing as an effective and satisfying means

“, through which to communicate, they will find inner glotivation to
evaluate what they have written and will seek new forms of writing and
mofllopportunities to read. In an ideal situation, students 1te for

~ i
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each other and read each uther’s wrmng, thereby makmg each wrmng
assignment a reading assngnmem S

3
~
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Conclusnon ) A . d

" as a springpbard for many creative endea»ors 1t 1s believed that one

.

- .Mahon, Julia C. First Book of Creative Wrmng New' York F, Waus, I968

‘ ¢
Getring children to write well and the»elop a Lommumg(enjoymem
of writing are major goals of most teachers. Because literatdire de\elqps
9
a sensitivit languagel provides models for good writing, and serves

excellent way *to develop active writers is to utilize the abundance of
good literature as an impetus for personal writing. Since “reading (and
especially reading literature), affects one’s way of talking and one’s
choice of topics, changes the percepuons of reality, of others and of the

. self, and influences ‘attitudes and ‘behavior” (Stahl, 1975), thén let,

reading lead to writing and writing lead to reading, . .

PR T - : ' i ’.
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6 Readlng Comprehensmn ~

R through Creauve Dramat1cs
. A\ . . . - . )

Mary Jett-Simpson
. + University of Wisconsin-Milwaukee

. Mary Jett-Sxmpson suggests, in this final chapter, that teachers are
, - not confined to illustrations, words, and writing in their efforts to
« . develop literate children. Her alternative is an innovative method
of using creatjve dramatics to measure comprehension. v
L Drama has usually occupied only a peripheral; rather than
. integral,” place in the elementary-curriculum.
“Ms. Jett-Simpson stresses drama as Zn pid to comprehensxon by
the students, and also focuses on th€_six ways teachérs may
. drama to assess studénts’ underslandmgof a selection they have
- read- She gives several examples of literature which can be used )
* and ways those stories can be dramatized most effectively. FolIow-
! _ 1 ing her_example, more teachers may regularly include creative -

drama in their classrooms. .
\ - € ). +

'
> .

xTradmonally, a dgtennmauon of reading comprehension is elicited by *
. questions in oral or written form. Certainly this method.is direct and
- . expedlem However, there are several rfmb?ems if questioning 1s the
only method of measuring comprehenswn The problems stem 'from
. the teagher's phrasing of,the quéstions and the child’s ability 1o intex- -
. . pret l{;anguage in Whl(.h the questions are phrased. Bormuth’s (1970)
researth.strongly Supports the idea that the complfxuy of the syntax of
- gqQuestion affects the likelihood of the child making a correct response ;
' Tuinman (1974) and Pyfczak (1972) have pointed out that many °
. .measures of reading comprehensioninclude multiple choice items that
- could be answered without reading, the material. Thus, the questions
~ ‘would not be dependent on comprehension of the passage itself. Most .
ampogant is Guszak s (1968) work, which has shown that lhe greatest
number of q_uesuons typieally asked during dlSCUS'S?ODS are literal or ’
_factual. Such.questions do net allow children to demongtrate their .
depth of understandmg and tespon/ss”(o a story, In addition, questions .
" tend-to focus on small, isofated segmenYs of a story [ather than the story -’
as a whole. , . . ;
- vI

-
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. Twlo obvious solutidns are: (1) to improve the teacher’s abillty ‘to
. phrase questions for higher levels of compre%ensron and (2) to use .
quesuon syntax m oral and written form which the child can com-
prehend. - . . a : 4 .

Both of these solutions are .important, viable, and should, be. )

1mplememed However, there are other %Yernames which accom-
modate the problems raised and offer greater variety and interest for a
. readlng curriculum. One of these alternatives is creative drama

£ - .

oo Cieative Drama in the Classroom . ’ ‘

v ’ H .. ¢ "

l’ntereqt in drama is not new,,the techmques today grouped under this
P  title were begun in rudlmentary fashion by Colanel Francis Parker in
> the early years of this century. Many writers have desctibed at length
the.principles, values, and outcomes of drama experiences for children °
. {Stewig, 1972), although research to document these assertions is just
: begmnmg’(SteWIg, 1976). * : : /
. Creative drama is seldom thought of as erﬁrer a wa) of eVoking or
. assessing reading comprehensron Rather, it is typjcally classified as,
something extra—for fun and creativity_after the “real” work of the
reading class is complete—the wtfkb oks, the oral rezldmg, and the.
. answering of literal quesifons. Too o{t]en creative drama is placed in
the reading curriculfirh “if there is time.” ~ °* B ..
. .. ¢ Créative drama shou)d not be relegated to an only if-there’s titne
+ position. It should be considered a.major method 0. measuring

