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Preface`-

This:leariling unit focuses on
1using children's literature. It

is planned for pdults who'feach
or werk with. children approximate

' ly four to eight years of ago.
Alf adults who relate to children
in chool settings can be regarded
as models and facilitators, so allwill be referred to as "teachers"
for these purposes.

Dy following approximately the
saffle path as the Outhor of this
uni,t, you would be in a goOd\posi-
tion to..feel comfortable with\the
s.pecific content it offers.
Regardless of your agreement-dis-
agreement with fhe goals of liter-ature and the teaching practices
sugges,ted in this unit, the impor-
tant gain lor you is a clarfffta-,

P.

tion of your own position. The
views expressed hero nay serve
only to help you to take or to

. strengthen a different stan-d, but
the main goal of the unit is notto teach you one way as 'the wayof using literature. Rather, thegoal is to help yoU consciously
to develop.your own way, based
upon your own well-thought-out.
reasons.

.

Yeur first task.will be to fill
out the questionnaire andpreas-
sessment. This will provide a
benchmark prior to the work In
'this unit, which will offer you,
as learner, a may to sample ahead
of .tfme the compatencies to be
developed here.

INTRODUCTION, 1



Overview

"Give children literature," sys will be begun; they are to be
Dr. Lelan-d Jacobs, .well-known in
the field -of chrldren's
ture. This unit is designed to
give thi!dren.riterature bV help-

s
ing you toplan story sessjons
in whith the learners participate
to a high degree. Thie,is done
with .the\helief that the story
-cOjlten-t plua-the-way it i-e-ueed-

can aid in the enhancement of a
poOtive self-colcept. It is im-
portont from.the outset.that yOu
,be.aware .that ti-iere are .other
ways-to use books than .the one
pr..ea.ented here. r,;You may wish.to
use a varjety of-ways over time.

The" 'Introduction section.in-
cludes actiVities that remind
;0u of your .past experiences
with-children's"literature, as
we.lr as"provide you with a per-7.

sonSI li-terature experience.

Part I helps you establish work-
able guidelines for selectLon of
ljterature for use in a Respon-
sive"-rogram. You will work with
a broad range of children's books

, and _will explore resources that
may provide you with additional
inforMation. You will also ex-
amine a variety of Possible rea-
sons (your own as well as others)
for use or exclusion of any par-
ticular book. Model book lists

1 3
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developed in greater detail later
for Our own use..

IriPart II you will explore: (1)
vour reasons for using Litera-
ture; (2) the possibilities of
literature; and 3) ways to use
literatlJre to fulfilr its poten-
tial for\self-enhancement in
children>, You'll learn four
guidelinea to aid you in present-
i.rig children's iiterature. The
work in thia.unit will help you
urrierstand ;hese guidelines,
apply them using predesigned
plans, and a.pply them using self-
made plans. This final atep asks
yo-u to establish for yourself
goals and-guidelines evolving out
of past'experiences, as well as
out of the work you do in this-
unit.

-

Peer learning=and teaching will
play an important role in the
trainIng. VI.henever possible,
you will be asked to share your
ideas and platis frequently with
partners or small groups.

Evaluation will take place via
'self-assessment (and with peers
if you choose to do so), with
periodic checks on understanding
and the postassessment boing
the instructor's responsibility.



ACTIVITY 1: 'My own experience with Children's Literattire

Close your eyes for a moment and
wilat_you Like about

readi.ng stohies to chilAren.

'

1 4

Share your ideas with the rest
of the group. Use the rest of
this page to jot down any notes
you'may wish.

INTRODUCTION 3 ---.--



ACTIVITY 2: A personal experience with Literature

"We cannot give what we do not
have." This is an activity that
will_give you a personal. experience
with the use-of literature. In

order that we not just talk about
literature experiences, you will
now share a literature experience
as adults. This activ;ty is in-
tended to help you identify first-
hand what riterature is for and
_how suchflan experience can be
meaningful.

I. Let's start,with trying to re-
member your own early experi-
ehces at school.Think back to
your first day of school.. Jot
down .some notes on what you
remember. Use them to share
with peers any of the memorie.P
and feelings you are willing-
to, or to just recall them for
yourself.

4 .INTRODUCT-ION
1 5

2. Listen to William Saroyah's
story, "The First Day of
School." As you listen, see-
if -any of th.e_rfeeIings you
felt are expressed here. (A

copy of the story will be found -

in the Appendix. It may be
used for later reference or for
you to read along with the
instructor.)

After the Saroyan Story:

3. .OWn Reactions

Write down your own general
reactions to the story you
just shared. How do you feel
about it?

What'did you enjoy?

What did you not enjoy?



4. DiscusGion

Think over and share_in a dis-
cuSsion on the following ques-
tions. Take as Much -Hee as you
like.

_

Were any of Jim's feelings
similar to yours? In what
weys?.

:Did you see any of yourself in
the father? In Amy?

If you were Amy, how wduld you ,

feel about tak.ing Jim to.school?
Would,you. do 'anything differ-
ently from what-she did?

Have you ever behaved like the
'teacher in this story? In

what way?

Descrift the teacher's behavior
, the way you wish it woul-rd have ,

been.. How Would the s.tor'y have
been different if she had, Lre7
hayed this way?

What would the children ,have
been doing?

What things might they remember,
about their ex,perience?

How would you-now plan for a
first day of school for chil-
dren?,

What wou.ld you'consider.when
_planning ANY day'of school?

5. 'Rethink your own story of
Step I. Has your own story

-'6hanged after. listening to
the Saroyan story? In What
ways-? Writedc,wn some of your
reactions below:

Assignment: Do Activity 3 before
you come to the next session.

16 INTRQDUCTION 5
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ACTIVITY 3: Becoming clear about Goals and.
Expectations for,this learning unit

Read the Overview presented in
your first-group session. Browse
th-rough ihe entire unit briefly.
Note especially the specific ob-
jectives for both sections of'fhe
unit, Part I and Part II. Care-
-fully study the Table Of-eontents
and/or the visual Map of the Unit
(oppositespage) to get a gestalt

of this material. Try,to get a
good picture of the material to
be learned and think about how
it relates to you. Summarize
your thoughts in answer to'the
+wo questions below. -Thts step
is very importanf in your getting
maximum benefit 'for yourselffrom
this experience.

This unit i5 going tb be about-7

2. I can expect to learn

,.

1 8
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Selecting Literature for Children

This section will aid,you in se- Using that one way as a model--
lecting books for children. Four'
main objectives are emphasized 4

"for'you,as the-learwer: 4. In order to develop selection
guidelines for yourself later

1. You'll, become more aware of
.

available children's literature Settling on guidelines you
an-d learn of resources to keep are most comfortable with:"
yourself informed

Seeing what i out tIlere-- The material is divided into three
parts to accomprish%thiswork:

2. You'll understand a proposed
set of guidelines for selecting
children's literature

A. Increasing your faillarity
with available books

B. Developing and using guidelines
Learning One way to evaluate for selection of books
books-- ;

3. You'll learn to apply the
guidelines to.select books for
the purposes of this unit

10 PART

C. .Considering the significant
factors in the Story-Reading
Environment

20



INCREASING FAMILIARITY WITH CHILDREN'S LITERATURE
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A. Increasing Familiarity with Children's Literature

Your lnterest in this learning
unit indicates that you probably
already have some working knowl-
edge of children's literature.
We hope that you will draw upon
that knowledge to b'egin this --ork,
and will be willing to share it,
with the other participants. Yot..L
will then be able.to add.to what

2 2

12 PART I A;.,

you. already know and feel about
chilAren's boOks, as well as to
learn w,ays- to continue to ..keep

_yourself_ informed of newer pub-

You will be.immediately immersed
IN books, rather than only talking,
ABOUT books.

"4,



ACTIVITY 4: Recalling favorite Children's Books

Take a few moments to consider
what favorite children's books
com-.,to your mind, from whatever
type of experience you Might
have had with books. Then do the
following:

-

I. List below some of your
favorites:

2. Add one note to each title,
as to why you like'it.

3. Choose yObT favorite book and
be ready to share your cdmment
with the group, it you pre ,

. willrhg.

[. Find at least two children
(two whorv'yoU already knOw,
or get -to know in a library)
and ask theM-what bocks they
like and th,eir reesons for

.their'preferences.

TITLE' REASONS

2 3
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_
ACTIVITY 5: Getting acquainted with Children's Books

This activity is intended for a .

-group session. If you are unabie
to participate in such a group,
it will be necessery to do this,
activity in a location where there
i,s.a generous display o,f children's

----too,ks, such ,as a library or re-
source center.

1. Keep. im mind.the followIng
questions es yoUtrowse
through the books avallable:
a. What book(s).do yo6 recog-,

nize that you like?. Make z1
list of your FAVORITE TITLES.

Why do you like it/them?

b- What other tooks appeal
you?

to

What makes them of special
interest td you?

c. Are there aby books'there
thet 'you don't like? Which
oneCs)? lf,youire
give a reeson:for-yo.0

2... sMae'Y'Cur list of Faorite-
, ,

. T'itles (from yourbrowsing
..), .

.
acti'Vity) and compare it with

, .

Tell about your pa-rticular the lists of 'other group mem-
experience with the. book(s). .berS. /-

.

2 4
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3. Keeping in mind that you are
evaluating books for use with
children, summari.!e your rea-
sons so far under two columns:

REACTION CHART

4

WHAT IlIKE ABOUT A BOOK WHAT-1 DON'T LIKE-ABOUT A BOO-K

RevPew the child-stated reaS'ons
you and others in this group
gained in Adtivity,4. Ha'Ve you
accou'nted for all of these'in
your chart?

2 5

'-

,PART I A' 15.



Using/Literatrire to Enhance.Chil-
dreniS Self-Concepts

The Work in this unit progresses
toward usirig literature in a man-
ner conducive to promoting posl-
tive self-concepts ih children, In

addition, .it Ts frequently possi-
ble to select the storyline itsetf
oh the basis,of its relevance to
a topTc.concerning a develop,ing
self-concept. This combination
of considering self-concept on two
counts, the story content and how
the story js read or delivered,
is.bel.ieved to offer a potentially

_eyen.:greater impact 'onhe educa-
tional liyeS of cliildren,

,

It should beclearly understood,
that the -practices to be intro-. .

duced 4n Part_ll "are not intended'
to be Used exclusively 'in every
story-reading situation. Further-
mre, the suggestiohs offered.in
this activity'for selecting Titer-
$ture'content which.also deals
with topics relevant-to self-. ,

concept are not to be regarded
as the only "good" reasons or
bases for-selecting stories. In

a Responsive Education Program,-
howeyerwe hOpe that these'con-
&erns will be 'kept in mihd when
such options are available.

It seems (appropriate at this point
to refer you, to another learning
unit in this series, "Helping
Chilkdren Develop Healthy Self-
Concepts. If that content is not
already familiar to you, you can
use it to understand in greater
depth hOw adults can:become'aware
of behavior that may o-r may not
enhance a child's positive view of
himself or herself. ,

For our-purposes here, We have
.

chosen particular categOries in

16 PART I A

which to suggest book tit!es that
might help to raise iSsues im-
portant to self-esteem. There
are many other ways the categories

.

might have been formed. Since
this unitis intended only to
repres'eht a start.in this dir-
ection, please consider the ate-
gories as general ideas. Later
you may' labdl them for yourself
or develop completely, different
larger or smaller categories.

There aregpresently'four major
categories and two additional
categories that serve quite dif-
ferent but,important purposes.
The four .major categories are:

A.
(

Make,a Difference
\ I

B. Each of Us Has 'Worth

C. l',Am Like and Yet Different
from Others

Ap of U'S Have Many Feelings

In order to account for the sheer en-
joyment "of the Inguage.presented in
literature, which-certainry can also
contribute.to enhancement of a
child!s good feelings about himself
or hersel.f, znother category is addedr

E. T Have Fun with Words-

To account fcr the.opportunity
to.engage the learner/listener
actiyely i-n the-act of problem
solving via a Story plot, we add

an6ther category:.

F. Can Solve a Problem or
Riddle a

On the following pages you will
find examples of each category
that are probably familjar fo

..yoU. If not, your instructor
will help you with others.



ACTIVITY 6: Selecting'Books using "Potential for enhancing Self-
/

Concept" as an additional guideline for choice

I .0 Look a t -s ev era I of the books
that meet your own :standards
for_ what yoU look for in- a
book. .Select.'from tho-se books
some that you feel cbuld be

t
sa

.

d tb have plots which might
be cl assirf ted in one of -the
sel f-concept categoriles' above,
or one of your own that you
feel is ir9.portant io positive
self-concept development.

Category

Assignment: Do Activity 7 befo-re ;

next sess ion.

2 7

.r-

Title
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A.

A 'feeling

ings

I Can Make a Difference

Of control

of sell-confidente.

\,N.
Author \

over one's
---ro feel-

TFtle

1. Boratk, Barbara' Somepne Small

24 Qaugherty, 'James Gillespie an'd the Guards

3. Hoban, Russell The Sorely Trying Day

4. Keats Ezra lack My Dog Is Lost

5. Keats, Ezra Jack .Goggles_

: 6. Krauss, Ruth The Carrot Seed

7. Lionni, Leo Swjmmy

8. McGovern, Ann Stone Soup (folktale)

9. Schweitzer, Byrd B.

0. Waber, Bernard Firbfly Named_Torchy

.18tPXkf I A
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Bach of Us Has Worth

A f,eeling.that ohe has uslique' char-
'acteristrcs and contributions to
make enhiances self self-esteem.

AuthOr

. AndeMso'n, H. C.

2. Bishop, Claire

-Title

:The Ugly Duckling

Five ChineSe Bróthers

3. Fern', Eugene Birthday.Presents

4. Fern, Eugene Pepito

5. Freemen,-Don Dan'delion

6. Lionni, Leo Frederick

.7. Matsuno, Masako

8. Rojankovsky, Feodor

9. Valens, E.

10. Waber,-Bernard

Chie and the Sports Day

So Small.

Wingfin and Topple

You Look Ridiculous

II. Waber, Bernard. A Firefly Named Torchy

12. ,Zolotow,.C.harlotte Big Sister and Little Sister

2 9
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_O. 1 Am-Like-and-Yet Different From
Others

A feeling that one' has many char-
acteistics in common with ptner
peopl\e is reassuring;-the feeling
-tha_t onels unique characteristics
are aesirable and enriching to the
whole,
cial

aid a c-elf-concept
to self and others.

Author

benefF-

Title

1. Bem.mans Ludwig Madeline'

2. Fer.rt Eugene Pepito

3. Harris, Isobel Little Boy Brown
--.

4. Ki-avetz, Nathan A Horse of Another Color

5. Kuski0, Karla Just Like Eyeryoge Else

6. Leaf; Munro The Story of Ferdinand

7, Lionnr; Leo Fish Is:Fish

.8. Lioilni,j_eo
i

Little Blue and Little Yellow

9. Ness, \ Evaline Exactly Alike

10.
,

Valens, E. Wingfin and Topple

20 PART I A
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D. All of Us, Have Many Feelings

.4A recognition and acceptance of-a
.wicre, range o-f emotions and their
appropriate expression are impor-
tant to a healthy self-concept.

Author

1. .Bennett, Rainey

2. Brown, Margaret W.

3. Charters, Jane

4. Cohen, Miriam.

5. Cohen, Miriam

6. HirsCh, Marilyn

7. Hitle, Kathryn.

8. Hoban, Russe..11

-9. Kraus, Robert

10. Matsdno,..Masako..

I. Monsarrat, Nicholas

12. Ness, Evaline

-13. Pesin, Alan and Harry

Trtre

The Temper Tthntrum Book

The Dead Bird\

The General

Best Friends

Will I Have a,Friend?

The Pink Suit

B y, Was I Mad!

Tom and-the Two Handles

Whose Mouse Are You?

A Pair-of Red Clogs.

The Pillow Fight.

Sam Bangs and Moonshine

My Littre Brother Gets_Away:._
wi,th Murder! .

.14. Sendak, Maurice Let s Be Enemies

Sendak, Maurice Where the,Wild Things Are

16. Steptoe, John Stevie

17. Wells, Rosemary Noisy Nora

18. Yashima, Taro Crow Boy

19. ZolotowCharlotte Janey

20. Zolotow.,_Charlotte My Friend John

3 1
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E.Aoy'Of Language

An enjoyment of the pleasure of
words
tion
ing
own
cant

is important to an apprecia-
of literature, as. is

one's confidence about'One's
language competence (a
aspect of self-concept).

Author

increas-

signifi-

Title

1. Bonne, Rose and Mills, Alan
I Know-an Old Lady

2. Brown, Margaret' Four Fur feet

3. Emberley, Barbara__ _ On-a-Wide RiVer o Cross
4. Grifalconi, Ann City Rhythms
5. Langstaff, John

Over in the Meadow
.6. 01-Neil, Mary

Hailstones and Halibut Bones
7. Parish, Peggy

Amelia Bedelia

F. Problem Solving In Story Form

A feeling. that one is a good prob-.
lem solver and thinker contributes
to-one's self-confidence in coping
with day-to-day small and large.

Author
Title

1.:Brown, Margaret W. Four Fur Feet

2. Hoban, Tana
Look Again

3. Knight, Hilary
Where's Wallace?

4. Shaw', Charles G.
It Looked Like :Spilt Milk

3.2
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ACTIVITY 7: Clarifying reasons for preferences

and learning about resources

A. From a large collection of chil-
dren's books (public:library, or
other resource0, select 3-.5
tfiat fit some or most of your
reasons for why you like a book
and that might have helpful,
plots to enhance self-esteem.
Make arrangements to bring them
to the next Session.

1. List
down
each
each
page

the 'titles-here and jot
wtlich of your guidelines
one meets (or refer to
b.,-number or letter from
15).

2. Are these books old favorites
or did you discDver them in
this activity?

3. What were some reasons you re-
jected others?

33

B. While you are 6-t the library or
resource center, try to find Out
some good ways to keep yoursel.f

. up-to-date regarding newly
pubkishe,e1 childrenLs books.

List below tbe resources you dis-
cover in this search.

Add to the above list any other
resources you have used in the
past.

Bri-ng the results of.the two por-
tions (A and B). of this activity
to the next group session. Prepare
Part -113 as a written list to submit
to one group member who will serve
as recorder.
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Azinwrts: Summing upideas ofBookselection-

Submit your written list for Part
Activity 7,'to the group member

designated as recorder.

With partners, share and discuss
the.3-5 books you selected and'
brought for Activity 5.

1. Tell about each book and why
you especially c,hose it in pref-
erence to others,

2. Tell why you rejected other
books that you bromsed through.

31 After the group discussion,
which may result in additions
to,or modifications in your
thinking, refer back to Activity
5 and supplement your two lists:

WHAT I LIKE ABOUT A BOOK WHAT i DON'T LIKE ABOUT A. BOOK.

3 4
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DEVELOPING AND USING GUIDELINES

FOR ME SELECTION OF BOOKS
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B. Developing and Using Guidelines
for the Selection of Books

Thera are many different ways to
evaluate q;book for use with
young children. It is 4parent
that the specific purpose for us-
ing a particular book has a great
deal to do with the development of
evaluation guidelines. In this
learning unit, we will modek the
development and use of one gereeral
type of evaluation in order to aid
your own thinking so that you may
move toward developing your own
guidelines for choosing books.

In the previous section, you have
already laid the groundwork for
some informal guidelines. You
have established "What You Like"
aPd "Doolt Like" in children's
books. This is a beginninli. In

this section, you will use this
information to develop a rough

draft of your own set of guide-
lines. Further, you will become
familiar with the set"of guidelines
developed by the author of this
unit. You will 'practice using
these guidelines in a number of
situations. We hope that this ac-
tivity will provide an experience
that will help you develop your
own guidelines for evaluating books
in the future.