¢ reading comprehension. « - ’
. The problems associated with questioning are.minimgzed, if not
AR eliminated, in creative drama. Complexity of question syntax s not a

problem for the most part, since the children create their own sy ntax
in the dramatization of events m a story. Passage dependency, ceases
to be a problem because the children must atténd to the facts of 3 story
.,.t?‘\“ .to make theiy mterpretzluon througﬁ"the drama process. In additjon,

<L ihere are definite ad»amages for compre'hensmrf’ in the creative dra- .
ST At gcess. . ’ s "
- . How does creative "drama . support and extend teading compre-
o jrensmn' and what are examples of speuflc actitities ‘based on chrl ’
s drén’s books? : e ) ..
e S » . ¥ - N : y !
Tty . . . v . ;
. Azds Abséract Thinking P . te

, ) (;reat dfama gupports comprehenswn by,providing a concrete link
ore abstract thinking. The conoretenesS of creative dfama may be
. espec1a‘lly ber‘leflaql to chl.ldren «of seven to eleven years, whom Piaget |, =

. < . . . * .t
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. themselves by being somethmg ‘else.

" illustration of an elepham with buttons on his _belly. The following

Creative Dramiatics™

[ e ' ¢ v .
(1928) identified as members of a concrete operational stage of develop-
n@n Many teachers have-had. expenences with children of these ages .

were limited in their ability t8. gne verbal explanations, but who
could demonstrate what they meant. "A fiequtnt comment from such a
child would be “I cant tell you, tea,,cher but I can show you what 1
mean:’ B

QuEsupfls alone usually réquire children to stand outside th

as observers, but they are directly imolved in creative drama The
constructive oy building process and active involvement of creative
drama ground children’s interpretations in the concretene% ‘of the

physical world. They are not outsiders looking through a glass darkly, « >
but,rather insiders enmeshed in the full illumination of the story.® .
|

Moffew (1973, p. 36) has sfated that “they (the ch;ldren) seem to be L

oy »~

Elephant Buttons by Noriko Ueno, and Mary, Alzce Opemtor #9 by‘
Jeffrey Allen are both concrete, simple stories that can bé easily * | o
dramatized. Elephanf Buttons, a wordless pi(,ture book, begins with an

picture shows the buttons partially unbuttoned “and’a horse stepping .
out of the elephant. Of course, the horrse has buttons on his belly, too.
Each animal which emerges from_ the unbuttoning, of the previous
animal is smaller. After showing several pages of the picture story, a
game of prediction which 1m/ohes inferepual comprehensmn can be
lmpjgm'%ted fhrough pantomime. Children can act Sut an interpreta-
tion of the animal shown, then pretend to unbutton and step out as a
different, smaller animal. Tht page can then be turned to see if their
prediction matches the illdstrator’s choice. By begmmng with the
concrelwuéaauons of action in the story, the children'can move to a’
Jeyel of“abstraction by making predictions. 3
Mary dlice. Operator 29, the local efficient telephone operator, isn't {
fully appreciated unt# she. contracts a cold and goes home to rest. A

- number of animal substitutes bungle her job until Mary Alice returns .

to work. Dramatization of the story could be extended by having
children think of additional animals in the village who could h \ .
been substitutes and the ensuing problems they would have had with

the job. The children become the characters and in so doing, begm to
extrapolate events and actions from the concrete representation of the

story. ) . . ’ -
f - N L . -
. i - )

Facilitates Compr'ehension L

- While quesuomng strategies for comprehcnslon tend io focus on

. fragments of a story and isolated bns of information, creative drama

'
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can deal witﬁgsléry as a whole. Although a story may be blockedinto
scenes or smakfer parts, the parts are alwajs related to the whole. This is
the demand' ¢f a story. To be complete, chardcter, plot, setting, and
‘theme must be present and interrelated. Creative drama forces attention
to thesp;hterary ‘elements. Even when a particular charaeter is the focus
of dramauzauon as opposed to an entire storf the character cannot be
dramanzed witliout agrenuon to plot. The evénts of the story involve
the actions of the characters and the characters’ actions are the events of
Lhe story. The setting, .whith is the backgroun for thé action,
| ;conmbu tes to the tofhe or mood of the scene. The sc€ne as a wholehelps
“build the meaning of the story or its theme. N :
To illustrate how creative drama forces atterfion to literary ‘elements"’
that cdmprise the whole consider the following. The scene to be
dramatized is from an old favorite, Charlottes Ieb by E. B. White,
Charlotte has promised to save Wilbur's life and ha woven the phrase
“Somne Pig” in her web. One evening she calls a meeting of the
barnyard animals in order to find another impressive word to write in
her web to describe Wilbur. Participants in # creative dramatization of
that meeting must demonstrate know ledge and interpretation of each
character: Gander, Goose, Sheep, Lambs, Templeton the Rat, Char-
"lotte, and Wilbur. A new element of the plot is unfolded in their
meeting. A new word must” be found and Templeton the Rat is
. hominated to scrounge for such a word on his daily trip to the garbage
dump. How Templeton the Rat, a selfish do-for-himself character, is
persuaded to accept résponsibility represents one of the lesser themes in
the story; that when the lives of people are linked, so too are their
destinies. Most important, the scene illustrates the main theme of the
book, the nature of Charlotte and Wilbur's friendship. As the plot
unfolds through the charactcrs actions to reveal the theme, the setting
also becomes important to the dramatization. To#fild her case of the
_importance of Templetons trip to the dump, Charloue malges a
persuasive speech in which she paints a gloomy 'scené ‘of an empty
trough and no food supply for Templeton. To have character, withbut
plot, without’ semng, without thefné, would be highly unllkelf'al
. dramatlzaug)n “of this sceng. Through the acting in the creative drama-
tization, comprchumon of these clumms is demonstrated.

Demonstrates Interrekatedness of Elements

bl

Because of the interrelatedness of htera:\y elements and the response to
_-A story.as a whole. which creative .drama demands, an interesting”
phenomenon occurs. Such taxonormc levels of cumprehensmn as those
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identified by Barrelt (1968) appeat 1o happen almost simultaneously.
For example, the ‘active participation in the constructive process of
creative drama requires children to identify the details of character,
plot, and setting (Level 1: literal comprehension); to identify the
sequence of events (Level 2. reorganuauon) to interpret the actions,
feelings, and motivations of the characters in each scene and the story
as a whole (Level 3. ‘inferential comprehension); to make judgments
about the worth of a character (Level 4: evaluation); and to identify °
with the characters (Level 5. appreciation). Obviously the depth and
subtlety of comprehension demgnstrated in the dramatization will vary

. accordmg to 1nd1v1dual dlfferences among chlldlen

- Testaurant and creates a series of scenes, ending in disaster. Thi
. packéd story is a natural for childréh to dramatize as a slapstick comedy

routine. De\elopmg dialogue for the characters, blocking the scenes, .
and interpreting the behaviors of the characters directly involves
students in multilevel comprehension and response to literary elements
within an acuvny This requxres students jo deal with the story as a
whole. Of cburse there is also thesadded fun of solving the problem of

“how to include the frog as a character in the dramatization.

)

Démonqtrates Spcal Interaction

growth in their soctal interactions. . .
Creative drama can’ assist the dexelopment of a child’s thinking
aboul his social environment. nge 9"8 obscrved that the child’s
lnlerprelalmn of peuple begins with suxface muanifestations, observable
behaviors, and gradually mdies to undUslﬁridlng of the psychological
* interior. That is, Tnitial reasoning about people focuses on aspects
available® through djrect perception, ignoring the covert processes.
Flavell (1970) ‘has described the elementary school years as the ma]or

. developmental period far the child's ability to “peaple read,”
undersgand their covert behavior Heelings, atutudes, and momauons)
_In the early stages of this developmental process, children are only able
*to identify that what they think may not coincide with what another”
person thinks. Later, they realize that different points of view are
important.because théy make it possible to predict WHe feclings and
motivations of others mlh sume. de‘gru of d(Lllrd(y w hen thy develop~ -

o
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: Y this understanding, gglldren can ad]ust their own behaviogs accord-t
ingly. The chil from observation of surface behaviors tot

observation and linderstandmg of subsurface factors. This ability to;
interpret subsurfacé processes develops. during the elememary school &
years, becoming mote accurate and refined. We could, therefore, expect E
y a chlld s comprehenswn of a character in a story to be best for suface or .
observable action and behavidrs. Sensitivity for feelings. aqd motiva-
. tions should increase with age. .
’ The developmental process described by Piaget and Flavell was* N
observed in*a study by this writer. Kindergarten, second, and fourth
grade boys and girls were asked to tell a story for the wérdless picture, *
book Frog Goes to Dinner by Mayer. The Jett-Simpson System foy
Analyzing Verbalized Infayence (1976), which is based on literary:
elements, was used to describe the storytelling performance of the
children. All of the children made a greater number of inferences,about
character than about the otherditerary elements in the storytelling,
Their major interest was cha.ra‘ action or.surface behaviots. Four\tgl&
graders made more inferences about the affective nature of characters or
subsurface behaviors thHan kindergartners or second graders did. Since .
creative drama gncourages character action a?g subsequent under- <
standing of thdt .action, it may assist chidfen in understandin’g
themselves as well as comprehending the motivations 6f othets.
Several spec1f1c dramatization activities for helping children explore
i characters’ surface and subsurface behaviors and their relationship
’ o follow: After .reading Byrd Baylor’s Fuverybody Needs a Rock (1975),
each child could bring a favorite rock from home. Then, assummg the
role of the rock, each tells his. ‘her life story in ;b)rt sohloquy Adults
often forget the fascination and mystery a rock holds for children.
; Older children would be challenged by dramatizing the ‘“‘war”
strategy meeung of the pushcart people in Jean. Merrill’s humorous
book, The Pushcart War (1964), The plot involvés the pushcart people
in New York who are being oversun by the Mighty Mammoths (big
trucks). In order to preserye their businesses, they must find a way to
protect, and defend themselves. Before reading the remainder of the
book fg, the class, the teacher could Have children assume roles of each
of thé pushcart people: Frank the Flower, Morris the Florist, Carlos,
Maxie Hammerman, Mr. ¢Jerusalem, Harry the Hot Dog, Old Anna,
Papa Peytzs and Eddie Morony,.The children ¢tould dramatize the scene
‘in whjch the characters come together for their secret strategy meeting,
and could also attempt to solvs thé'problem from the various points of _