The objectives for this .section
are to:

1. Understand the development of a
'set of guidelines for selecting
books for children.

2. Use the set of selection gu.ide-
ines in evaluating books.

26 PART 1 B
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ACTIVITY 9: Developing Guidelines for choosing Books

Refer to.your Reaction Chart on
"Wh,at I Like" and "What I Don't
Like." In a small group (or part-
ner, if youprefer), look at all
the items with the idea of grouping
them into categories so that they
will be more manageable.

Look at just the What I Do Uike
items:

a. How might these items be
grouped into sets of sim-
ilar, items? This grouping
may result in several dif-
ferent versions,, since a
variety ot categorizations
are possible.

In the previous task roL were
able to see for yourself the
difficulties in arriving at
priority' concerns, in choosing
precise wording to label cate-
gories or items in an easily
understood manner, etc. The
same problems were encountered
by the author of this unit in
setting Op the guidelines for
the books to be used for the
purposes of this unit. You will
probably need to do some work
with this set so'that you will

b. Now look at the What
I Don't

Like items and, by changing
each -item to a positive state-'
ment, check to see which are
not alrea'dy included among
your "I Like" item5. Add these 4

to the categories you have'
made, or make'new groups (if.
necesGary) to incorporate -

these items.

Assignment: Read Activity 10 and
rts attached material beTore the
nex,-1- group session.

be able to "translate" it into
terms that make sense and -are
useful for you.

4

This particular set of guidelines
Was designed to selett books to
be used for a self-enhancing ex-

' perience, which includes a high
level of personal involvement on
the part of individual learners.
Guidelines designed to select
books for other purposes would,
of course, be different.
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/ACTIVITY 10: Learning the "Literature Plus Response"

guidelines of this unit

This activity will help you learn 4. Compare your ratings with the
the guidelines in a more meaningful examples we have given, If you
manner by using them with a story ' wish. (They dre found on pages
you can refer to. Do the followrng foliowing the complete explana-
acfivities: tion of the Seiecfion Guide-

lines.)

Note/ You may differ with our
ratipgof a parficular book,

1. Read one book: My Dog Is Lost, but that is to be expected in a

Ugly Duckling, Swimmy or Rosie's subjective system such as this.
Walk. A good exercise for you, :Olen,

would be to present the r'easons
2.,Working with a partner, go over why you would rate the story

Literature Selection Gui.delines differently; just as we had to
beginning on the next page. Work initially.
through the explanations of each
of the guidelines and the rating 5. List any questions you still may
system (Yes, Partial, No), as have regarding the guidelines
spelled out on the following as a whole, or .any one part.
pages. Discuss each section with
your partner until you are satis- (Section III of the Selection'
fied with your understanding. Guidelines is for Teference only

at this poInt, since actual
3. 'Use.the.guidelines and rate the pupils are not involved. Think

story you, are working with. (Use of the activity as it would re-
blank form ahd check one box for late to pupils kiou know, how-
each item.) ever.)

3 8
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Introduction to the Selection
Guideljnes Presented in this Unit

By referring to the form itserf
(found on the next page), you can
see that three major categories
are used: The Story, The Presen-
tation, and Relevance to Stu-
'dents. Important questions in
each of these areas are listed
below. When evaluating a book,
you should ask each of those
questions and decide4whether your
answer would-be Yes (it does ful-
fill that requirement in general)
or No (it does not fulfill that
requi
requ'

rement, or it fulfills that
rement to some degree or

41.

Tbe explanations and examples fol-
lowing the _form should serve to
clarify the precise meaning of each
of the questions. Since we all use
terms in different ways and for
different purposes, it _will be im-
9ortant that you read all the ex-
amples and explanations and talk
them over With Others to get a
command of the use of this evaluar
tion form. It is not intended to
be self-explanatory.
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Title:

Author:

Guidelines for Selecting Literature for
"Literature Plus Response" Sessions

I. The Story.

A. Are the events based on
cause/effect relationships?

B. Are the behaviors of the
,charatters and the situations
compatible with those they,
represent?

C. Do the ideds have universal
implications that evolve
nbturally in the story?

D. Does the story'represent a
mutually respectful world-
yiew of people?

II.,The Author/Illustrator's
PresentatioW

A. Hs:the l-anguage appropriate
to the subject matter?

,Do the,,,,illuTtrations* play aft'
appropriate and important role?/'

C. Does the oVe,Kall formatAcp. ge
leleaut, .'.sTszeeof-piet-ures.
and color, etc.)enhance the

.story? ,

Rele-vance to My Sl-Lidents

A.

B.

C.

*Picture books onZy.

30) PART l B
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Tho Story

A. Are.the events based on act in:a traditional Angly
cause/effect reiationships? Saxon :fashion.

Whether the plot is real or
fanciful, the happenings can be C. Do the id'eas_have u.niversal
explained by conditions and implications that-eVolve--circumstances within this set- naturally?
ting,and within he realm of y

the characters p_ortrayed. The
story hangs ogether. The ideas presented are "large"--, _-.

ideas abo-ut mankind _that go
Examp:es: beyond this setting and speak

_.- to, the broader experience of
Positive = All event,3 revolve human beings in general. The

, around the basic wish if want- message is releVant to all hu-
ing to be someone else. mans regardless of the literal

, representation here. This ele-
Negative - Some events are ment is sometimes referred to
based on that wish (trying out as the theine.
roles) wt- other happenings
just seem to occur "cut of the The theme is developed as.a/blue." _thread running through the

entire story, rather than be-
ing sprung suddienly at one

B. Are the behaviors of the point. It mesiles with the
characters and the situa- plot, so the writing is tightly
tions compatible with those knit rather -Alan two-stranded.
they represent? The theme is exPresed or de-

picted gently and in a natural
The actions of a characer story-telling manner, rather
appear logical- on,the basis of than bluntly or as blunt
whom he/she represents. The preaching./
portrayal has internal Con i
sistency and integrity. The ExampFes:/
story situations are appro-

/'priate to the age(s).and refer-1: Positive/- The underlying mes-
ence group(s) involved, sage of/the story is important

to all people; e.g., all people
Examples:- have fAelings and have a variety

, of way/s to express them.
Positive-- Minority-group mem-
bers dress and behave in a Negative - Either there is no
manner representativ of-;their, prevailing message that we

'group. wourd care to pass on to chil-
dren, or it is presented. in

Negative,- Minority-group mem- Such.a manner as to be resented
bers either bphave in' a stereo- - by.children; e.g., "You should
tylpi-c way (Mexican-Americans tell the truth," "You must *keep
tva-Ring a siesta) or appear and Our promise," etc.

3 4 1
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Does the story repre,sent a
mutually respectful world/.
view.of people?

The author depie4s alr refer-
ence groups in an equally
favorable way. Stereotypes
are.a2Vbided and the concept of
cultural pluralism Is promoted,
,or at leaet not violated. The
story erill'ances the.respect for
self and the others in one's
world.

II. The Author/Illustrator's
Presentation

Examples:

Po'sitive - Female characters
are seen in a wide variety of
activities; several different
kinds ot living situations are
shown.

,Negative - Females afle seen only
in domestic activities; all
pedple seem to live' in.suburban
tract-like settings.

A. Is the.language appropriate people would a:ctually talk; it

to the subject matter? moves rapidly.

Negative - FOr simpin child-
The degree ,of formal or in-
formal language seems to fit
the story. The c4oice of vo-
cabulary, use of narrative, and
dialogue enhance.the develop-
ment of the Plot. The ;ength
of clauses and sentences help
convey the mood. The total
effect is one of appropriate
language with an obvious in-
tent to model competence in
use of l a n g u a g e . It also is
expressed appropriately for the
age of the expected listener.
(This is not to be confused
with their knowing the vocab-
ulary_Ltems. They need not
know the terms, but can learn
them tnrough a story that
speaks in a way children can,
relate to.)

like, fast-moving actions,
lengthy descriptive narrative
fthrases tend to lose the lis-
teners' attention. Also, a
_newspaper style, for instance,
would not be appropriate for
telling an animal story for
four- to eight-year-old chil-
dren.

B. Do the illustrations play
an appropriate and impor-
tant role?

The illustrations occur on the
same page on which that'part
of the story is being told.

!, 'They accurately depict\the ac-
Examples: tions and characters as de-

scribed in the text. They are
Positive - When there is a considered an integral part,
great deal of-action, the story of the author's telling of the
is in dialogue form, phrased as story. They provide the other

32 PART LB
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half of the messa,ge and aro not
only helpful,, but important.

,Examples:

Positive - The illustrations
portray an accyrate version of
the story; they add life to
the events and characters.

Negative - The illustrations
depict the characters difler-
ently from what one expexts
from the text and show decided-
ly more or less action than
the text reports.

C6- Does the oVerall format en-
hance thastoryl

The size of the page, the lay-:
out design, and size of print
help to tell the story.. The
use or lack of color and other
visual techniques enhance the
presentation.

Exam les:'

Positive - The placement of the
words around the page helps to
convey a traveling mood, or .

photographs help to convey a
real-world feeling.

,Negative - -The pictures are too
small for young children to see
and appreciate the detail,.or
the pages are so cluttered with
unnecessary detail fhat they

.

appear confusing.

4 3
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I. Relevance to My Students

The major questions remains:
Is this book relevant to my
children? lf, upon a first
reading, a particular book
does not appear to speak to
a'ny of the interesl-s, experi-
ences, or concerns of the chil-
dren you teach, the_chances
are that you will not test
that book against the items
described above. If it does
initially appear worthy, and
also meets most of the selec-
tion guidelines appropriate
to that book, then you must
decide whether you are going
to use it.

Before answering the question
of relevance, you should focus
on the actual meaning of rele-
,vance. AccuratelY defined,
this term means pertinent,.
..germane, applicable, apropos.
Astory is relevant if it

,conveys ideas that are pertinent
to certain children. .,We.often
interpret this to mean that
the story must be about people
and places with which the child
is faMiliar from firsthand
experience. If.a teacher were
just getting to know a parficu-
lar group of children and was
not sure what interested them
and what their attitudes toward
literature was, he or She would
probably strive for this con-
crete or iiteral level of
relevance. Until the.children
had begun to associate'positive
expettations with 6 literature
experience, and until the
teacher kmew what !topics of
interest could.permeate atross
the group, he'or she would .

read. books (1) that they es-
pecially asked for because

-34 PART I B

they knew them ..from before,
and (2) that he or she believed
would reflect.their partic-
ular'cultural experience.

This is not the only way to look
at relevance, however, The othe..r
level pertains to generalizing
across people who share human.char-
acteristics, beyond the differences.
A story such as Madeli,ne takes
place in France in a setting yery
different from the home environment
of American children. Despite the
basic difference in story locale,
all children can potentially identi
.fy with the individuaiIstic behav-
ior o'f-.Madeline and her conf!ict
with conforming behavior. In thesa
terms, it would be difficult to
label a story relevant or irrele-
vant. It iS more a matter of the
way or, ways a given story is rele-
vant or not:relevant. Weighing
the question in light of the con-
trasting responses would aid the
decision of, use. It is also dif-.
ficult to jjAge relevancy in such
general terms. Relevancy does not
signify just cultural relevancy, or
any other one type of pertinence.
Perhaps the questions below will be
helpful in selecting stories as to
their relevance to the particular
children you have.in mind.

4 4

In what way do you feel 'this book
is relevant to the language maturl-
ity of-your t.niIdren?



In wilat way ao you feel it is rele- How is it relevant to the back-
Oant to the interest(s) of your .grounds of these children?
children?

Other coneiderations for these
particular children:

Question

2.

If satisf4ethend how

These questions should help you
determine which aspect of this
story are of sufficient signifi-
cance to place them as A, B, C,
etc., under Section III and to
rate.them Y, P, or N.

Author's Ratings (for your
--.-compe-t1 son )

Example A: My Dog Is Lost Yes, the major events (the
6y Ezra Jack Keats boy's activities and the

eventual resolution) stem
logically from the problem

I. The Story itself, and then build upon
one anoti;er toward the .

A. Are the events based on climax. No significant in-
cause/effect relationships? formation is left unstated.

Are the events in My Dog Is
Lost-based on cause/effect
relationships?

.
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B. Are the-behaviors of the
-characters and the situa-
tions compatible with those
they.represent?

issue ofthe entire book.
Yet'the text never literally
states the theme; the re-
solution of the problem
speaks for itserf.

Evaluatrng thebehaviors
and situations in My Dog Is
Lost:

juanito's independent deci-
sion and subsequent actions D. Does the story represent a
might be considered to be mutuaily respectful world
unrealistic for children view of people?
of that age. It ap'pears
unlikely that a child would
not first appeal to his
own family for aid and ad-
vice. Otherwise, the chil-
dren's actions are simple
and straightforward.

C. Do the ideas have universal
implicatiOns which evolve
naturally?.

Application to My'Dog
Lost:

Yes, there are universal
implications from the cen-
tral idea that human beings
have means by which to com-
municate with ech other
regardless of superficial
differences or limitations.,
Our common ground for com-
munication can overcome the
ways in,which we differ from '.
one another.

Secondly, the theme emerges
from the very problem it-
self, which is the centrar
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Application to My Dog Is
Lost:

Though the story-demon- ,
strates well how a variety
of fiersons can contribute
to the solution of a single
problem, .those persons were
presented.in a stereotyped
manner'in segregated en-
vironments. In addition, it
was the authority figure of
.the dominant culture (Cau-
casian policeman) who solved
the problem after all, a
fact which-did not reinforce
the autonomy thought td be
advocated from the start.
This dOes not enhance the
concept of self,of all,.and
likewise fails to enhance

'the concept of all others.



1r: The Author/Illustrator's
Presentation

A. Is.the language appropriate
to the subject matter?

Application to My Dog Is
Lost:

The use of simple, direct
-questions seems to fit the
age of the characters and
the lack of knowledge f
English. -he very short
sentences 1They ran for
blocks. They Hooked every-

. where.") feel jerky at
times, but resemble much
child language with the
frequent repetition of the
subject.'

It does not appear to be
languageA-hat would be con-
sidered to modeA a creative
competence in language use,
however.

B. Do the illustrations play
an appropriate and important
role?

Application to My Dog is
Lost:.

There Is a good patch be-
tween 'the text and the
iliustrations. The one.
distracting characteristic
is that a red-orange hue is
used.to represent red as
a color. Children often
demand accurate renditions
of color and object to

approximations or inaccura-
cies.

1

The illustrations definitely
tell half the,story. Since
the major part of Juanito's
success depends upon body
language to enlist the help
he needs, the full impact of
this component is dependent
upon the illustrations,
which so graphically depict
his efforts to communicate.

C. Does the overall format
enhance the story?

Application to My Dog Is
Lost?

Nearly all pictures are of
sufficient size to be seen
adequately by a small group
of children. The use of
only one color ina addition
to black and white is suf-
ficient to convey moods,
and is adequate in portray-
ing a degree of realism.
The varied size and place=.
ment of the print, both that
which deScribes the lost dog
and that which denotes the
conversations of the friends,
convey much more than just .

the words themselves, but
don't change the message.
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Author's Ratings (for your
comp.arison)

Example ,B: The Ugly Duckling.
by H. C. Anderson

I. The Story

A. Are the events based on
cause/effect relationships?

Yes, the primary events of
the Story which involve the
duakling's behavlor and the
responsesto it, are based
on discer6Able'lOgic.

B. Are the behaviors of the
charaaters and the situations
comp-atible with those they
represent?

The issue of the personifi-
cation of animals must be
addressed under VI's item:
If the characters are regard-
ed as representative of
people, with all the human
characteristics Shown, yes,
they are compatible. If you
object to these characteris-
tics being assigned to ani-
mals, you would respond
negatively. If is our opin-

48
38 PART I B

ion that children respond
favorably in identifying with
animals in this way, and do
not object; in fact, they
enjoy the medium. For that
reason, we do not find this
feature one that dould cause
us to rate it unfavorably
in this regard.

I.

C. Do the ideas have universal
implications that evolve
naturally?

This is a decided strength
of the particular plot. The
dbiversal implication about
beauty and appropriateness
being relative is closely
ti-ed to the main character
and the main events from be-

, ginning to end.



IF. The Author/Illustratorls
Presentation

A. Is the language appropHate
to the subject matter?

Andersen uses, quite sophis-
ticated language patterns
throughout this story.
Since the amount of text
per page and the total
length of the story both
indicate an audience of
some maturity (probably not
for,most four- to six-year-
olds, in a group situation),
the sophistication level of
the language seems an appro-
priate medium.

B. Do the illustrations play
an important role?

The softness and degree of
detail Jr1 the illustrations.
appear to match the maturity
level of the probable audi-
ence (see the comments in
11, A).

C. Does the overall format
(page layout, Size, use..of
pictures and color, etc.)
enhance.the story?

The overall effect,- amount
of text per page, placement

4 9

D.

of text, etc., seem compati-
ble with the maturity level
to which this story would
appeal. The -total size of
the book and thus each page
could have been ;ncreased
by about one-third or more,
to lend itself better to
small- or medium-sized group
reading. (This story is
available in other edi-
tions.) This limitation
would lead to assigning a

Partial rating on this
point.

Y./

Does the story represent a

mutually respectful World
view.of peoryle?

This is also a major
strength of the book. The
fact that the majority
of the characters in the
story do NOT exhibit a

mutually- respectful world
viaw, but are later shown
to have been narrow in .

their thinking or lacking
in perspective, provides
an excellent opportunity
for this concept °to be
discussed. Aot only is
the issue present, but.it
is the major thrust.

PART I B

^



Author's Ratings- (for your
comparison)

Example C: Swimmy
'by Leo Lionni

I. The Story

A. Are the events based oR
cause/effect relationships?

The major event of the story
is clearly based o'n a cause/
effect relationship since it
was Swimmy's answer-to sur-
vival. The'earlier ecrents
are more questionable, how-
ever;, Why Swimmy is a dif-
ferent color and why he
should be the only one to
survive are .not ciear, nor
is the sequence or choice
of underwater creatures-Fre
meets in his travels;

B. Are the behaviorS of the
characters and the situa-
tions compatible with those
they represent?

(Refer to The Ugly Duckling,
Example B, for a discussion
of the personification of
animals, which is also per-
tinent here.) In reality,
a large fiNjh would probably
not perceive a group of fish
to be one large fish; he
would still see a grbup o4
small fish. HOwever, from
the perspective of the sMall
.fish (his fantasy, if you
:will), this Is a most cre-
ative, feasible S'olution to
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the problem, so we would
consider it compatible.with
'the .perspective that the
small -fish was to represent.

C. Do the ideas have universal
implications that evolve
naturally?

Yes, the implication that
one'can affect one's own
destiny and can develop
one's own solutions to ev(m
the most difficult and cru-

-:
cial of problems is applic-
able to all people. Also,
since it was posed as a prob-
lem from the very beginning
of the story, a response of
some kind was inevitable,
so the events centering
around this message held
together eas ly and well.

tY/

D. Does the story represent
a mutually respectful world
,view of people?

No, this plot creates stereo-
types of the "big_bad gluy"
(the tuna) and the'little
guy (Swimmy) who outsmarts



.1

the big guy" and those
who follow along blindly
and do What they are told.
Though hel.pful for empha-

, sizing that. Y,OU (one person)
CAN make a difference, the
story does not enhance one's

.-
1 The Author/IlluStratorls

resentation

A. I the language appropriate
tO\the subject mati.er?

The kanguage patterns and
vocat*lary choices are more
sophist\icated than would be
expected\ in the child's own
oral language. 'However,
with suchl'a small amount of
text on eOch page and with
such Meaninglul illustra-
tions, thmea.ning of "pink
palm trees swaying"'can be
conv_ed by all\the contex-
tual clues provided. This
seems to be an apropriate
means of expanding\the
child's language milieu.

B. Do the illustr_ations play
an appropriate and impor-
tant TOW? .

feelings about different
roles and different per-
spectives.