view of the characters N . " . .
. -
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.+ Another book which helps children gain insights into point of view '
is Karla Kuskin's Any Me 1 Want to Be* (1972). Kuskin’s book is
collection of poems told from the point of view of something commo
toa ghild’s, envirohment, such as a kite, a mitten, a shoe. For exampl

. 'm up here.

mrogp 0 RICTIONS
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¢ Kite string. : Lo o

After the teacher reads some of the poems to the class, the chlldren
.could take turns selecung something familiar to them, then acting Sut
and telling about life from the pdint of view of that objeet. The rest of
the children in the classroom could try to guess what they are, making
the dramatizadon a riddle game. | . .

The Colliers’ book, My Br%gzer Sam Is Dead, a Newbery honor
book, provides an opportunity to dramatize how ‘events in the lives of
characters change their feelings and attitudes. The setting of the story is

—thé Revolutionary War. Members of an American family are on

) opﬂosmg sides: Tories vs. Patriots. Characters from the story (Mr.
Meeker, Mrs. Meeker, Tim, Sam, Genetal Reed;' and Betsy) coudd be-
dramauzed There would be three scenes in which the charatters s tell
how they felt about the war before it began, during the fighting, and
afterward. .

+—.Corrects 1\? zsmterpretatzons N

-

Creative drama may assist,children in correcting inaccurate compre
hension. My 1976 study (x;gferred to previously in this chapter),
demonstrated that inaccuracies in storytelling increased for low readers
as they become older. When asked questions about the story they had
seen.and told for Frog Goes to Dinner by Mayer, kindergarten children
" and low readers made 51gmf1camly more errors than older chlldren and

*From ANY ME I WANT TO BE. Peems by K.arla Kuskin, Copyright © 1972 by Karla
Kuskin. Used with the permission of Harper &"Row. Publishers, Inc.
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\ better readers. Creative drama and storytelling are similar in that both
.+ are active, constructive activities focusing on stories. Creative drama,
. , Which requires the active construction of a stgry with other children,
, might help z?dﬁn sort out their inaccurase thinking. For example,
children readly question each other if thd disagree about an inter-
pretation of a character. To increasef acCuracy of mtcrpret.mon chil- »
dren could take turns acting out a tharacter. then compaiing the actmg
wn.h the facts in a story or picture. (

. Enlarges Abzltly to Comprehend g .
. The weaknesses of questioning as the’ only tegy for assessing
comprehension have been disCussed. However, children need to de-
velop ability, to answer questions in order to live within their school
and home environments. Fér those thldren who are having difficulty
answering questions in reading, pdruupauon in creative drima, which

demands careful thoughe al ry elements, might help develop
- comprehension strategies{ which would assist them in answering

. questions inﬁg er gontexis.
. For ex 7the teachgr might begin py showing the children the

wordless plctuxse book ‘“Sly Foxe's Folly ™ kam Two More Moral Tales
by Mercer Mayer (1975). The pictures prdvide a concrete referent from
which the dramatization could be developed: After the dramauzauon,
the character, plot, setting. and theme of the story could be discussed.”
- The theme could be expressed in the form of the classic moral state-
. ment. In this seq}ncnu .fthen, the children work the story out through
. creative dmmatmmou bduu discussing the .story in*the more tradi,
tional question-answer format. Such a procedure allows the dramatiza-

+- ,  tion to’give su’pport‘ 1o question-answering.
. In conclusion, creative drama offers opportunities for expressing
7 " comprehension which are not avdilable in the standard questioning
measure. The strengths of creative drama, in relationship to reading

comprehension, suggest the merits of its inclusion in reading programs.
' . . e
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