Yes, the Illustrations are
of sufficient size, detail,
and accuracy to play a very ,

important role in conveying
the ideas of the .story.

N

C. Does'the overall format'(page
layout, size, use of -pictures
and calor, etc.) enhance the
story?

Yes,..the total presentation
of-the story .provides an
eXcellent opportunity'for a-
sensitive, well-paced read-
ing it to result In a
very Meaningful .story ses-
sion for children.

Y I
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Author's Ratings (for your
comparison)

Example D: Rosie's Wal-k
by Pat HutChins

The Story

A. Are the events based on
cause/effect relationships?

Yes, this is iperhaps jhe
major strength of this.plot.
The caUse/effec+ alternating .

pattern,accounts for all the
'events of the story.;

B. Are the behaviors of the
characters and the situa-
tions compatible with those
they represent?

(Refer to The Ugly Duck-ling,
Example B, for a discussion
Of the personification of
animals, which is pertinent
here.' The difference lies
in the lack of----v-e-rbal be-
havior, but the thought pro-
cesses present are not usual-
ly assigned to animals.)..
Outside of this concern, yes,
the'animals do "behave in a
manner compatible with the
expected'aggressor/prey rela-
tionship between these par-
ticular animals, as well as
emulating a similar relation-
ship between, people or group's
of people,.

V/
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C. Do the ideas have universal
implication5. that evolve/
naturally?

Yes, the basic concept"
portrayed by the. fox's
Si.,ngl,e-tracked purpose,
which did not take into,
account the means of get-
ting there, not only.was
developed naturally, but '

WAS the-,:whole of the plot.

D. Does the story represent
a nutually reSpectfui WorkS
view' bf people?

No; instead, two distinct
stereotypes are perpetuated
in the hen and the fox
characters. Each shows
only one side, with one
positive, the other nega-
tive. The aggressor is
painted as the bad guy, who
is, in addition not too
intelligent. These are the
same roles upon which slap-
stick gumor is often bksed.



II. The'Author/Illustratorls
PresentatiOn

, .

,\
A. Is th'se language appropriate

for-the subject mafter?

Yes, the simple story line
seems quite appropriate for

,the age of'audierte this
will protiibly appeal to,_aind
provides an excellent op
portuni.ty for functional _use
of language to denote posi
tion (over, Under) erouhd,

3. Do the illustrations,pley-
an appropriate and Important
role?

Yes, in thisrstory the
illustrations ere absolutely
necessary in telling the
whole s-Ory. They a.re very
clear, yet carry a large

amdunt of detail worthy of
fiirther examination by.the
young Child.

P.

C. Does the overall fdrmat
(page layout, size, use.of
-picturee and color, etc.)
enllance the story?

Yes, the total presentation
seems to work tbgether to
provide a clear-, simple
story, easily seen and r/ell
paced. Even the storyline is
pTinted sufficiently la.rge
for the child interested in
the printed representation.

't



ACTIVITY 11: Use of the "Literature Plus Response" guidelines

In order to gain more experience
and familiarity with the guidelines,
you should work in a small group.
SeLect books together. The number
of books will depend on the size of
the graup. Preferred size: 3-4
people with 3-4 books. Note that
the group must decide ahead of time
which particular ifems'Wfl I be used
for S'ection III, Relevance to My
tudehts.

Working individualiy, apply the
seven major areas of the guide-
'Mites to each of the 'book..s..

2..Compare retinas and discuss the
items together.

3. Note any questions you might
have as a group performi.ng-

thiS task. .

AssTgnment:. Do Activities 12,and
13 before the next group sese(ion.

44 PART I B
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Title:

Author.:

Guidelines for Sel.ecting Literature for
-"Literature Plus Response" Sessions

I. The Story

A. Are the events based .on

cause/effect relationships?

Are the behaviors.of the
characters and.the situations
compatible wifh those they
represent?

C. Do the ideas have universal
impiications that evolve
naturally in the story?

D_,,Does the story r'epresent a

mutua.11y respectful world
view of'people3

11. The Author/Illustrator s.

Presentation

Is the language appropriate
.

to ,the subject matter?

B. Do the illustrations* play an
appropriate and important rolel

C. Does-the overall format (page
16yout, size, use of pictures

color, etc.) enhance the
st ry?

I I I - Flelevance to My °Students.

A.

C.

4.Picture books onZy.
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Title:

Author:

Guidelines for Selecting Literature for
"Literature Plus Response"-Sessions

I. The Story'

A. Are the events based on
cause/effect relationships?

B. Are 'the behaviors of the
characters and the situations
compatible with7those they
represent?

C. Do the ideas have universal
Implications that evolve
naturally in the story?

D. Does the story-T--epresent a

mutually respectful world
view of people?

II-. The Author/Illustrator's
P-esentati.ors,

A. Is:th !anguage appropriate
to the subject matter?

B. Do the illUstrations*-play an
appropiate and important role?!

I
1

i /C. Does the overall format Jpage /

layout, si:ze, use o{spictures /
and co ri etc.} enhance the i.

!story? ,

: ,
i q

I

I II. Relevance My Students

/.

B.

C.

"Picture books onZy.
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Title:

Author:

Guidelines foriSelecting literature for
"Literature Pls Response" Sessions

1..-The Story
--"'

A. Are the events based on
cause/effect relationships?

B. Are the behaviors of'the
characters and the situations
compatible with those they
represent?

C. Do the ideas have uniVersal
implications that evolve
naturally in the story?

D. Does the story represent a
mutually respectful worid.
view of people?

II. The Author/Illustrator's
Presentation

A. Is tha language appropriate
to the st,bjectmatter?

B. Do the illustrations.* play an
appropriate and important .r,--J1e?

C. Does the overall formaf (page
layout, sizei use of pictures
and olor', etc.) enhance the
story?

1 1 . Relevance to My StuCients

B.

C.

*Picture pooke onZy.

5'

a) 0
0_

Air
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Title:

Author:

Guidelines lor Selecti,ng Literature,for
"Literature Plus,Response" Sessions\.

I. The Story

A. Are the events based on
cause/effect relationships?

B. Are the behaviors of the
characters and the situations
compatible wi+h those jhey
represent?

C. Do the ideas have univer§al
implications that evolve
haturally in 'the story?

D. Does the story represent a
mutually respectful world
view-of people?

H. The Auth-or/Illustrator's
Presentation

A. ls the language epprepriate
.to'the subject matter?

B. Do the illustrations* play an
appropriate and important role?

C. Does the overall format ,(page
leyout, size, use of pi6tures
and color, etc.) enhance' the
story?

Relevance to My, Students'

A.

B.

C.

*Picture books only.
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Optional

ACTIVITY 12: Revising the Guidelines for Yourself

To gain maximum use of the
lines, you should:

guide-

I. RevieW each
lines.

of the seven guide- may'be included.

4. Select your own items to use
2. Review items

tion Chart,
Likes").

in your own
("Likes" and

Reac-
"Don't

5.

in III.

Use the blank form on the
followingpage to write your

3. Revise the first seven guide-
Hines so that your own items

5 9

own final set of guidelines.
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Literature Selection Guidelines

I. The Story

A.

B.

C.

D.

The Presentation

A.

B.

c.
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CONSIDERING THE SIGNIFICANT FACTORS IN THE

STORY-READING ENVIRONMENT

PART I C 51
6 1



Considering SignifiCant Factors in the Story-Reading Environment

Along with selecting an appropri-
ate book for the occasion and
the group, you will need to con-
sider the setting in which the

story is read. Certain distract-
ing or uncomfortable conditions
can ruin an otherwise well-
selected and well-presented etory.

ACTIVITY 13: Thinking about the Place to read the Story

Answer these questions for yourself
before disCussing them in a small
group at the next session:

I. Which areas(s) o:f the class-
room would you choose for read-
ing a story? Why?

2. Wh.at kind of seating arrangement
would you strive for?

3. What would you need to consider
before choosing a partiddlar
trme to read a story?

62
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4. What different learner needs 5. What other considerations would
might you need to provide for? be important?

ACTIVITY 14: Summarizing your ideas about the Story setting

To share your considerations about
a good setting for a story:

I. Organize into small groups of
4-6 people, or another conven-
ient arrangement.

.2. Briefly discuss the five ques-
tions you-have,thought about
in Activity 13, adding to your
notes, if you wish.

6 3
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ACTIVITY 15: Role-Playing a Story-Reading session

I. Working in the same group as in write down their observations
Activity 14, select one person of what -you were doing.
as reader and locate a very
short.story for demonstration. S. Nom change places, and you
Plan together a.,role-playing observe the role-playing of the
situation in which your reader: other group(s).
will read in a way you,would
not want to read to young chil- 4. Compare your lists. Di.d.your
dpen. (This is to help you group.observe every principle
develop What to Do guidelines they demonstrated? And vice
out of What Not to Do.) Prepare versa?
the demonstration and make a
list of the'guidelines you are 5. Working together as a combined
demonstrating. group, make a final list of

What to Do while reading to
2: Role-play your .stbry t9 another young children.

grou0s). They will watch and
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Assignment: Read the three Back2
ground Artictes in the next section
(Part II) before the next group
session.



PART I PLANNING AND FACILITATING LITERATURE
EXPERIENCES FOR CHILDREN
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A. BACKGROUND
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Background

This section is considered the
major thrust of this learning
unit. It is here that you will
consider how to use those litera-
ture selections you have been
evaluating.

Though there are many possibilities
for answering the question of how,
this unit suggests one that maxi-
mizes the learner's opportunity

.1to gain knowled0-about himself
and his world. The tecfniques
offered here would certainly not
be used for every literature I

experience. Not all literature
selections are apprOpriate for
this use, nor would children be
receptive to the same format for
every story-rea-ding session.

for the joy of the language.
Others are read to deliver very
specific information ol intc:rest
to or need by the listeners.
A book about a particular subject
area or a holiday selection would
fall into this category. Still
another use of literature might
be-to mateh a story-1444.h a parti-
cular cOncern or problem within-
the group or classroom.

The epproach presented in this
unit is not intended necessarily
to replace any of the above uses,
but rather tp be added to the
repertoire. Some teachers have
found it helpful to use all of
the proposed techniques with
some stories and a part of
these suggestions' in nearly

There are other specific uses of every story session, but,that
literature, also'. 'There will be is a matter of personal choice
certain books that are mbst enjoyed as well as of student needs
when simply read straight through and interests.

Rationa

"Come listen to a story."

Most children in early grades are
'gathered once a day to lieten to
a story. l.tls a pleasant time for
the thOst oart;, where the teacher:
and the children sit back and
pasSively let the story pour in.

At worst, story time is an activ-
ity which uses any book that/s
he.ndy. It is used as a sugar-
coated, quieting imfluence or as
a time-filler. With more planning,
the teacher may select a book

ahead of time, choos'ing/ a story
line that doincides wiTh. an on-
going subject matter unit. The
story experience is still rather
isolated from the rest of the
day/s activities, eveH when ohil-
dren are encouraged t draw pic-
tures of the story afjter listening.

Is that all there is? Does a
teacher have any oth?r responsi7
bility in planning Ipterature ex-
periences for children? An affirm-
mative response comes from several
persons in the.field of literature.

6 7
PART. I I A 57



The story on the page is only one-
half of the process. Literature',
it"incompl.ete without the inter-
action of the "prini with the'
peopre." What you gain from an
experience i5 directly af(ected
by what yo-c bring tm it; the
,riterature itself cannot be soLe-
ly responsible for the outcome.
As Lelad Jacobs says: "The story
or poem doesn't entertain you--you
entertain the story or poem. The'
listener, the reader, is the host.
He lets the story into his life"
(Jacobs, 1.971).

We belieye thjt the teacher has a
definite responsibility in the
choices of literature. The hap-
hazard plucking of any title off
the shelf is unlikely to resült
in the listeners being the most
receptive "hosts" to the story.
Perhaps teachers need to think
aboutthe basis on which they will
selet books. This unit will help
teachers make decisions in this
regard.

-Once teacheirs have some basis for
'this decisien makin,g, what will.
they-do with the bobk(s)? Do they
do anything besides merely offer-

interpret literature and relate it
to their own lives. This is not to
say that the right book -at the
right time is a.sure cure.for prob-
lems OT a recipe for hOtthy de-
vetopment. But "if a book i,s'prop-
erly handled as a teaching dev.ite,
it has a strong potential as a
molder of.a child's view of. himself
and his world" (Chambers.; 1971).

A survey of the literature in this
regard was done by TayrOr (1971).
Support of the potential, of liter-
ature when combined with a skillful
teacher tc enhance the self was
summarized as follows:

1. Since it is a reflection of
the society that gives A ife,
literature mirrors, supple-
ments, and extends vicari-
ouslythe reader's exper,i-
ence base.

2. Literature goes beyond' in-
volving the-T-eader as a
spectator.. Relating the
reader'5 personal' experience
to the interpretation of
literature completes-the
total process.

ing the book? Several authors 3. The involvement of the
have wi;itten about the power of reader is usually described !

-literature when it is thoughtfully in terms of the psychologi-,
chosen and used fbr des:ignated cal processes.calted identN.
purposes. Grande (1965) speaksNof fication, catharsis, and'
literature "as an expression of insight. -Through'these
human strife, conflict, feelings processes the reader .can
and i,deas (which) must engage the internalize'the concepts
student's active response, evoking introduced.
h)s fund of intellectual and
emotional experience." Various
works of Loban (1954), Squire
(1956), Lewis (1967) and Russell
(1958) have added to the _notion
that literature can contribute
significantly to the development
of the tidman -personality, especial-
ly when a teacher takes an active
po_sition in helping students to
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4. Thi.s internalization does
not', take pbace automatically
with most school-age stu-
dents. A teacher can pkay
an_important)role,in facilj- ,
tating this.,InternalizatiOn'.

5. There is evidence that'
teachers have facilLtated



th!s 'nternalization pre-
cess under certain conditions:

a. The teacher was open and
accepting in _attitude.

b. The content provided
literary characters with
whom the,reader could
identify (Taylor, 1971).

selection becomes less critical.
In other words, they'll be more
than half-way there.

The focus on personalizing a liter-
ature experience should not
interpreted as "bibliotherapY:."
In contrast to the techniques used
.in bibliotherapy, this unit is
not designed to tc :ch persons to
analyze.children'b socialemotional
problems and -1-(j-seek stories'that

This unit is designed to 4eal wi.th speak to those parfrcular issu`es.
two important issues underlying a Instead, we are speaking to a m'uch
self-enhancing literature experi- broader set of criteria for "match
ence: (1) appropriate selection ing" or "making a.fit" between
and (2) sensitive Use. jihe selec- books and children (for-example:
tiOn of literature is deal+ with in age, interests, cultural group,
Part I;ID-rt II covers the Ise of experiential background, etc.).
literature, As stated earlier, Further, to be useful in most
Part-ll-formS a major part of this classrooms the- criteria must
unit 15-6C6-use 'the-use:of-literature Include relevance_for small
in te'3cher training has received
the.least attention in the patt.
Further; when teachers becOme more.
competent in the personali,zing pro-
cess of using literature, they will
have a fairly firm notion as to
how to devise their on selection
:riteria so that, by resolving the
issue of sensi+ive use of litera-..
fure, -the probleM of appropriate

groups of children, not indivi-
duars. For example, although a
bopk about sibling rivalry may
be directly pertinent to only a
few children, it is used because
sibling rivalry is a relevant
issue for children in general
and not because the story is
prescribed for a few children
in particular.
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Background Reading

The followingjarticies have been
carefully selected for their con-
tributions to the subject of Using
literature experiences for young
cbildren.. You May readthe two
articles by yourself, with a part-
ner, or in.a smail group, taking
time after eachlone tojot.down,
notes on the "Using the .Background
Information" forms Supplied .after
each article (see sample on the
next-page). Thearticles are in-
tended to provoke thought and dis-I
cussion. That lc your notes may
or may not 'reveal agreement with
a particular author. The sample,
form on the foflowing page pro /

vides one axamOe of the type of/.
entry YOu might.ma,ke for a giverr

: 60 ,.[:?ART )I A

I

/

/
/

,-

article. The final form/following
the last article is, tO /be used to
write in a synthesis o' your ideas

7after you.tve completed all the
articieS and discussed' them with
at least one other person. who is
working with you on t/his unit.

.

K6ep_in mind tnat y ur two objec-
tives in.this ,secti n of the unit
are to decide (1) Why you use
literature with chiildren sand (2)

how you wish to uSe literature.
As you proceed through this sec-
tion, the thoughtis and findings
of other authors/and your peers
should help you to reaffirm,
modify, or define your position
more clearly.

70



Background Information
\

Title of ticle

Author Date

What does literature have-to offer?

2 cy7e Ge/r2,0

e-44 elaze-ft.';

Additional Notes:

Loa:4 DIAL"/

7 1
PART I I A 61



Article No.

Planning the Literature Program for the Elementary School *

Charlotte S. Huck

Elementary school teachers of living, a iarge proportic r
1-lave all but forgotten that of the American public expresses
the most important reason for little interes-I- in re ing.

,

Iteaching boys and girls.to-
\

read is to help them become Although \there are mahy factors
readers. Controversies con- which are

I

responsible for the
tinue to be waged over methods small amoynt of book reading,
f teaching reading, the most in the Unlited States, one major
appropriate age`for beginning 'factor ma/y well be the overem-
instruction, and machines versus phasis of the instructional
basic materials, Many primary or basic reading program to
teachers report that they spend the -neglect of the literature
over one-half of the total program in the elementary
-school day on reading instruc- sc-hool. We have no literature
tion alone. Teachers proudly program in the elementary school
point to the results of reading _when we compare it with our
achivement tests to prove carefully planned developmental
the effectiveness of their programs in reading, spelling,
teaching. As a nation we take and arithmetic. All our efforts
pride in -.ne 98% literacy rate are directed towards teaching
of our population. Recent children to read--no one seems
criticism to the contrary, to be concerned that they do
the majority of the evidence _read or what they read.
points to the fact that our
schools are teaching ch-ildren Few children ever developed
the skill of reading. And a Love for reading by reading
yet our schools have -.failed a basEe reader or by progressing
miserably in helping boys and from one colored reading card
girls develop the habit of to another.
reading. In many instances
we have developed an illiterate Teachers and children must .

group of literates--adults not prize the skill of reading
who know hoW to read but do as an end n itself; they must
not read. In one study, nearly see it as a beginning of a
one-half (48%) of-the adults lifetime pleasure with,books.
in the United States had not There are-no values in knowing
read one book during the year. how to read; only values which
Despite the rising educational are derived from reading.
leyel and the high standard A5 teachers recognize the values
--"t

*Condensed from "PZanning the Literature Program for the EZementary
SchooZ," CharZotte S. Huck. EZementary EngZish, VoZ. 39, ApriZ
1962, pages 307-313.
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Which result from wide and
varied reading, they will see
the need for a.planned litera-
ture program. in the elementary
school.

The first major value of litera-
ture is enjoyment. Personal
enyment of reading is a
respectable activity and should
be encouraged. Adults read
for pleasure and not to produce
a book report. Children, too,
should discover the joy of
just reading for fun. They
may want to share their enjoy-
ment in many different ways,
but children should not feel

- that they always have to do
something with a book to cele-
brate its completion.

A wide variety of experiences
in interpreting children's
literature may deepen children's
appreciations, but they should
never become the required
penalty for reading a book.
Alert teachers know when chil-
dren's needs have been met
thrcugh reading;.they do not ask
for tangiblgi verifiCation. One
fourft-grader, whose mother had

°just died, was introduced to
Corbettls'The Lemonade Trick.

For two days, this fourth-grader
was completely absorbed in
this book. Once he was observed
reading it while he walked
to the coat closet. Escapism,
yes, but he had found an ac-
ceptable Way to cOntaiT his
problem, and in the midst of
sorrow, a book had been able
to make him laugh.

Personal-social growth may
-6Isa---be- influenced by what
children- read.. Probably many
of us!.experienced death and
its'accompanying.feelings of'

7 3

loss and separation as we read
of Beth's death in Little Women.
American children' today may
realize some of the personal
horrors of war as they identify
with Tien Pao in De Jong's
The House of Sixty FaThers.
Some of our overprotected white
children may experience the
hurts of prejudice for the
:first time as they read and
identify with Mary Jane, the
main character in Dorothy
Sterling's 'fine story by the
same name which tells of de-
segregation in our public
schools in the South. Or books
may help children with the
developmental task of growing-up
and fulfilling their adult
roles. They discover as they ,

read such books as Nkwala by
Edith Ldmbert Sharp that this
is a universal experience,
and they identify with the
Salish Indian boy whose,Ychild-
hood itched him like a goatskin
robe." Books help children
explore living, "td, try on"
various roles and accept or
reject them as they search
for their own identity.

6

Children may satisfy their
desire for information and
intellectual stimulation through
wide reading. Willard Olson
has identified what he calls
the "seeking behavior" of boys
and girls. Certainly this
is revealed in children's
response to the recent flood
of factual books.

Children are hungry for knowl-
edge about the phySical and
social world in which they '

live. Many well-written infor-
mational books contribute to
the thrill helping children
discove- specific facts by
presenting them clearly and
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in meaningful way. These
b6oks.satisfy, but they do
not sv.tiate; +hey sp;)lement
and extend,texts:in science
and sroci731 studies. Such fine
books as the special edition
of Rachel Carson's The Sea

____AroJnd Us widen childrenis
v4s4on and open new v4stas
of beauty and mystery.

Only as children are exposed
to much fine writing will they
develop an appreciation for
a well-chosen phrase, rich
descriptive prose, or convincing
characterization. After a
story has been finished, the
teacher and children may take
time to reread and relish
particularly enjoyable words
or paragraphs: The beautiful
but quiet story of Miracles
on Map!e Hill by Virginia
Sorensen contains many such
descriptive phrases.

In Hailstones and Halibut
Bones, Mary O'Neil explores
the various dimensions of sight,
sound, and feeling conveyed
by different colors She de-
scribes purple at "sort of
e'.great Grandmother to pink"
and suggests the "the sound
of green is a water-trickle."
Her richest'contrasts are in
her poem, "What Is Black."
This delightful book will help
Children to appreciate fine
writing which creates Vivid
-word.pictures and oescribes
emotions. One first-grade
teacher had read selections
from The Lonely Doll, A Friend
Is Someone Who Likes You, Bears
on Hemlock Mountain, and Love
Is a Special Way of Feeling
to initiate discussions about
love, friendship, sorrow, hate,
and fear. Following the dis-
cussion on loneliness, a group
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poem was composed from the
childcen's various contributions.

BOOKS can provide the stimurus
for children's writing about
th,Jir own joys, fears, and
problems. Constant exposure
to fine writing will be re-
flected in children's increas-
ed skill in their oral and
written expression and in their
deepened appreciation for truth
and beauty.

Another major value of wide
and varied reading is that
it acquaints children wlth
their literary heritage and
provides a firm foundation
for future 14terary experiences.
Bruner, in his much discussed
little book, The Process of
Education, maintains that
the basic principles and con-
cepts of each discipline should
be identified and taught to
children. He suggests that
children can graSp the ideas
of tragedy and basic human
plights as they are represented
in myth. Children may become
acquainted with various iorms
of literatureas they are read
and discussed. They may begin
to build appreciation for tho
well-written biography or fo
poetry.:.

Some of our children literally
jump,from Mother Goose to
TennYson, wi)fhout ever hearing
any of the fine poetry of David
McCord, Walter de la Mare,
or Eleanore Farjeon. Teachers
,need not be afraid to introduce
such literary terms as enthol-
ogy, autobiography, or alle-
gory to our modern-day child
whose TV voc6bulary includes
such words as "ammoniated"
and "supersonic." Then there
is a whole body of children's
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literature which forms a common
background in our culture.--
.Think of the many modern-day
exp'ressions.which have been.'
derived from the field of
chiLdren's literature.

He was as mad as a .1-latter
I won't be your man Friday
Fre has a Midas touch

'His life is a good Horatio
Alger story

The period of childhood is
limited. If children miss
reading or hearing a book at
the appropriate age, it is,
missed forever. No adult
catches up on his reaal-ng by
beginning with Peter Rabbit
or Homer Price. There is no
one book which must-be read
by all children, but there
is a body of children's Thera-
ture which is worthy of a solid
place in the curriculum.

Finally, the true value of
the,effects of the Literature
program_for today's children
will be seen in the reading
habits of adults in 1985.

The explosion of Knowledge
makes it esE,i,tial nat our
children becolo reaciers. The
natural obsols9cence of mate-
rials has so increased that
adults must become constant
readers if they are to stay
abreast of new developments.
The Tark of the informed man
is no I,Onger whether he can
,read or what he has read; it
may be based upon what he is
curren'tly reading. Our soci-
ologists are predicting amazing
increases in the amount of
leisure time for the average
person. The acid test of the
reading program in our schools
will_be the use which children

and adults will make of books
in thrs increased time.

Obviously, these six values
of literature will not be
fulfilled by an instructional
reading program or by a Friday
afternoon recreational reading
period. As teachers, librar-
ians, anq administrators become
committed to these values-
to the worth of literature
in children's lives, they will
plan a comprehensive literature
program for every elementary
school. The plan'ning must
start with teachers yho read
themselves, who enjoy reading
and recognize its values for_
them. Their first task will
begin with making books, many
booi4s and fine books, available
for boys and girls. Books
are the tools for learning,
the very bread of knowledge.
Must our children continue
to be like Alice at the Mad
Hatter's party,lirepared to
feast at fhe table of reading
with no room and no books?

We must do more, than make books
available for boys and girls;
we will want to create a climate
which will encourage wide
reading. While visiting schools
during Book Week, l.observed
several classrooms that had
small displays of new books
on the window sills.

I watched
and I waited for two whole
mornings and I never saw a
single child have time\to look _

at or read any one of those
books. Like the mathematician
counting his stars in The Little
Prince, they were too busy
with "matters pf consequence"
to take time to enjoy reading.
A planned literature program
does take time. It provides
time for children to read books
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of their own choice every day.
It allows time for children
to share their experiences
with literature in many ways.
In the planned literature
program,,time is provided for
the daily story hour regardless
of the age of the group. For'
we know that most children/s
reading ability-does not equal
their appreciation level until
some time in the junior high
school. During this daily
story hour, the teacher will
introduce the various kinds
of literature which children
might miss- otherwise. Certain
books need to be savored to-
gether in order to heighten
children's appreciati.on. This
seems to be particularly true

reading everything which.has
been written by, a newly dis-
covered author. Can't we extend
children the same freedom of
selection which we allow our-
selves?

In planning a litera4.ure pro-
gram, teachers will not only
provide for separate times
for literature experiences
but make wide use of certain
trade books to enrich and
vitalize learning experiences
in all areas of the presentation
in their textbook by contrasting
it with facts found in other
books. Social studies is greatly
enriched by the many excellent
-books about children in differ-

'," ent lands, py biography, and
_of such fantasy as The Gammage by historical fiction, those
Cu , The Borrowers, and Charlotte's books which clothe the factual
Web. Teachers will not want bones of history and maKe it
to read books which children come alive; Children who read
themselves will ordinarily Fritz/s The Cabin Faced West
read. It is fun to read a or The Courage of Sarah Noble
chapter of Henry Huggins, but by Dalgleish will have a better
children will eagerly finish understanding of their histori-
this book themselves once they cal heritage than the children
have been introduced to it. who are limited to a single
A Variety of books should be textbook approach. History;
presented in order to at Jeast by its very nature, is inter-
expose boys and girls to dif- pretative. Children need to
ferent types of books. Children read books with many different
in the middle grades go on viewpoints ip Order to become
reading jags--they read series critical asseyors of the
books with the same avidity contemporary scene. The flood
with which they collect bottle of factual books in science
tops. This is characteristic has been 2ratefully received
of their developmental patterns by children and teachers.
and should not be a cause for . Future space pilots can find
concern. If fifth-grade girJs the-mostrecent 1-h-formation
want to read-only horse stories, irr trade books rather than
let them. A lifetime of reading texts. For example, Beeland
will show a certain balance, and Wells' book, Space Satel-
but even an adult follows lite, The Story of the Man-Made
particular reading interests, Moon, came out in a third edition,
completely absorbed in biog- three years after its first
raphy for a while, or perWaps printing! Very few texts can
plunging into theology for be .that up-to-date. Arithmetic,
the first time, or avidly art, and music may all be
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enriched through the use of
exciting books in children's
literature. The day of the
single text for all is gone,
as many fine books find their
rightful place in the curriculum.

The planned literature program
will be only as effective as
the teachers who make it.
This means teachers will have
to know children's literature;
it means they will want to
keep informed of the new develop-
ments in the field. A continuing
inservice study group might
read and review some of the
1500 juvenile titles which
come off the press yearly.
Some faculty meetings might
well be devoted to discussions
of the place of children's
Iiterature in the curriculum
and the development of lifetime
reading habits of boys and
girls.

Vertical planning of teachers
from kindergarten through grade
six milght result in a guide
for a literature program either
as an integral part of the
total curriculum or as a sep-
arate program. Such a guide
might include purposes, plans
for selection of boo;-'s, recom-
mended books for reading to
children and by chi'
suggested experiel
literature, and ev ivation
procedures. Texts children's
literature and sucn journals
as Elementary English, The
Horn Book, and School Library
*Journal shoulg be a part of
every school's professional
library. Teachers and librarians
might prepare recommended buying
lists for Christmas and birthday
gifts. Lists-of books for
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reading at home could also
be prepared, for children who
become enthusiatic about books
at school will want to con-
tinue their reading at home.

Finally, provision should be
made for a staff evaluation
of the total literature program,
values of it, time devoted
to it, and the success of the
program. Children's reading'
habits should be evaluated
as well as' their.reading skill.
Interest in reading is not
as intangible as it may sound;
it can be measured, not in
terms of how many, books boys
and girls have read (although
that is a part of it), but
in terms of the depth_of_under-_
standing and new insights which
they have gained from their
wide comparisons of grade-level
standings. But teaChers,
librarians, and parents know
if children are reading. This
then is the acid test of our
literature program--not do
children know how to read,
but do they read, what do they'
read', and more important, do
they love to read?

This enthusiasm for books
doesn't just happen. It results
from an-effective instr,uctional
program which is well balanced
by a literature program that
has definite purposes-and a

definite place in the curricu-
lum. It requires a teacher
who is dedicated to the values
of literature, and it demands
that we lift our sights from
our basic reading programs
in the elementary school to
a plan6ed literature program
for all!
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ACTIVITY16: UsingthellnkgroundInformation

Title of Article

Author Date

What does literature h.ave to offer?

Additional Notesi'
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Folklore as a Mirror of Culture *
\

Alan Dundes

The'various forms of flklore
(myths, folktales, leg nds, folk-
songs, proverbs, rid-dl s, gestures,
games, dancei, ahd man others) can
provide a vital resource for a
teacher ',Ao seriously wishes to
(1) understand his students better
and (2) teach those students more
_effectively about the world,and
about the human_conditioh. -For
folklore is autobiographical eth-
nography--that is, it is a people's,
own description of themselves.

-This is in contrast to other de-
scriptions of that people by social
workers, sociologists, political
scientists, or anthropologists. lt
may be that there is distortion in
a people's self-image as expressed
in that people's songs, proverbs,
and the like, but there is often
as much, if hot more, distortion
in the supposedly objective de-
scriptions made by professional so-
cial scientists. Moreover, even
the distortion in a people's self---
image can tell the trained observer
something abolit that people's val-
ues. Of all the elements of cul-
ture, which are singled out for
distortion, for special emphasis?

Folklore as a mirror o,f. culture
frequently reveals the areas of
special concern. For this reason
ana4yses of collections of folklore
-can provide a way of seeing another
culture frOm the inside out ihstead
of from the outside in. Whether

the other culture is.far from the
-

.borders of oUr country or whether
the ofher culture is lodged within.
these borders, a world shrunk by ,

modern technological advances de-
.

mands that education keep_pace.
We need to know more about Viet-
namese wo-rldview; we need to know
more about American-Negro vallies.-

One of the greatest obstacles
impeding a better understanding
of Vietnamese, American_Negro, or
any other cuAture is what.ahthro-
polOgists term "ethnocentrism,"
This.is the notion, apparently held
in some farm by all people, that
the way.we do thAngs s "natural"
and "right" whereas the way others
do them is "strange," perhaps.
'"unnatural," maybe even

II.wrong. If-

- -
One_p_urpose o-f-Studying folklore-
is to realize-the hypothetical
premise.- Man cannot choose out of

,all the customs in the-world until.
-he knoWs what these customs,are.
Traditional customs are part of
folklore. DbviouSly the point in
collectincJaastfying,.and .ana-
lyzing the customs and other forms
of folklore is not necessarily to

.

Wow the investigator to cflbose'a
way of life other than his Own.
Rather, by idemtifying.the simile-
rifles, one has convincing data
,which can effectively be used to
promote international understand--

-*Condehsed from "FoZkZore as a Mirror of.Culture," AZan Dundes.
Elementary English, VoZ. 46, P. 4, April 1962, pages 471-482.
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inj\. If only the Turks and:Greeks
rea\ized that they/had the Same
fol. tales and the/Same lovable'.wise
fool\ in many of/these.teles. The.

..56M-eTliolds for t'heArabs ancLthe
news:\ la this light., it is sad
to tt :nk that folklore, instead cf
being\used as a constructive force
for in ernatiomalism, has all too
freque tly been the tool of exces-
sive n fona-F-ism,

The histry of folklore studies
reveals that foJklorists in many
different\ countries have oftea been-
An,spired .1?y the desire to'preserve'
_their nattonal heritage. The
Grimms, f r example, imbued With
nationali.sp and, romanticism, and
armed:with the/fashionable method-
olOgy of historical reconstruction,
collected f lktales and legends
with the tto ,e of :rescuing something
un-German, thal is, something truly
Teutonic, b0ore it faded from the
scene_altogei\her. The Grimms were,
surprised a'nd probably more than .,

a little disappointed when they'
discovered th4t many of their
"Teutonic" talLes had almost exact
analcgues:in other European coun-
tries. The Grtmmsi incidentally,

_like most ninetOenth-century col-
lectors,rewrote the folklore they
collected. This retouching of oral
tales contrnues.today in the chil
dren's literatur\e field'wherere-
constructed, reconstituted stories.
written in --acCordance with written,
notoral;-conventions are palmed
.off as genuine fqktales.

,
.

The b sic mistrust of folk materials
is.p rt of.a. geneTal 'ambivalence
about the materkars of oral tradi-
tion4, the material's of the folk.
on, tge one hand, the folk and:their
proqcts were celebrated as a
natiipnal treasure of the past;

t
on e other hand, the folk were
wro.gly identified witn the Mi-
ter te in eliterete soCiety and

r
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thus the folk as a-concept was
identified exclusively eyiith the
vulgar'and the uneducated.' (The
folk to- a modern folklorist is
any group of people who share at
least-one commoM linking factor,
e.g., relig'ion, occupation, ethni-
city, geographical .location, etc.,
which leads to Jewish..folklore,

.

lumberjack folklore, Negro folk-
lore, and California folklore.)
The equation of folklore wi+h ig-
noranca has continued. The word-
folklore itself, considered as-en-
item of:folk_speeCh, meens-fallacy,
untruth-, error. Think of the
phrase,: "That's folktore." It is
siMilar to:the meaning Orf "myth"
in such phrases as-"the myth of
folklorist. A myth is but one form
or genre of.'folklore, a form which
consits of e sacred narrative
explarnin4-how the world and man
came to be in their present form. /
:Folklore consists of a variety
genres, Most of which are found
among. ell peoplesoffthe earth.
Nevertheless,i the association of
:folklore with error (consider
"folk" medicine as opposed:to
"scientific" medicine) has/made it
difficult for the study-of folklore
as a discipline to gain academic
respectability and has generally
discOuraged the use and study of
folklore byeducators.

It still mistakenly thought
that the only people who study

. folklore are antiquarian types,
devotees oj ballads no longer
sung, ang collector's of,quaint
'customs no longer practiced. Folk-
lore n this false view' is equated
with survivals from en age past,
su'rivals dcomed not to sUrvive..
Folklore is gredually dying out,
we are told. Moreover, since -folk-
lore is defined as error,- it;:is
thought by some-eduCators to be a -
goold thing that folklore is dying.
out. la fact, it has been argued

ofn*"
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that one of the purposes of educa-
tion is to help stamp out. folklore.
As man evolves, he leaves folklore
-:behind such that the truly civilized
-Man is conceived to be folklore-
less. From this kind of thinking
one can understand why education
and folklore have been onopfc--;Site
sides and.also why, When'well-
meaning educator -M6-Cie into other
cultures Set, ':, in Africa or in
a_._._g_he'i-t6rschoOl), they actually
believe they.are doing their'stu-
dents a service by helping to sup-
press local customs, superstitions,
fol speech, and-other folkloristic
traditions.. So African students
are taught Shakespeare and Chaucer
as greatoliterature while their
.own Supe-rb oral literature is not
deemed worthy of classroom treat
ment, assuming that the Western-
educated teacher even knows of its
exiStence. How.many teachers of
literature, of the epic in parti7
cular, are aware of the.fact that
the -epic is a living oral form and\
that epics up to 13,000 lines are
now being sung in Yugoslavia, among
other places? 'How many teachers
Of Am rican Negro children have
ever heard of the "dozens"'Aor
"rapping and'capping," or ."sound-
ing,," .f.c.) or of the,"toast," an
important Negro folklore genre'in
rhyme reminiscegt of epic form?
Yet the technique of yerbal dueling
known 6s.the "dozens" and the eplc
toast.are eXtremely viable forms
of American Negro folklore. They
encaPsule'e the critical points and
0-oblems n Negro family structure
and in-Negro-white relations. One
could teach both literature and
social studies from such folkloris-
tic texts (were they not "obstene"
:by our standards). with the advan-
tage that these. texts Would'be known
by the students from their own
liyes and experience'.

-

Why, not teach chirdren about the

nature:of poetry by examining their
own folk. 'pbetry: nursery rhymes,
jumv=rope rhymes, hand-clap rhymes,
ba4I-Po)..incing rhyMes, dandling
--rhymes4 and autograph-book verse
.amon4" others? There is almost no
method or approach found in the
study of literature which could
not also be applied to folk mate-
rials. One could discuss format
features such-as metrics, rhyme,
alliteration; one coufd distuss /
content features such as charac-
terization, motivation, theme,
By using the materiale of folklore
as ,a point of departure, the edu-
cational process may deal with the
real world rather than .with a world
apart from the world in which the
students live. With folklore, the
classroom becomes a, laboratory or
forum:for a consideratjon of "real-
life" as it is experienced and: .

perceived by those being educated.

One technique which tan iMmediateIN
show children something iMportant
about the nature of oral tradition
is to selett one item of folklore
and ask each child to ten the
other members of the ciess his
version of the items, if doesn't
matter what the-item is!: When
Christmas presents are Opened
(Christrmis Eve, ChristmaS morning,,
one on Christmas Eve and-the rest
on Christmas day, etc.), or what'
on says near tne end ol'Hitle.and
See ,to summon 611 the Other:play-
ers. '011y, olly oxen free; orly
oily ocean free; All Ye, all ye
'outs? in free?????; home free all;
etc. After a number of-version:,
have been elicited, the students
should be able to see that despite'
considerable diversity, there is'
also considerable uniformity.'
there 'are differences7-such as how
many candles are placed on the:
birthday carse, even t;.ese differ-
ences are traditional. How many
children believe tnat the number
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of candles left Uurning after the
attempt to blow them out signifies
the number of children one will
have? How many believe the number
Jeft burning signifies tfie number
of years-to pass before one's wish
comes true? Through such devices,
children can learn that there are
frequen'tli/ suttraditions within
traditions. Then the teacher may
ask the children, "which version
is the right one?" Normally, there
will 'be extended debate on this,
individual students championing
their own individual 'versions,
perhaps painting to statistical
evidenceavailable within the
classroOM to support one version
over another. Gradually, the chil-
dren will come to realize that,
in folklore as On life, there is ,

often no one correct'or right var-
sion'e... ,One traditional version is
just as traditional as'another
version. Isn't this a.marvelous
way of showing,what ethnocentrism
is: people insisting that the

.4ay they know is beat and proper
While the strange, 'unfamiliar way
is wrong? And/isn't this a marvel-
ous way'of teaching tolerance?
If 'ehildren can learn that their
'Fellows w6^ys are not "WRONG" but
"altefnative, eql:tally traditional"
ways of doing things, this could
be one of the most important les-
sons they are ever li,kely to learn.

Having illustrated the nature.of
-yriafi:ph An folklore', the teacher
might Wish to'discuss why there is
variation,.-' Here-the difterence be-
tween oral and written (Or printed)
traditions is crutial. Forkome is
-passed on by Means -of person-to-
person contact. And an item of
folkloce may be changed by differ-
-'ent individuals 4n adcordance
With-their own indivjdual needs,-
the demahds of a partiaurar"-sOcial
context tthe make-up of the, audi-
ence--boys and girls, just boys,
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children and grown-ups, etc.), or
the requirements of a pew age. So
it is that eath item of folklore
is passed onthrough time, some-
times remaining the same, sometimes
changing. ThiS.is in marked con-
trast to the products of written
tradition. If one" reads a. play of
Shakespeare or_a novel of James
Joyce today, one can be reasonably
sure that one hundred years from
now, the Identical text will be
read by others.' ,

There is a tendenCy7to underestimate
_the difference between a visual/
written reccird and an aural/oral

- record. It has only recently been
suggested that the mass media,
radio,. television; moilion pictUres,

have!, Cy discouraging or
impinging Upon time formerly spent.
in readingmage us an oral rather
than writt.e4f cUlture. Actually,
one should say, they have made us
an oral' culture again: tin evolution-

r-ary fermis pre-literatelsociety
.which was oral 1 y oriented tecame
literate, but nowv,we have "post- ,

'literate"..man who!ls-influenced by
oral coMmunication once more. Yet
the education system bas hot always
kept pace. The traditional empha-
sis haS teen upon "reading and
writing." What atout l!speaking"?
pratory, valued so much by Oral
culturearoundthe7World, has be-
come almost" a lbst

\
art in literate

societies. 'Interes*-ingly enough,
:in American Negro cutture there,is
tremendous.value placed upon rheto-
rid as. one aspect of style. The
"man of worda" is Ihighl,y:esteemed

-and-anyone Wftr) has heard American
Negro preachers use theiroices
sureTy recognizes theeLoquent
pOwer of that oraL.style,

"Literacy" is stillthOUght ty some
to be a sine qua non for an indivi-
.duad to be able to'vote. 'The facf_;-.
that ijitelligent people all *over

- '
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the worId are capable of reaching
decisions without anythingimore
than ,,r.,11 communIcati.ons seems to

I

be.overlooked. We fend to trust
what is "down in black and white."
"Put it in writing," we sa,y; we
teRd to distrust oral testimony,
regaFding it as unreliable. We

s written-forget that much of what i,
,

down circulated as oral communica-
tion first. -With such,bias in
/favor of written tradOtion, it is
!easy te 'ee why there haS,been
relatively little interest in the
study of oral tradition.'

But by failing to recognize the
dille_r_en_ces between oral and writ- /
ten traditions, we do a disservice
fo ourselves as well as our stu-
.dents. Who h.as never Meard someone
give orally an address which was
written out in advance? Yet rela
tively few written works read well
aloud. Similarly, students taking
written notes from eh instructorts
free-flowing oral cilassroom deliv-
ery are often dismayed by the sen-
tence fragmentsthe agreement
errors, etc. There are major
lexical nd styrrstic differences
between oral and written tradition.
Wr.-1-ten conventions, when seen on
a printed page, may sound stilted

.

when heard in speech. A Word or.
-phrase may look right, but sound
wrong. But by the same token, a
word or phrase which sounds fine
may look terrible in prirf. In
ref speech, one can use slang,

folk similes (as cool as a _cucum-

confuse the co±ntions.of ea
In oral traditions, original7
neither desiredior expected. -:ne
more traditional (unoriginal) the
better. However, in our written
tradition, originality is essential.
But children cannot avoid cliche's.
Do they nct learn to'speak before
they learn to r;,..Jd and Write? The
point is simpliy that chi!dren .

should not geteught tO write as
they speak and +hey should not be
taught to spe,1C. as Ihey write.
The 'unfortuna7e con,fusion of oral
en~d writter .onventiOns is one
reason why most-printed collectioms
of folklore are'sp-Orious. They
have been edited and rewritten to
conform to written rather 'than orar
style. The expletives, mean-
ingful pauses, the stammers, not
to mention the eye. expressions,-the
hand mc'ements,.and all the o'i-her
body gestural signals are totally
iost'in the translatior from oral
to written books. A useful class
excercise might be to have a child
tell-a jOke or legend to his class-
mates whOse task it becomes to
write it 'down. One couid-then
drscuss at length just what was
"left dut in:the written version
that had been in the oral version.

In order more fully to understand
and utilize folklore,;one riiust
have some idea of the functions of
fol.klore. Folklore reflects (and -

. thereby reinforces) the value con-
figurations.of the folk, but at
the.saM'e tIme 'Jlklbre prov!des a

ber), and.folk metaphors (to fly, sanctioned jorm of escape -from
off the- handle). In written tradi- these very Same values. In fairy
tion, these _ca.re branded as "cliches" tales, the-hero or heroine is in-
by diligent teachers of English, evitatyly told not to do something;composition. Such teachers warn don't look in the secret chamber,
their students to "avoid cliciles."7-- don't answer the door, etc. Of
The folk!orist_would urge that' course, the protangonist violates
childron not.beltold.never to use the interdiction. He may be pun-
cli,-.hgs but rather that they be ished for hiS disobedience, but
taught the difference between oral usualry he comes out ahead In lhe .

and written traditions and not to end. For example, the hero marries
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the prinCess, .The escape mechanism
is equally':Obvipus in traditional
games. On:the one hand, educatbrs
urge that games be played o teach.
"teamwork," "cooperation," and
"fair prey." On the bther hand,
once in the game, children can
compete agrcssivi. (:)ne cap
"steal" the bacon or "capture"
the flag of 1.he opposrpg team.
r.l_rKing of the Mountaln," boys

cen push of The reft. In
adb!escent garv suchas "Spin
the Bottle," 'rnst Office," er
"Pediddle," the rules require the
particpants to do that,which they
would/very much like todo but
whiO they might_not_otherwise do...:
Folklor,i provides socially sanc-
t!Onec; forms of behavior in which
a person may do what can4t be done
in re ! life, One is-not supposed
td puf-,,, anyone around in real life--
at least if one believes:the
"Golden- Rule," but in games one :is
supposed:to take, a chair_apd leave
sOmeone else without ona to sit on
(i:n "Musical Chairs"). d young'
-adolescent, one cannot Iciss a casu-
al acquaintance without feelings
cf guilt or hearing cries of deri-
sion. Yet-in .kissing'gaMes, one
rrIst do so.. The folklOristic frame
n6t.only permits; but requires,
theitabdo action and it aiso th;,,re-
,b'y relieves the individual from
assuming the'responsibility (and
guilt). for- his actions. .,The Irdi-
Vidual has.no choice; it Vs a mere
'spin of the bottle or some other
lect pi chance. (q.th as seeing a
'car with only oneheadlight work-
:ing) Which dictates the sexual
;behaVior. In children's games,
the drama of real (adult) life is

often enacted. Yet neither teacher
nor student may be fully aware of
just what is involved in a parti-
cular game. In much the same way,
folk--and sopial--dances anow for
heterosexual body contact in a

soc:ety which has consistently con-

)
74 PART if A

demned th' body and its domain.
The fact hat boys can dance With
girls,: girls can dance with girls,
hut bo. s c nnot dance with boys

American cultdr-a-reflects oGr
at iear f homosexuality. This
strhking hen one recalls that

ost sbcieti s even have-
dances) from w Ich women are exclud-
ed. Nmerican remain slaves to a
tradition in w ich the bOdy is
seen as dirty, as something to pe-
denied or repre sed. Note that we
still ;insist on physical/corporal
punishments forAintellectual/mental
lapseS. The bodj( is punished, not
the mind, every time a child is
struck or spanked':

As a specific exaMPle of how folk-
lore:functions, lel- me cite one'

A ch.-MA comes home
from'school and at 'the dinner
tab!e asks his pare ts: "What'is
black and white and\red all over?"
Ihe parent, if he's \alert and ,has
a good memory, replies: "A news-
paper," which in fact is'one of the
otder traditional anSwers to this
riddle. But there-arle other modern
traditional answers. j SoMe of_these
are: a sunburned zebra, an ember-4,
rassed zebra, a zebra\with measles',
a wounded nun-, a bloody integration
march, and for the soPhisticate:
Pravda, The Daily Worker, or The
New, York Times,-which linvolves an
interesting play oh the original
newspaper" answer. Nlow whaf pre-

cisely is going on? ,What,function,
if any,.does this riddle or Fhe
fiundreds like it serve? This kind
riddle provides an eff'ctive mech-
anism ior reversin-g th, .normal
adult-child relationship in our
society. In our socie y, it is the
parent or teacher who Knows all
the answers and who AnSists upon
proposing difficult if pot "impos-
sible" questions to chOdren. How-
ever, in the riddle context, either
the parent doesn't knOwHhe answer

1
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to the elephant or little-moron
joking question (in which case the
child can have.,the great pleasure
of telling himwhat the answer is)
or the parent gives the "Wrong"
answer (e.g., "newspaper" would be
considered "wrong" by, the child who
has another answer in mind). And
aren't there plenty of instanc.,3s
where the.child aaswers.an aduit's
question perfectly well but fail5
because his answer was not the
particular answer the adult de-
sired? Children elso use riddles
with their peers where a similar
function is evident. A child goes
one up if he h.as a riddle which
stumps a friend. Many adultsuse
such devices in daily interpersonal
rituals.

Literature for Children
or Literature of Children

The analysis of the content of
children's foJklor-e could help
anyone seriously interested in
understanding children. I refer
specifically to they portion of
children's folklore which is per-
formed by children Jor other chil-
dren. This is distinct from that
portion r:,." :Thildren's folklore'
which co. :sts of materials imposed
upon children by parents and teach-
ers. The analysis of the latter
kind of children/s 4folklore would
probably give more of an insight,
nto parents', and teachers' world-
view than the worldview of chil-
dren. -In courses dealing with
childrea's literature, this latter
category receives most of the.at-
-tention. In other.words, the em-
phasis is on "literature of chil-
dren"! . (By "literature oakchil-
dren" I mean their oral literature,
their folklore, their traditions,
not their little individual written
compoS.ttions or poems.) This iS
the same kind of thinking that

makes Peace Corps teachers teach
Shakespeare and Chaucer to African
students instead of utilizing
African folktales and proverb's;
that is, using some of the "native"
literature as the basis for an
understatlding of the nature of
prose and poetry. Educational,
as well as foreign, policy is in-.
variably.made in accordance with
the value system of us, the teacher
or the American. Such decisions
may be rational from our point of
view; they may even prove to be
"correct"; but in the majority of
cases, these decisions.are probably
a.: too.often made without suffi-
cient knowiedge of the groups we
honestlywant to help.

. We tend .to
think'of the "'other" people, be
they -inhabitants of villages' in
Asia or
as poor
soak up
a5 they

children in our:classroom,
little sponges yho need to
as'much of our material
P9s5j.b.IY caP.

The_phrase "cultural
is a prime example
kind of thinking. F

poiogical perm-;.,)ctiv
there can be nc S'uch
dult:urally deprived.
enthropol.ogical usag
total way of life of
not to a very select
ist materials such a
great books, etc. A

have culture in gene

ly deprived"'
f this faulty
rom an apthro-
e, of course,
thing as
Culture in

e,refers to the
a people, an-d
group of elit-
s opera,. the
II human beings
ral-;- some peo-

ple share one culture rather than
another. Hcpi culture is different
from yietnamese culture. So it is
impossible ia this sense for any
individual to be "culturally de-
prived"; our minority groups have
just as much culture as anybody
else. It is another Culture, a
different culture. To cDII a rmi-'

nority group "culturally deprived"
is a kind of survival of nine-
teenth-century "whlte man's burden"
thinking.. The rel questibn is:
Do we want rthem"--and "thorn"

PART II A --75



could be American Negroes, ,South
Vietnamese, children in our class-
room, etc.--to give up their cul-
ture and accept our culture in its
plaGe, or do we not insist on a,
melting-pot metaphor with the pot
to take on the consistency of the
dominant ethos? The "unmelting
pot" might be a more apt metaphor.
If so, then perhaps we should allow
or, better .yet, encourage "them"
to enjoy, understand, and take
pride In their own culture. Obvi-
ouslY, the culture of our children
is closer to'our adult-cultuie than
the culture of a distinct ethnic
minority or some pdpulation foreign
to our culture in general. Nevef-
theless, the principle in terms Of
educational philosophy is the same.

,

What kinds of things do we see
in our children's own folklore?

Teacher, teacher, I declare
I see so and so's,underwear.

We see the-chlld's curiosi-t-y-about
the body and the immediate body
covering. Thi,- child finds it dif-
ficult to accept the adult's ap-
parent rejection of the body and
its natural functions.

Symbolism in Folklore

No doutt.many people who are un-
sympathetic to psychology and sym-
bolism mayAoubt the validity of
the above interbretations.,0 chil-
dren's folklore. Su,.h interpreta-
tions, theY would argue, are-being_
read into innocent folklore rather
than being read out of the folklore.
Yet much the same symbolism is con-
tai:ied in the folklore for children
as communicated t, parents and
teachers. It has long been wrongly
assumed that folktales--e.g.,
Grimms' Kinder and Hausmarchen and
nursery'rhymes--are strictly.chil
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dren's fare. This is not true.
These materials'were related by
adults to other adults as well as
children. If.adult males have
Oedipus complexes, then it is clear
why it' is they whO relate'the story
of Jackand the Beanstalk. A boy
lives aionewith his mother, throws
beanS out of a window at his
motherls request, .:Iimbs a tall
magic beanstalk, hides from the
threatening giant in the friendly
giant's.wife's oven, kills the
giant by cutting the giant s'talk
with an axe which is bften help--
fully provided by ills mother wait-
ing at.the.foot of the stalk,' and
finally lives happlly ever after
with his mother! (Parents, of
course, to the infant's eye vio
of the world appear to bo
For women with EioctrampIexs,
it is normally a girl ver.:-,us a

wicked stepmother or witch. Whereas
the donor figure- in male folktales
'may be a female (e.g., Jack's
mother, the giart's wife), in fe-
male folktales thelle!per way bc a
male (e.g., the wcodsman in ": ittl

Red Riding Hood"), al'though tc iJe

sure sometimes !,ind father fi,:u7es
help boys and kird mOther 'inures
(e.g., fairy godmothers) help gir:s.
In Hansel and Gre:- , the chirdrt,n
are tempted orally -nd they ihtle
at the witchT.s house. (The chl-'
dren were not giver, foo t.. oy Their
parents.) . The wic, 1,,,e so many
cannibalistic viHeint, in Fairy
tales: intends to employ the 7r-
fant's first weapo, 7,Lck-
ing, biting) by devouring the chH-
dren.' In this tale, the heroine.
Gretel, succeeds in euping the
'witch into being burned up i er
own oven. The female-oven
ism is consistent. lo Jack ar..I
the Beanstalk, the boyllides I

the giant's Wife's oven to e,.-,cape
the giant; in Hansel and Gretel,
a tale featuring a girl's po;nt o
view, the heroine eliminates the
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female viilain by making 'her enter.
her own hot oven!

k
Remember these are part of the
children's folklOre which ls trans-
mitted to children by parents and
teachers. I do not necessarily
b iieve-that parents are aware of
the symbolic content of folklore
any more than I. believe that chil-
dren,are consciously aware of all
the symbolism. Clearly, folklore
could not function successfully as
an outlet if there were conscious
awareness of its being so used.
Folklore is collective fantasy and,
as fantasy, it depends upon the,
symbolic system of a given culture.
The communication of collective
fantasy and'symbols is a bealthy

*tking and I would strongly oppose
those educators 'who advooate plac-
ing Mother Goose and fairy tales
on a high shelf or locked case in
the library. Folklore is one way
for both adults and children to
deal with the crucial probleMs in
their lives. If our folklore some-
times deals with sexualii. and the'
interrelationships among members of
a family, then this is.obviously.
something of a problem area in our
daily iives. We know that folklore
in all cultures tends to cluster
ar.3und.the critical points in the
life cycle ofthe individual (e.g.,
L-i-th, initiation, marriage, death)
end th calendrical cycle of the
community (e.g., sowing, harvesting
etc)., in fact, if one collects
the folklore of*a people and then
c.Jos a r7.-.Jr:tent-analysis of that
fo;Llore, o.le is very likely to
be ablf: io deline.te the principal
topic, so-i' crisis and anxiety among
that penple. So if American folk-
lore, both aduit and children's
folklore, has a sexual element, .

thell we must face the problem re-
flected in the folklore. Squelch-
ing folklore (as if such a thing
were.really possible) would,not

help in solving the original prob-
lems.whiCh generated the collective

. fantasies in the first place.

Folklore Teacners

Folklore refl-,'cts culture. As 8
final example, I will briefly men...-.
tibn teacher foiklore. The folk-
Jore of and 6bout +eachers Teflects
both teachers' attitudes about.
themselves and.students' attitudes
about teachers. There are the
parodies of teaching methods. An
,English teacher is explaining to
her class how to write a short
story: it shödid have religion,
higti Society, sex, and mystery.
Within a few moments a little boy
says, "OK, I'm 'finiShed." Tha
teacher, surprised at ,the speed of
the boy's composition, asks him to
read his short story aloud to the
class. "My God," said the duchess,
"I'm pregnant! Who did it?" :There.
are also commentaries on teactiers
who run theirclasses without any
regard for what their students
might' or think.

The folk of teaching includes
elementary school teachers, loo.
For example, there's the svory of
the elementary school teacher who
taught look-say reading. One Clay,
in ,baCkin.g her car.out ot a parking
place on the street; she band
into the car parked behind her.
She'immediately got out to SPrvey
the possible damage, and,

l ,g

at her rear fender, she sair,
oh, ph, look, look, look, Damn,
Damn, Damn!" Notice the three-
fold repetition in the punchline.
There are three words, each re-
peated three times. Is this unusual?
Certainly not. Three is the ritual
number in American folklore. Whether
it's three brothers in folktales,
three wishes, a minister, a priest,
jand a rabbi, or the fpct that there
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are freCluently three action se-
quences in jokes and three repeti-
tions of lines in folksongs: John
Brown's body !Les a moulderin/ in

the grave, Polly put the kettle cn,
Lost my partner what/II I do?, etc.,
the pattern is the same, This
pattern is not universal; most
American Indian peoples have the
ritual number four. Here is
another illustration. of how, by
analyzing the folklore, we gain
insight into the culture it Mirrors.
Three is a ritual number not Just
in American folklore, but in a-11
aspects of American cultu.e: Lime
'--past, present, future, space--
length, width, depth; and language
--good, better, best; etc. This
is why we have the three R/s (Read-
ing, "Riting and "Rithm-tic),
Primary, Secondary, and Higher
Education,, tne latter with its
three degrefis B.A., M.A. and Ph.D.,
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the first of which can be cum ,

laude, majna cum laude,.arrd summa
cum laude.

Folklore as a subject of study can
be most rewarding. It does serve
as a mirror of culture and it iS a
mirror well worth looking into.
The teacher who encourages his
class to examine their own folk-
lore of a group from another "cul=
ture," can give his student as well
as himself an educ-tional experi-
ence of immeasurale value. We
need to use every available means
to better understand ourselves and
our fellow men. FolkLpre is one
such means, one available for the
asking. We are all folk. All one
needs to begin such work is people,
people to ask and people to listen.
Whether an individual asks about
their folklore, if he listens, he
will learn.



ACTMTY 17: Using the Background Informatioo

: Title of Article

Author Date

What does literature have to offer?

c'

Additional Note:4:
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°Article No. 3

ACTIVITY 18: Your choice of an Article

Individually, or with a partner,
choose an article or book chapter
to read, relating to basic ideas
about using children's literature.

Using the Background Information

Titl'? of Article

Check with your instructor to veri
fy its contribution to this section
of your work. This does not mean
it must support any particular
point of view, but rather that it
should address some of the basic
issues in offering literature to
children.

Author Date

What does literature-have to offe

Add.itional Notes:
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ACTIVITY 19: Synthesizing Bsckground Material

In a small group or with a partner,
pull together your notes on your
Background Information Sheets from
the articles you read, plus the
knowledge from ,your own experience,
to complete the synthesis form

Using the Background Information:
Summarys-of Articles

That does literature have to offer?

Addit41onal NOtes:

9 1

below. If the group is fairly
sma!l, you may wish to do this
activity as one entire group with
your. instructor. If the total
group is a larger one, share across
the larger group -=s a final summary.
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B. "LITERATURE PLUS RESPONSE'

EXPERPFNCES FOR CHILDREN

.'
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Introduction to the Guidelines

The four guidelines .to be used in tion, along with r asons why.
this unit for planning literature
experiences are presented here in One reminder is necessary as you
a brief overview. This concise begin this section. The techniques
listing of the guidelines should advocated and taught here are not
serve.as a handy reference jor con- presented with the notion that
t' .ued use, plus the longer summary they are the only techniques to use
at +he end of the section. Each while reading stories to children,
guideline Will be discussed as it nor should they be used with every
fits into the whole, by means of: story that you read to your class.

Instead, after completion of thi;S,
1. a working definition and ex- unit, they may be used.as you feel

planation; them to be appropriate; but they
are stressed here because they

2. examples as,they would appear offer a working base toward a
in a lesson plan with limits more responsive apprdach to
and exclus ans. presentations and trainig in the

use of children's 14teratt.i're.
All guidelines wiH,then be demon-
streed in the context of a real Since theme identification is
story selection, With opportunities a crucial first step in the
for you to discuss what responses process, it will occupy the
do or do not qualif.y for applica- first section.

1. Guidelines for a Responsive
Literature Experience

Theme Ldentification

Getting
Ready

(

Guideline I - Check important background concepts, ideas

Guideline II - State a meaningful purpose for listening

Guideline 111 - Give learners the opportunity to
Telling particirJate in the stor-,y by: '.

the
Story a: making predictions

b. supplying closure
c. offering alternatives and explenations

F011owing
Up

, Guideline IV - Guide learners to m.4.ke applications to
their own-lives by7

a. recalling past experiences
.

b. projecti-ng themselves int-, new,
experiences

) 3
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ACTIVITY 20: Learning the Guidelines

Read the story, Madeline, by
Bemelmans. Following the preced-
ing Guidelines for a Responsive

Theme

Ivo

Assignment:

-Begin work on Activities 21-24 be-
fore ttie next group session. At
least read all the.descriptions.

\,

34 PART VI B

Li±eTature Experience,Hot notes
_below about the definitions and/or
examples your instructor offers.
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Theme Identification

It is important to be.clear on this is, "It is easy to.despise what
issue before proceeding into the you cannot get." Qr, "When you ,

apOication ol the guidelines, cannot aChieve something, it's
sinte the themei,is.e central point simple to say you didn't want it
'upon which the other facte,rs pivot. anyway."
'A teacher might agree jci build

.

background, focus.'listeners on a The theme may be.niae even tore
question, etc..; but to choose of obvious, -ifit is fir-S.t made clear
which background information, and what are not considered..pessible
which purpose for listening, knowl- themes. The theme is nbt:

edge of the theme is necetsary. The
.

.teacher must determ .i., what she :. merelN naming or enumerating
considersJo be the H-ory theme the characters or main fea-
that she wishes to convey. Most tures (e.g., the fox 'and the
often this will .be the rntended grapes); .:

message of the author, bit 'perhaps
."..not, in some cases. For example, b. posirig".the literal prdblem

scan the fable about the Jox and or.kAy situation (e.g., the
. the grapes. trouble 6 fox had in trying,'

-1-6 'quench hi-s thirst); or
"pne hot-summer's day,a.fox was,

strolding through on orchard '

until he came t4 a bunch of
grapes just ripening on.a vine.
which had been- 'trained over a
high .branch. "Just'the thing
to quench my thirstP1 said he.
Drawing back a fey-O-eps, he
took' a run and a jump, and just
missed the bunch. Turning
round again with.a One, two,.
three, he jumped but with
no greater success.. 'i4Again and
-again he tried afteri the tempt-
ing bite", but,at Fast had to
g'ive it up,.and walked away.with
his nose in the a)r,'!saying:
"I am sure they are tour."
(Adapted from HOI Arbuth-
not, The Arbuthnot Anthology of

, Children's Litrab (Third
'Edition) Scott, Forethan a.nd
Co., Glenview, Illinlis, 1968.)

Thi theme is themessage the author
was ex'pressing, regardless of,the
literafleharacters or s'tuations
he used.. In -this caSe, the theme

c. literally superWzing the
'plot (07aW'how the fox tried
to get the grapes and whalhe
did when he failed).

If you want more.practice in deter-
mining the, theme of a' story, turn
to Appendix C fOr this purpose,- now
or whenever you consider, it appro-
priate to tackle such i lask.

' Clarity on- the theme, then, opens
thecway fordecision maki..g on the
questions the gukielines, are asking,/
It keeps planlii.ng goal-oriented, so
that iou can avoid lessons that are,:
too lon:1 or toO cluttered. (This
does npt imply that l'He teJcher
wil.1 encourage or permit.other.dis-
cussi.on spentaneousl'y offered by ;

the .children, les't she vlolate the
most basic concens of this unit4.-

/relevancy and personalization. /It
merely applje's to the plan-written
_by the.teacher prior to the chTl-
drenJs

9 5
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c.)

ACTIVITY 21: Understanding Theme Identification

SUMMar

In your ,n 'Aords, exp low to
identify tne theme as if you were
te 1) ing_it to someone outside this
group. Give at least one 'exaMp le
not g iven in the text.

----

ACTIVITY 22-25: Understanding the Guidelines in greater depth

In a Sma I I group Or With a Partner,
read 1 he more thoroup0. explanation
of each-of the au idel nes pl.us
thieme i dent i f i cat i on, Lneac-h---tase,
you wi II be asked fr, summarize:the
definiticns in you!% own, wor ds,and
to create a new example.
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Guideline I

-To check the information back- guideline helps learners feel "at
ground of the learners, relative home"with the subject, or attach
to Concepts and ideas essential their own handles to it. There
to the plot should be no sense of, "If 1

(teacher) don't get you ready, youThis goal is designed to set'the
won't understand this." The goalstage for maxjmum appreciation,of
iS to enhance autonomy, not detractand learning from the story, while
from it.at the same time respecting and

swporting a Child's self-image by In order to set this stage, the
assuming he has valuable '15ercep- activity or discussion will. prob-
tions and information to contri- ably deal literally with the set-
bute.,The iistener is reminded of timg, tone, and/or issue of the
or introduced to- important back- first event of the story. (Let the
ground information through discus- author do this job for the subse-
sions and/or activities that usu- quent events; you are merely pro-
ally take place before the story, viding the initial climate so the
but might-occur at other ppints as author's power can go o work.) An
well. additional reason for dealing only

w ith immediate happenings is thatThe usu,a1 emphasis on knowledge
aI particular units; such as dipping into a later part of the

-

vocabulary items, is not included story, then dropping it only to
jump back to the story beginning,here, since it is seldom necessary
.

s distracting to good learning.Ior advi-sahle to introduce such
small units of thought prior to Especially hel,pful are questions
the story. If the item is impor- w ith many, rather than single,

tant, the context will aid the accep.l.able correct responses.

listeners in discovering the .Allowing all to get involed is a

meaning for themselves, better indicator of where listeners
are with the topic,

For example, it is unnecessary to
define gigantic prier to present-
ing the following sentence. "To
the little mouse, the hippopotamus
looked gi.gantic! He had nayer seen
anything so'big!" Tha context
delivers the meaning irEi a natural

--use-of language, withAt artifi-
cially cal.lina attention'to the
word as a separdte unit. Pictures
also aid this process.

In other words, this guideline is
not intended to result in building
a dependency,relationship similar
to-"introduclng the new words" to
a reading group. Illustration'S and
context should be held responsible
for conveying most meaning. This'

The following instances demonstrate
the application of this guideline.
These open-ended ty'pe questions
w ill be illustrated.

1. In a story set in a northern
climate where the events of the
plot are influenced, even de-
termined, by the weather, a
crucial background concept for
children living in mild cli
mates would be.a broadened
definition,of the concept winter.

The teacher might begin with,
"What do you think of when I

say 'winter'?" She would then
use what the children presently
know about-winter to build

9 7
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toward those.aspects of winter within the domain of G.uideline 1:

that they have not yet experi-
enced. a. assumed-concepts that are

minor or peripheral, there-
fore of little import, in

2. In a presentation of a story relation to the primary
about a six-year-old child who thrust of the story.;
loses his first tooth, a cru-
cial concept for the children b. concepts that will be develop-
might be understanding apout ed within the story plot and/
family rituals that ,center or ilrustrations (we do not
around losing.the first set of need to teach' what the story
teeth and recognizing-that no itself can teach);
ritual can be judged right or
wrong, since it can be respected c. literal definitions irrele-
as only one interpretation. vent to this story plot
The question a teacher might (accurate real-life defini-
ask in this qase is: -"Have you,. tions of things or actions.,
or has someone you know, lest a are inappropriate where the
baby tooth (or whatever term the thing or action is bein,g
children use to refer to the used in'a different way-ih.
first set of teeth)? Is there the story).
anything special you then do
with the tooth, or expect to
happen? Class discusses vari-
ous "tooth-losing rituals" to To apply this guideline to the fox
raise awareness of diversity, . and grape fable introduced above,
the teacher contributing addi- satisying the identification of a
tional versions not mentioned. concept important to the tneme

woj.Jid entaH the concept of
"thirst." It might surface with a

3. To use a story about any family direction like "Think of a time
pattern distinctly different when you have been very thirsty0
from the dominant style of the What would have tasted good to
listening group, it is importat you?" or -"How do you feel when you
to establish their present no- are-very thirsty?"This type_of.
tion of "family." An Open question, gets listeners to bring to
question..such as, "What do you the surface theirown experiences
thihk of when I say the word, with the major sensation of the
Ifamilyl? can ba used. Their story, as wnll as to identify with
present definitiohs of "family"- that feeling and Fo be ready to ,

may then be used o extended for emp,athize with the fox!s predica-
purposes of appreciat'ng the rent.
ideas in a particular story.

1:!ustrations of concepts not of
adequate significance to highlight

Each guideline is even more clearly in this story would be:
defined by noting the intended.ex-
clusions. That is, practices that a. "Have you ever become upset
definitely do not fit 'with this when you,cannot do somethil:g?"
guideline help to es_tablish the This introduces 4.he problem
limits. Thus, the fojlowing are .not prematur.ely.
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b. :'What comes after one? After these concepts. The fox is'

two?'L Now, count with me: one, merely the literal character.
two, three." Though used in

the story, the counting is
not a concept -necessary to Additional Note:
the plot itself. ihi-s ques-
tion would be distracting. An optional section entitled "Know-

, ing Your Students" may"offer h.elp-
c. "Where does a fox live? What ful supplementary material for

.does he eat?" Even if natu- understandrng and fulfilling this
ral science knowledge of guideline. Labeled Appendix B, it
fox-ness is not known, the is found in the last section of the
story is'not dependent upon unit.

ACTIVITY 22: Understanding Guideline I

SumMary

In yoUr own words, explain Guide-
line I. as if you were explaining it
t, someone outside your group.
Cite at least one example no+ given
in the text.
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Guideline H

To state a reaningful purpose for
listening.

This is sometimes referred to as
establishing a. mental set, for it
is the procesS'whereby "the !is-.
tener gets an inve.stment in the

ceive no input toward an answer
until late in the-story, esp.ecially
with young 'children, it cannot
serve its purpose to pique interest.
Frequently, this question will stem
from the child's initial image of
the story, (the title, the cover,

story he is about to hear. It the title-page illustration). If

uides him in firming up an expec- you are not to reyeal actuar plot
tation or a reason fOr listening; information, you must deal :ery
This process usually takes the directly with the ."givens" prior
form of providing a question or a to reading.
direction for his search.

"As you listen_to this story, see
if one of the characters is like'
you and tell us about it at the
end."

"in this story, see if you can
figure out why the author named it

11

"Listen to find out the secret."

At the appropriate time (usually
at the end of the story), lis-
teners should be allowed to an-
swer these questions or report on
their search. This tactic rein-
forces the sincere intent of the
question. If such follow-up is
missing, children learn that
adults just ask empty questions to
get them to listen to a story.

The question is sometimes a very
large question, as large as the
theme of the story, and requires a
thorough discussiofl, or even art
or drama activities to express it.
Other times it will be less com-
plex and can be answered with
simple statements.

To further define the bounds of
Guideline II, sett;ng up a meaning-
ful 'purpose 'for listening d-oes not:

a. insult the Listener by mere4
asking a simple uestion that
takes min)mal -attention and
thinking.to answer (-e.g.,
"Listen to see what the boy's
name

b. provide story content pre-.
maturely (e.g., "See if you
can tell how Jim will solve
his neighborhood problem,"
before listeners even know of
a neighborhood problem);

c. focus on trivial or detailed
informE,tion (e.g., "Listen to
find out when +he boy's
birthday is.").

Additional cau-lions are helpful
here. It is very irr)portant that
the questions be in keeping with
the age level of the audience.
Very young children usually cannot
be expected to keep in.mind a
question that re;ates only to the
latter part of the story, but older.

As with Guideline I, listeners children could handle this task.
should be able to see the immediate The complexity must also relate to
relevancy of the issue raised. If the group's age level and to the
the question iss one that will re- particular children involved.
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To apply this guideline to the fox
and grape fable used above, a mean-
ingful purpose for listening wauld
be to see if the listener has ever
felt like the fox in the story.
The direction might be similar tol
"As you listen to this story, see
if you've ever felt the way this
fo >. did on.,a very hot day."

'These would be'examples of not
fulfilling the guidelire appro-
priately:

a. "Listen to this story to see
what trouble the fox had get-
ting grap6S.", This gives a-
way what-the central prablem
in the story was, not letting.

ACTIVITY 23; Understanding Guideline II

Summary

In your own words, explain Guide-
'line 11..as Af you were explaining
it to someone outside your group.'
Cite at least one ex.ampia_n_at_giv_Pn
in the-text.

c")

the reader gain it in context.

b. "As you listen to,this story,
see if you can figure out
what an orchard is, if you
don't already know." Since
this is insign!ficant infor-
mation, compared to other,
items, it may result in a

distract:ion, rather than aid-
ing fuller understan.ding.\

c. "Listen to see what the fox
did when he couldn't get what
he wanted." This not only
gives away the problem before
the story starts, but sets up
a straight factual search
that merely requires mini.mal
lIstening to the literal plot.
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Guideline III

,

To involve, the Jistener sufficient- tence." The teacher reads
ly by aiding the development of a along right up to the missing
further investment in the plot link and pauses for the Hs-

.. teners to supply the word(s)
Gu-rde the listener to "sit in the and to continue the flow
author's chair" to make many of the naturaLly. No questions or
same decisions and choices the speciar signal is needed. The
author had to make in regard to pause is the signal. Inter-
characterization, plot development, rupticYn in flow of meaning
and means of expression. This would distract from the major
guideline is implemented through goals. There are three ways
the use of three techniques, as in which the listeners may
follows: making predictions, supply- anticipate the appropriate
ing closdre, and offering alterna7 word(S). That is, within the
tive solutions and explanations. presented language, on the
Sometimes al) three major tech- basis of either semantic
niques (predictioh, closure, and -(meaning), syritactic (grammar),
alternative) will be applied to one or phonic (sound) information,
story. At other times, perhaps as described below. Please
only phonic closure will be used noticethat many times in-
throughout a'story. The plpt and stances of closure are not
*its mode of presentation by,the pure; that is, one instance
aUthor will have much to do with may deal with both syntactic
the u-se of a particular technique, and semantic information. They
as well as the,adaptatidn necessary cannot always be separated.
for the specific listening audience.
Each will be described below: 1. Semantic closuce: Some ways

'of reaching closure on the
A. Making predictions basis of'seMantic information

might be:
The listener is asked to guess

.. .

or hypothesize about upcoming a. Anticipation of a recurring
^ events and consequences from word, phrase, sentence, or

questions such as: group of sentences!

What will happen next?

Where will they go?

"Millions and milLons and
millionS of Cats" (Millions

. of Cdts; Wanda Gag) ,

How will it end? 'And rain makes applesauce"
(Rain pkes Applesauce, ,

Julian-Scheer)
B. Supplying closure

The listener is asked to antic-
ipate exact words or ideas -
that will follow, on the,,basis
of information presented SQ
far, thus'"closing the sen-
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b. Anticipation of a part or
parts of a prOgressive-or
cumulative plot:

Little Red-Hen--"Who will
help me grind the wheat?"



The House That Jack Built

c. Anticipatioh of word(s) on
-basis of logic or cause-and-.
effect relationships:

"The clouds became dark over
our heads' and it started_ to
(rain)."

"It was so hot that he de-
cided to go to the river
for a (swim)."

2. Syntactic closure: Anticipa-
tion of grammatical forms such
as tense, number, or gender:

a. Tense: 'We had to break only

The listener is asked to
construct other solutrons or
consequences to 'problems and
situations posed in the story,
supported by their 9wn loic
or ratidnale:

What else could she have,done?

How else might the story have
ended?

We should also mentiom dealing with
the responses made by the children.
What does the teacher do with the
response? In order to enhance self-
concept and encourege inductive
'thinking, the following means are
suggested:

one, because all the others predictions - Verify them in the
were already (broken), story, being sure to gi,v'e

credit for all credible ideas
b. Number: At first we saw only regardless of how well they

one goose, but soon all the match the author's version.
other (geese). came out.

c. Gen.der: My father)mas going
to Vle store, so we went
with (him).

3. Phonic closure: Anticipation
of word bn the basis o4 the
implications about the phonic
components:

a. Rhyming: I Sat by the lake

I looked at the sky

alternatives - Indiviu,ai and
group evaluation of sugges-
tions as to workability within
total context.

closure - Let children's response
fill in, if, at all possible;
if they do not match exact
words, add the precise wording
only if it is crucial-to the
story (for example, a rhyming
word).

Other forms of closure may be dis-
And as I sat covered Dy persons working with

these materials. Other means of
A fly went (by) "sitting in the author's chairm may

,(A 'Fly Went By, M. McClintock) also be developed through use. The
ones discussed above do not exhaust

b. Alliteration: It was a plump, the potential of this concept, but
pink (0g). I saw a black, rather serve as a model and a
bug-eyed (beetle). beginning.

C, Offering alternative solutions
and explanations,

Additionat clarification may come
frOM acknowledging that:the tech
niques designed to place the listen-
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er "in the author's chair" do not: The age of the children, their past
experience, even their familiarity

a. Focus attention on the he- with the story will af-f-ect the
sponse itself, that is, degree of use of this guideline.
-value it for its own sake. With a very familiar story, older
The asking or waiting pro- children may enjoy many pauses for
cess must not distract from closure, since they can'be highly
the story. .-,Af there is no successful, whereas, predictions
ready respone, the teacher would be senseless on repeated.
should moVe on naturally or, content. In contrast, many pre-
in the case of closure, supply dictions may be enjoyed by very
the author's term. young Children even on familiar

content. .
b. Go outside the immediate

story situation. The response .To apply this guideline to the fox
is:used in .no other way than and grape fable, the three portions
as it occurs in this story, wjll be dealt will) separately:
to maintain a meaningful con- prediction, closure, and alterna-
text at all times. tives or explanations.

c. Ask for prediction, closure, Prediction
or explanation, where there is
no possibility for reason- An appropriate request for listen-
able prediction (complete non- ers to make a prediction.would be
sense, nonrelated events, or to foUew.,..the line, "He took a run
extremely rare words in and,a pp;". with "What do you
rhymed endings). think .1plie.ned?" The listener has

9
enou-gh i*formation to make a logi-

d. Askfor explanation or pre- cal prediction (the jump succeeded
diction after it is answered or it didn't), and the answer to
completely in the story, or -that question is crucial to the
ask for prediction, closure, story outcome.
or explanation.at a point
which interferes with Inappropriate requests would be:
thoughtful appreciation of
the whole (such as a cl,imac- a. "...was strolling through an
tic point). ..."'."What was he strolling

through?" There i.s insuffi-
e. Ask for .explanations or al- cient inf,ormation to .make

ternatives regarding an ir- such a predicticn.
relevant, minor issue or one
obviousLN ahswered in the b. "One hot summer's day a..."..
text. (This restraint ap- "A what?" Again there is
plies less to closure. That insufficient information to
is, closure items.will often make thiS prediction.
be minor items, but since
flow is not interrupted as is .c. am sure there are..."
,done in prediction, this is "What?" Not pnly is there
'allowable and is justified by insufficient information,
the fact +hat it is means but this interrupts the flow
lo heighten listener in- -here toward the climax.
volvement.) -
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Closure

An appropriate point to pause, in- to remain identified with the'
viting listeners to join in and characte-, and to feel the
clov the sentence, would be: significance of his final
"Turning round again with a one, statement.
two, tlax-eper4 he....(jumRed..." This
is possiblk.to predict accuretely
or logically. Alternatives/Explanations

An a'ppropriate action or event for
Inappropriate request would be: which to ask listeners for an al-

ternatiVe behavior or explanation'.
a. "On hot summer's day a fox would be: "What else could the fox -

was..." There is not enough have done to try to get the grapes?"
information available yet for (alternative) OR "Why did the fox
a reasonable prediction, say he believed the grapes were

sour?" (explanation).
b. "until he came to a bunch of.

..." ,This is misleading, Inappropriate instances of using
because listeners may think this part of fhe guideline would
of other items that.:come in be:
bunches, more obvious than
grapes, (e.g., bananas, or
,even people) in this context.

c. "...nose in the air, saying
" There is insulficient

information here as to where
the author, is going, but 2ven
if the question could be con-,
sidered appropriate on that
count, it would be poor tim-
ing, as it interferes wil-h
the potential for full appre- c. "...in the arr." "Why was his
ciation of the climax of the nose in the air?" This is an
story. The story needs to inappropriate point for in-
keep flowing listener terruption of thought.

a. "Why were.the grapes on a
high.branLh?" This-calls
attention,to trivial jnfdr-
mation.

b. "What was 'the fox trying to
reach?" .This 4actual answer
is rea;iily available-in-the.
text, so it is insurtinci to
ask.
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ACTIVITY 24: Understnnding Guideline III

Summary

In your own words, explain Guide-
4ine III as if you were explaining
it to'someone outside the group.

.Cite at least.one example not given
in the text.

Guideline IV

To facilitate the, application ol
the story to the listeners' own
lives ,

The.ljsteners are helped to identi-
fy with elements of plot, thcme,
and/or characterization to:

understand that their own feelings
are "human," for broader accept-
ance of selves and others, and

to empathize with a more expansive
experience base than their own and
to develop wiser, more satisfying
decision-making skills and a feel-
ing of power.

Two means are suggested here to -,

accomplish these ends. The-teacher
provides opportunities for listeners
to:

I. Recall past experiences or con-
:ditlions in their own lives

96 PART II B-
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similar to the,ones ih the story..

Listeners then relive their.own
experiences ih some way:

oral disCussion

symbollc represehtation in

photos, artwork

role. p I ay ing

2. Imagine or project themselves
into the story.

Listeners experience the major
events and/or feelings repre-
sented in the s"tory in some
simulated manner:

rOle playing

fahtay

disous.sion

,art



This apPlicatiori might occur Whil'e Oral Language
the story *is being read, but.mostii
of the appliciations requireimre/" t retelling tho story, or parts of
time' so that /th.ey would be more tho story'
appropriate at the end o'f the, recalling parallels
story. Again, there might be in- developing alternative attion,
stances Where such activities wourd situations
be.helpful both b'efore and after read-ing or telling story into
the story, to see the effect of the tape for listening or narration
story'.experience. This type of
activity should be planned so that

- it will not. interfere in any way Writing (if appropriate)
with the'enjoyment'of the stO'ry as
intended by the author.- retelling

developing a script for. dramatic )
It would be necessary to know the use '-

particular children tojudge if a developing alternative endings,
certain incident could be recalled events, etc.
or-mould have to,be imagined, so writing additional chapters,
for purposes of learning in this sequels, and the like
unit, the designation must be ar- giving explanations for events
bitrary. that wouLd'mean that and situations -%-

cer-tain of the suggested le5sons
for fantasy or role playing would
be unnecessary for those children In many cases sone'of the above
who had already lived that parti- suggestions would be combined. It
cular experience. The opposite is'desir&ble to invcqve pupils in
might also occur, a variety of ways, providing for

differing interest and abilities
A wide range and varjety of activ- and providing tor strong commitment
ities might be included in this to a particularly enjoyable project
guideline. The, following sugges- (e.g., making costumes, deyeloping
tions apply to some potential a play, making props, making in-
curriculum areas.. vitations, creating ads, presenting

the play).

Drama

Art

creative dramatics
re-enactment
puppetry
TV/radio shove

drawing, painting, and other
media
ptrppets
other means of replication of

characters
costumes
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One additional ,responsibflity the
teacher has in this regard'is to
help interested readers/listeners
to locate other resources related
to the story of current interest.
The teacher becomes a cross-refer-
ence bank. This involves being
knowledgeable about:,

a. other books on tte same topic

b. other. boORs by the same autho

c. books wf4h other types of
similaNties ol interest to
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the learners (format, illus
trations,'style, etc.)

,

This skill, acquired gradually by
immersing yourself in children's
literatre, is most valuable to
the children with whom you work.
It does not imply that more books
are heaped on an individual or
group, but that these additional
resources are simply made avail-
able. ,

The intention of Guideline IV is

to enrich the experience; it is

not to:

a. subjett learners' experiences
or opinions to judgment or
analysi,s;

something you wantod, but oven af-
ter trying several times, you could
not get it. How did/do you feel?
....What did/do you' do next?" This
is then pursued by offering a vari-
ety of means for expressing thie
feeling (wrlting, telling, drawing,
painting, recording, singing,
dramatizing, etc.).

Inappropriate attempts to observe
this guideline would be:

b. probe beyond what is Comfort-
,

ably offered in a medium
comfortable to the learner
(productive thinking can be
provoked in learneps even
when they do hot choose to
share those thoughts publicly)';

c. highlight insignificant
aspects of the plot.

This guideline is intended to serve
as the integrating mechanism to pull
together the present literature
experience and to find a place for

. it in each learner's total li-fe

,experience.

a. "Think of a time or pretend a
time when you said something
with your 'nose Tn\the air.'"

This would be inappropriate
if done in isolation as cited.
It could be appropriate if it

were directly connected to
the "sourgrapes" phenomenon.

b. "Think of or pretend a time
when you ga've up on something
you tried but couldn't
Then we'll all tell each
other what we thought of."

The basic idea might be all
right, but forced sharing is
not acceptable, especia.11y
when, worded this it

could 'lead tp thinking about .

and dwelling On failures. The
statement considered approprl-
ate (above) is worded so ev,en-
tual success is still possible.

Jo apply this guideline to the fox c. "Think of a good thing to
and grape fable, the two sections quench your thi-st on a hot
will be treated as one, since it' day. Then we'll each tell what
is impossible to determine theoret- we thougLt of an4 then vote on
ically whether any response would be who had the best idea."
past recopection or projection
as it relates to any individual Not only does this activity
learner, begin by stressing an unim-

portant aspect of the plot
An appropriate means of providing (the specific item used to
the learners the opportunity to quench thfirst but judgment
apply this story to their own lives is going to be imposed on
is: "ecall a time or pretend a , each person's idea, implying
time when you fried very hard-for right/wrong, good/bad, etc.
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ACTIVITY 2F- °Inderstanding Guideline IV

Summary

rn your oWn words, explain Guide.-
line IV as if you were,explaining
itto sOmeona.not in this group.
Cite at least one example not used
in the text.

Addendum

A few additional statements are' turnips, the similarities and
important to classroom use of the differe-Ices amon-q carrots, beets,
guid-DIrnes.. These s,pe.3k to use of and turnips can be highOighted
all the guidelines, )3nd are neces- 'to teach the new concept .

sary.considerations since vi.olatiOn
(5.f_these points can result in un- 2. Inductive questioning
desirable adherence to a technique.
This enters the "it's-not-what-you- Formulating the actual questions
do-but-how-you-Ido-it" domain, builds on the above principle.

Encourage the learner to take
Try, if you will, then, to stand the parts he already has, and
back from the four guidelines and them.to form the whole for him-
"sprinkl them. with th,es_e_..season- self. In that way.teachers
ings" before serving them. emphasize formulating important

questions instead of providing
1. Using the known to move to the anSwers.: It is best deiined in

unknown contrast to:

Students are reMinded of, or
introduced_to, concepts-via
-presen-t,knowledge gained*through
prior direct experience. The
familiar or known serves as the
bridce to the novel or unknown.
If the children know about car-
rots and,beets,but not about
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Didactic telling-:
"This animal is a lion.
a mane and a-taii."

It has

Rhethorical questioning:
"This animal is a lion, isn't it?
Do,you see the.mane and the
tail?"
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Deductive questioning: a house for others tO eee..."What
"This animal is a lion,. Where is would be different for you if your
the mane? Where is the tail?" family lived in a two-story house,

and your bedrooms were upstairs?...
Inductive.questioning:- The family in this story lived in

"Do you know a name for this such a house."
animal? (After a response) Is

there something_speciaLabout.a The knomn-to-,unknown principle pro.r.._
(the'name they su.pply)?" vides direction as to mhere a

teacher might start with the topic,
while inductive-questioning guides

As used here, inductive question- the actual formulation of tile
ing implies a much more open-ended question.so the learner is held
process, with no cne response con- primarily responsible.
sidered the solutiorv The-question
is set up as a problem, rather Both strategies say to the learner:
than telling learner what is so, You already knOw'a great deal. You
or,pretending to ask with no in- are capable of finding out things
tentjon of receiving real answers. for yourself.' What'you already
Induction places more responsibil- know can help you and others to
itylon the learners. They are make new discoveries.
guid'ed to bring knowledge and ex-
periences to bear on a question. Because the two techniques work

closely together, they are not'
Both techniques are used in the considered mutually exclusive.
following example of introducing. That is, inductive questions that
a story that ,takes place in a uncover areas where children Jack
setting with two-story housing: direct experience point to the

need for using comparable 4'knowns"
"When I say 'house,' what do you 'to bridge the gap. However, if you
think of?" Ask for and lisf all merely tell the children, "This is
ideas thought of by the group. a kangaroo," you w.il! not learn:
Children may 'want to illustrate the
different types in some fastlion, which children already know of

kangaroos, or
If the concept of multiple levels
is not mentioned in the children's which children have.no image of
descriptions, ask, "Have you been kangaroo-ness even when named.
in friends' or relatives'"houses
or apartments where some 'rooms aret..
downstairs and other roome are In other words, telling is not
upstairs? If not, think o';'.some teaching. The combination of
stores or officeS you have been to finding familiar "handles" to which
where-you-had-to new ideas can be attached and plac-
take an.elevator or escalator to ing half the responsibility on the
another floor. Can you pictu're learner should resu4t in more'
some rooms on Top of other rooms?" insignificant learning.
Compare to playhouse or pet cage,
something. in the classroom that has One additional comment is necessary.
similar characteristics. Exami.ne The foregoing has dealt with teach-
together the actual jtem'.., Maybe er questioning, but hae-not men-
one child.would like to draw such .tioned what to expect or encourage
7
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jn the way of =pupil response. The
crUcial point is to provide pupils
the opportunjty to consider the
issue(s). From the teacher's stand-
point it is-helpful, rewarding,
and informative to receive +he
pupil's verbal or other concrete
responses to the question.. or prob-
Jem. I However, fgr any number of
reasons, pupils may not choose to,
sharer their responses. Even when

pOpilsmerely voice their re-
sponses to themselves, or discuss
the issue with family or peers
later, never to be shared with the
teacher, there is the potential
for gain. Also, pupils gain from
hearing the responsos of others,
even if* tHey do not feel,comfort-
able offering their .,own.',In
words, not all.growth tan be ob.-
served or even known. It has been

2. Summary of Guidelines for
Literature Experiences

Theme Identification

Guideline

To check appropriate background of
the learners, relative, to concepts,
ideas, and vocabulary items crucial
to the plot

The listener is reminded of or
introduced to background material
important to understanding and
appreci,ating the story.

jn the-form of-:
Inductive question (vs. deductive,

,telling, or rhetorical questions)
--allowing jisteners to use their
own resources to make discoveries.

Using the known to move 4-7o the

shown, however, that p.upil level
of cagnitive operation-can be sig=--
.nificantly infIllenced by teacher
questions. Five-year-olds can re-

, :ate personal experienceS to
rather abstract concepts in chil-
dren's storieS, as a direct result
of being asked to recall such an
experience. In most cases, this
personalization does not occur
automatically or regularly with-
out guidance for young children.

The- other implication of this point
is that teacher beha\flor cannot be
judged solely on irnmediately obser-
vable pupil response. PuPills must
become comfortable with a situa-
tion-to utilize it well, so the
teacher deserves credit for off:,ring
interaction opportunities even if
they are not immediately-used.

unknown-7relating new concepts to

comparable experience and knowl-
edge the listeners already have.

Guideline II

To state a meaningful purpose for
listening

.o

The listener has an investment in
the story, something he hopes to
find out or decide upon as a re-__

sult of listening-

in the form of:
A verbalized question
greatly interest the

I

commonly poskd before
read.

111

believed to
istener, most
the story is
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Guideline !II

To sufficiently involve the
iistener to more than a pas-

ve,interest in the'plot and
its tonstructic;1

_The distener "sits in the
author's chair" to make many
of the same decisions and
choices the author had to
make in regard to character-
ization, plot development,
and means of expression.

in the form of:
Making predictions
The listener is asked to
hypotilesize,or guess about
upcoming events, conse-
quences, etc.

Supplying closure
The listener is asked.fo
anticipate exact words or
ideas to follow, on the ba-
sis of information presented
thus far, thereby "closing"
the.sentence. Three -Cypes
of closure are detailed:
semantic, syntactic, and
phonic.

P
Offering alternatives and
explanations
The listener is asked to
construct other conse-
quences of situations posed
in the story or explanations
of behaviors, supported by
their own logic.

Guideline IV

To facilitate the ap-
plicatIon of the story to the
listeners' own lives

The listeners are helped to
identify with elements of

theme,, and/or character-

102 PART II...sp.
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in the form
Recalling simi!ar 'past exper-
iences in their personal lives.

Projecting or imagining them-
selves in a new experience.

Further notesi

Guidelines I and II are de-
signed to set the stage for
maximum appreciation of and
learning from the story,
While at the same time re-,
specfing and supporting a
chiid's'self-image _by as-
suming he.has valuable per-
ception- -ind information to
contrib They are typ-
ically ap.. ied before the
story is read, but there
will be exceptions to this
generalization.

Guideline Ill a. predictions,
b. closure, and c. offerin'y
alternat;ves and explanations
is typically applied during or
as part of the story, giving
the listener an act:ve role_
while listening to the very
aspects he/she is being asked
to "author."

Guideline IV typically occurs
after the story is read, since
the story background is neces-
sary for such activities,
whereas insertion during the
stor_y wouid_affen harmf_ully
interrupt the flow of language
and ideas.

112

There will be cases where a
particular plot indicates a
different sequencing' of these
guidelines or a deletion of one
or more. The sl-ated sequence
and use is offered because it



is usually applicable. been modeled repeatedly and
, meaningfully. Continued depend7

Ae a general-rule, thegreater ence on teacheFfacilitation is
part of ttie children's verbal not desired. ,

,behavior will be encouraged
and received before and aftr _This concept applies even to
the story. There will usually theme identification at the
be some listener involvement child level. Rather than isolate
during the story, but not at the the theme as theme, this skill is
expense .of the plot and it: form developed through the application
6f literary expression. There is to self (Guideline IV). It is
usually less'verbal involvement here that the open-ended ques-
at the climax of the story, if tions ("Has.anything like'this
it would distract from group happened to you?" or "Think of
interest or the author's interbt, how else you might haye behaved

in this etory," etc.,) are
Since.any plan must take into designed to help'..children sense
account the developmental level the larger metaage of the
of the.children,, the prior and story. There does come a time
preaen.t classroom experiences, when it is,even appropriate to
-the-type:of book, and the author's step outside the story aftera.
writing style, one heeds to, story-session, and ask, "Why do
baiance the best uae of the you think the author wrote this
criteria, emphasizing one, elim- story?" or "What was the author
inating another, etc. - The telling us by writing this story?"
guidelines are not to dictate This.can only be done when chil-
or limit the potential of these dren are aware of the distinction
experiences. They are helpful between stories and real life,
only so long as they aerve to and are aware that another person
aid the pLanning of rich ex- (the auth'or) actually created
periences with literature for these ideas on paper. Again, ,it
children..'," is'not intended to convey an

idea that every story is to
It has been mentioned that "teach a lesson" and what the

'each guideline is intended to lesson is each time. Instead,
build a habit in the listener, it is making a habit of being
for use independently as a able to .generalize'froM a literal
jistener to oral language and aa, incident to the broader spectrum
a reader of mrittem.language. of human experiehce. Wilen-the
(This parallel .is extremely technique is modeled and prac-
valuable.) This point needto ticed repeatedly with relevant
be brought to the surface .' and itMportant content, adults
repeatedly, since the teacher'e are frequently amazed at how

.

role in asking the questions to so p h isti_cate_cl_c_h_LIA.re_rl_can---.b-acome----"

carry out-each guiAeline should in this regard.
diminish.over time. That is chil- .

dren will begin to look at a If Literature is a mirror of
cover and.title, and make their life, we are obligated to facil-
own demands on the.story. They itate children's seeing them-
will aLso begin to apply the aelves in that mirror., and
story.ideas readily_to their own enriching-their lives as a
lives, after this technique.has result.

PART II B 103

g. 113



3. Synthesizing the Guidelines to
Plan the Literature Experience

This section will demonstrate how
the four guidelines may be used
together to pr,ovrde a rich, involv-
ing, relevant literature experience
for children. To help in this
rnodeling process, you follow the
same ,series of steps suggested for
teacher planning. In this way, you
can familiarize yourself with an
organized planning systeM for the
future, while reinforcing and
internalizing the content presented.
Both have value for the future.
They can facilitate discussion of
guideline application as well as
offer a framework for the eventual
use of your own guidelines.

The planning portion of the process
includes three steps-:

1. reading the story text,

2. recording-a variety of,pre-
planning ideas in all four
categoTies, and

3. creating a detailed lesson plan 2.

that considers all four
categories.

The procedures involved in car-
rying out these steps -Follow:

1." Reading the story text.
This step is the most obvious.
Knowledge of fFe 15-1751-is es-
sential to planning. Even if
the teacher is acquainted with
the plot on a second-hand basis
or from some time ago, the sto-
ry should be read in its en- . 3. Designing the detailed lesson
tirety just before planning the plan.
lesson, to take note of writing The pre-plann.ing ideas are now
stylet format, illustra.tions, evaluated in terms of:
:and ait other characteristics

that will have to be considered
in satisfying the guidelines.

It is also important ai this"-
time to become clear about the
theme of the story,. *hat is
the author's iptended message?
It may be.tha-f this story was
selected because the plot or
theme coordinate with a broader
study or concern taking place
in the classroom. In such case,
this examination woula have
already been carried out.

Story,selection should fit into
on-goIng classroom activities
and topics, sO that.the litera-
ture experience (storytime)
is not an isolated, unrelated
portion of the daily program.
However, since story selectjon
is.the focus of Part 1 of this .

unit, those concerns discussed
there. ^

Pre-planning for the literature
experience.
This brainstorming phase gener-
ates as many ideas as possible
that relate to satisfying the
four criteria. Form A (page 106)
is offered-as one format-for
recording short notes to your-
self of potential ideas tor
questions, actlities, and top-
ics for discussion. As a rule,
more ideas would appear. on this
form than wouid finally appear
in th.e detailed lesson plan.
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Who are:the listeners?

_What are the overall goals-of
the experience so decisions can
be made on selecting ideas to
develop intO practical form?

The ideas then fouRd useful for
this particular situation are
recorded in 'very concrete terms on
Form Lesson Plan (page 107.). -
.Quastibns should be formulated in
the specrfic language the teach-
er believes appropriate; activ-
ities sold be specified with
materials and procedures li.sted;
Alscussions should be_outLi.ped
so major points and emphases
are'indicated. The result
is intended tobe a "map" to
beLfollowed_in presenting this
particula,. book. The starting
point, ending-point;-arrd
tended highlights along the

way are made clear.

,This ;.s not to say _ that the
_map becomes a binding obligation
to be fulfilled. The children's
responses and spontaneous com-
'ments may lead a discussion in
a differ'ent direction with 'dif-
ferent follow-up-activities
resulting. Such flexibility is
advantageous, but possible only
when the teacher has already
,clarified his or, her perceptions
of.the Rlot and theme potenlial

objeciives. The
best spontaneous:acti-yty is

. that which is melL7planned. When
,you really know where you are
going, you are in a good posi-
tion to meet options that occur
spontaneously and to 'evaluate
their merit in terms of the

--desired-end-result.

ACTIVITY 26: Moving a Pre-Plan into a Lesson Plan

1. Have available-a copy of
Madeline, by Bemelmans.

2. In a,small group, examine Form
A: Pre-planning--to see how the
author applied he guideline
to thls story. You will prob-
ably want to take the guide-
lines, Apne at a time,,alloWing
for referring back to-the def-

L_AnItions.,and explanatians in
the previous-section.

3. Add your ownapplications to
each of the guideline questions.
The model "si.s_Rot ,intended to
offer the only answe'rs to all
these questions. It merely
serves as a starter.

115

40 Next, examine and discuss how
those Pre-Planning ideas become
ctuajA questions and activities

rm B Lesson Plan.

5. Jot Rotes and -questions for
instructor, if desired.

Assignment: Activity,26-27 before
the next group sessions.
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Form A: Pre-Planning'

Story Title 7724444:044
:.

Jot,n,otesin answer to these
questi-ons:_

1. What rs<the theme -of the stoTy?

Guideline

2. What are the important back-
ground concepts?

Guideline II

3. What are some possible purposes
:for listening?

.64,feiy.eze cAse..ze, 6 NzZt c-2 cr&g-ad

Gui del ine I I I

4. In what instances could listen-
ers make predictions? xo. a 4%

33 4% zee..

,et a/i42' .714,7

`/,' 2/4

5. Listeners supply closure?

_6(6_)-41i4Aa2zPod--
7/-e,,zez,6 6

6. Offer alternative behaviors,
explanations?

C4/4.,/c Me, aOce,Iso

_./1.ted.d A.4z(_Ar_rt ,ee454.4,4?
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Guideline IV

For whjch experiences shall
.as* the children to recall
Orallel experiences from their
lives?

gepeervee," /agoi,o

e.e/a-otV .s,,70teeZ-V ..sege-a7zz. .zede -e/zez,

8. Into which ex'periences would jt
be helpful to have the children
project themselves?

_le:144.-ee-z-

eLaVa>z-g-(4-.0

eesvpeZ

Additional notes:

'ForM -Las'Son Plan

Story Title OTA46,&nAL.;

Phrase discussion questions, in-
dicate major points, and when im-
portant; indicate media, page!'
line numbers, activities.

Be f ore the story: gea6, ,6 ag s.,4e.p e
44Z a.,41 -eartof azs.. sokaa4- sam( 4.0%46 11.4fte 6fe. 544the /dale "/ 'au knew anegittee

.dre ue.2%.csre, /aoize,44?" ?/-4 you. 4.;40;;14. EYIA .74 correei ctdieZe,
kte- Ivo, e 4A4Atize.t. Og. 04\se-,seorce

Du-ring the story: 1)=.23 ijal<...) A 33 4,1Ct.--",t/k2-1, ea)
64,;,4)/aig GP,414-.) .044 ar446.4t(.) 0,,,,z4(4A9 <24' S70,144444* 4 44,!,.) la-ti.414&44") 4414At(.4) 4,0-4e6,64ae49 (0&cz P. 6-4 4v647 ) 114 eAr;.5// 02 (4eie,) 441/.ve ) /0. 3,r (4i2fe.

After the sto ry 0?Ne. r1.1> jezaz.p pi/

.24itt,Z ay/re. Zic. oc%fe4Z CP4 or.,74e z4 c";:rtr_44- 0:cktrize/
[0(421 .14.e 7)6. e4Z Arkpe Adficum..214;)? seer&As4a44 tog:-#4.4114.1, cr.43) CCASten C /AL:Pr /7g4t4nt 044E40 rel44/07.404) /:P'd -

/a14%;i_V led4 C1/11244Pf4 7/1400 aatod: 044,0 4 4 a d:44 o-e6t_ vioZ, gz4 aofocee-'?-70-"11-, /aa zwer."44 .5."/...061.4.e,s, e:4A01,e,
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AgIVITY 27: Sunrimadzing the Guidelines

Summary:

In yc'ur own words explain all four
guidelines as if yo.,0 were explain-
ing them to,someone 'not ;n this

'group.- Give at least one new
exampl-e. for each guideline.-

9

Write the addi+ional cond1tions
necessary to -include (from the
Addendum).

108 PART-It B

(You may want to refurn to this
page at a later time and revise

. your wording or make additions.)
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ACTIVITY 28: Taking Credit for Past KnoWledge

As mentioned earlier,..some or all
of the ideas in this learning unit
may mot be-different from whatyou
have 'done in the past when reading
stories to children. You may or
may not have planned the particular
techniques you have:,used in the
past; you may or may not have :Deen
aware of why you practiced a cer-
tain behavior. We hope that these
activities have increased your
awareness of the possibilities
and-helped-you to make those
choices consciously.

This.activity is-designed to help
you examine what you brought to-
this unit from your own experience.
You may want to refer to your pre-
assessment work, especial!, the
performance' tape you did for your-
self, im order to give this task
sufficient attention.

Beside the numeral for each' of the
four guidelines, write any behavior
you have already practiced in the
past that you would consider to
be a satisfaction of.that guide-
lime:

1. (Backgrodnd concepts),

II. (Listening purpose)"

HI. (Prediction)
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(Closure) IV. (Recall experiences)

(Alternatives) (Project into experiences).

ACTIVITY 29: Developing a Complete Lesson plan

o appreciate and understand the 1) Read The Turnip story.
.use of all guidelines in_present-
ing a story selection to children, 2) CompIete Pre-Planning, Form A.
you need to apply thPm-to a total
story unit as soon as possible. 3) Complete the Lesson Plan, Form B.
To'this end, The Turnip, a folk--
tale, by Janina Domans-Fa will be Work with a partner or in a small
used. After you have enjoyed the group, as deFired, discu5s,ing
,story, you can see how a plan can each-phase of the task.
6e made for presentation.
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Form A: Pre-Planning

.4 Story Title

Jot notes in answer to these
questions:

1. What is the theme of the story?

Guideline I

2. What are the important back-
ground concepts?

Guideline II

3. What are some possible purposes
for listening?

Guideline III c

.4. In what instanceS could listen-
ers make predictions?

s."

5. Listeners supply closure?.0

6... Offer alternative behaviors,
explanations?

e

121 '
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Guide!ine IV //

7. For which experi,ences shal-I I

aSk the-children to recall
parallel experiences from their
lives?

4

-8. Into which experiences would it
be helpful to have the children
project themselves?

Additional notes:

Form B: Lesson Plan

Story Title

%

Phrase discussFon questions, in-
dicate major points, and when im-
portant: indicate media, page/
line numbers, activities.

Before the story:

During'the story:

After the story:

112 TART II B
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4. Evaluating the Literature
. Experience,

Following planning, three steps
are adTed to those previously men-
tioned (p.e.ge 110) -to complete the
process of gaThing the competencies
invo,Ived in thit-unFt. A

4) Teact'the lesson while recording
it on audiotap. At a later
date, you mill use audiotape
'oniy occasionally to.check on .

specific issdes. During train-
ing, it is. used.each time to
provide immechate"feedback for
every stage of proficiency.

5) Listen to'the audiotape while
watching your plan and the,story
text unfold. You can gain:

..an awareness of deviations
from your original plan,

'a careful examination of
'children's responses, as
well as

new-options for discussion
or activities that had.not
occurred to you, before.

Based dn hearing thetape, insert
any modifications into the lesson

' as tauaht in contrast to the les=
. _son as pl,nned. Do this.with red

ink or another equally distinctive
medium that .can bee readily seen.
Thus:

,

Imagine that Pladeyne had-m-bilrip-s-..(7---(tubstitution)
instead of an operation.' What
might have been different?

÷--(deletion)

Discuss while the teac br re- <---(addition)
Cords the ideas, and Ilustrate
ideas in whatever media desired.

For modificatYons not listed in .

thjs sample, use any common-sense,
easily interpreted'means'of show-
ing the.changet made, upon your

123

u..-elZ a citars-neztea.:48,-.-

prior plan. The goal_ is an easily
understood System for you an(d any-
one with whom you discuss your
plans.
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6) Complete the self-assessment
questions, Form C (page 116),
.This' process in intended to aid
the training by focusing thought
immediately afterward on the
lesson and evaluati6g in rela-
tion to future improvements.
The questions collect such in-
formation. ,as:

Were the guidelines-fulfilled,
and how'were they fulfilled?

Are any improvements recommended?

What changes were made'
spontaneously?

Were those changes justified?

This assessment is intended to
lead to improvements in this par-
ticular plan'for future use, and,
more importantly, to improvements
in teaching techniques in general,
thus facilitating a rich literature's-
experience for children.

114 PART II B
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Acinvirt 30: Self-Assessment of a Lesson

1. Read Form C: SelfAssessmegt.

2. With a partner, discuss what
information you gained from this-

'task that you would.not other
wise have.

3; Using your lesson plan frOm
The Turnip, and your audiotape
of your reading, make the appro
priate entries on the,Self
Assessment form, -Questions 1-7-.

4. F.or purposes of this task only,
number those changes, s) they
can be referredto. In the

empty space on the reverse side'
of Form C, write the possible
reasons for those changes you
cited. (E.g., deletion of three
instances fordmaking predictions.
Reason: the earlier prediction
opportunities revealed that this
activity was too difficult for
this group of children.)

5. Think about what you would do
dif,ferently (if anything) if
you were to try this lesson
again. Enter these comments
in Question 8.
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Form C:. SeifAssessment.

Story Title

After teaching -1:6 lesson:

A. With 'red ink, indicate any de
viations from the lesson as
taught-that differ from the
lesson as planned.
Describe here any additional
chanQes NOT co-. anient to in
sert into the prior lesson
plan.

B. Use the modified lesson as
taught to answer the questions
below, thereby offering the
exact means of satisfying each.
guideline.

Guideline I

1. Mhat background concepts were
discussed?

Guideline II

2. What purpose for listening was
set up?

Guideline III

3. In what instances di-4 listeriers
have opportunities make
predictions?
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4. Fn what in'stances didliateners
ftave,opportunities to'suppiy
closure?

5._in_what Lnstances did listeners
ha\ie opportunities to offer
alternative behaviors, explana-
tions.?

6. F r. which expe'riences were
listeners asked to recall
parallel experiences from their
lives? In what media?

7. Into which experiences were
listeners asked to project
themselves? In wha't media?

8. If I were to do this lesson
again, I would make these
changes:

9. Would I use this story again
with the same children? If so,
why would I? Would I make any
changes?
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5. Independent Application

To begin applying'the principles
in this unit to your own indepen-
dent planning, you will work
through the same. stages just ob-
served in the models, Madeline
and The Tu"rnqp. Three story titles
will be offered. All three texts
are to be read, so that you can
choose the one best suited to your
pres,ent situation. You then' begin

attempting to match the "spirit"
of the guidelines, which you should
better understand through .the con-
crete examples of actual stories.
Use the sample models in ways you
think will help you become inde-
pendent and confident in using the
guidelines on your own.

Three different experiences are
the same process described above, planned to let you apply the guide-
For each of the six steps you can lines and teach a lesson. Three,
compare your concrete ideas with books will be offered each time;
those of peers. Again, it is not a you can choose the one best- suited
matter of right/wrong distinctions to your- situation. A worksheet is
or any one plan being regarded a provided for you to track your
perfect- model. Instead, you are steps through each story.

ACTIVITY 31: Independent Application No. 1

Story

Title Author

D. . Read the story text.

0 2. Write the pre-plan.

0 3. Design the lesson plan.

E] 4. :Teach the-lesson while
taping.

E] 5. Insert modifications on
lesson plan.

0 6. Complete self-assessment.

(name) (date)
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Form A: Pre-Planning

Story Title

Jot notes in answer to these
questions:

1. What is the theme of the story?

Guideline

2. What are the important back-
ground concepts?

Guideline II

3. What are some possible purposes
for listening?

Guideline III

4. In what instances coLild listen-
ers make predictions?

5. Listeners supply closure?

6. Offer alternative behaviors,
explanations?
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Guideline IV

7. For which experiences shall
ask the'children to recall
parallel experiences from their
lives?

8. Into which experiences would it
be helpful io have the children
project themselves?

Additional notes:

Form B: Lesson Plan

Story Title

Phrase discussion questions, in-
dicate major points, and when im-
portant: indicate media, page/
)ine numbers, activities.

Before the story:

During the story:

After the story:
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Form C: Self-Assessment

Story Title

After teaching the lesson:

A. With red ink, indicate any de-
viations from the lesson as
taught that differ from the
lesson as planned.
Describe here any additional
changes NOT convenient to in-
sert into the prior lesson
plan.

B. Use the modified lesson as
taught to answer the questions
below, thereby offering the
axact means of satisfying each
guideline.

Guideline I

1. What background concepts were
di.scus.Sed?

Guideline II

2. What purpose for listening was
set up?

Guideline III

3, In what _instances did li.steners,
hawe opportunities to make
predictions?
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4. In what instances did listeners
have opportunities to supply
closure?

5. In what instances did listeners
have opportunities to offer
alternative behaviors, explana-
tions?

Guideline IV

6. For which experiences were
listeners asked to recall
parallel experiences from their
lives? In what media?

7. Into which experiences were
listeners asked to project
themselves? In what media?

8. If I were to do this lesson
again, I would make these
changes:

9. Would I use this story again
with the same children? If so,
why would 1? Would I make any
changes?
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ACTIVITY 32: Independent Application No. 2

Story

Title Author

0 1. Read the story text.

0 2. Write the pre-plan.

0 3. Design the Fesson plan.

0 4. Teach the lesson Whil.e
taping.

0 5. Insert modifications.on
lesson plan.

0 6. Complete self-assessment.

(name) (date)
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Form A: Pre-Plaaning

Story Title

jot notes in answer. td these
questions:

1. What is the theme of the story?

A

Guideline 1

2. What are the important back-
ground concepts?

Guideline 11

3. What are some possible purposes
'for listening?

Guideline III

4. In what instances- could listen-
ers make predictions?

5. Listeners supply_closure?

6. Offer alternative behaviors,
explanations?
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Guideline IV

7. For which experiences shall I

ask the children to recall
parallel experiences from their
lives?

8. Into which experiences would it
be helpful to have the children
project themselves?

Additional riotes:

Form B: Lesson Plan

Story Title /

Phrase discussion questio s, in-
dicate major points, and/when im-
portqnt: indicate media, page/
line numbers', activities.

Before the story:

During the story:-

After the story:

,1
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Form C: SelfAssessment

Siory Title

After teaching the lesson:

A. With red ink, indicate any de
viations from the lesson as
taught that differ-from the
lesson as planned.
Describe here any additional
changes NOT convenient to in
sert into the prior lesson

*plan.

5. Use the modified lesson as
taught to answer the questiors
below, thereby offering the -

exact means of satisfying each

Guideline I

1. What background concepts were
discussed?

Guide I ine I I

2. What purpose for listening was
set up?

Guid.eline III

3. In what instances did listeners
have opportunities to make
predictions?
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4. In what instances did listeners
have opportunities to supply

.,closure?:

5. In what instances did listeners
have opportunities to offer .

alternatLve behaviors, exprana-
tions?

Guidel ine IV

6. For which experiences were.
listeners asked to recall
parailel experiences, from their
lives? In what media?

7. Into which experiences were
listeners asked to project
themselves? In what media?

8. if I were to do 'this lesson
.egaln, I would make.these
...changes:

Would 4 use this story again
with the-same children? If so,
Khy would I? Would I make any
changes?'
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ACTIVITY 33: Independent Application No. 3

Story

Title Author

C3 1. Read the story text.

0_2. Write the preplan.

0 3. Design.the lesson plan.

0.4. Teachthe lesson while
taping.

.0 5. !nsert modifications on
lesson .plan.

0'6. Complete selfassessment

(name) (date)
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Form : Pre-Planning

Story Title

Jot notes in answer to these
questions:

1. What is the theme of the story?

Guideline

2. What are the important back-
ground-cOncepts?

Guideline II

3. What are ,sOme possible purposes
for listening?

Guideli.ne IH

A- In what instances could listen-
ers make predictions?

5. Lisi-eners supply closure?

6., Of f e r--a I ternative behaviors,
explanations?

132 PART II B
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Guideline IV

7. For-which experiences shall
I

ask the children to recall
parallel experiences from their
lives?

8. Into which experiences would it
be helpful to have the children
project themselves?

Additional notes:

Form Lesson Plan

Story Title

Phrase discussion questions, in-
dicate major,points, and when im-
portant: indicate media, page/
line numbers, activities.

Before the story:-

During the story:

After the story:

140
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Form C: Self-AS'sessment

Story Title

After teachihg the lesson:

A. With red ink icate any de-
viations om the Lesson as
taught filat differ from the
lesson as planned.
Describe here any additional
changes NOT convenient to in-
sert into the prior lesson
plan.

B. Use the modified tesson as
taught to answer the questions
below, thereby offering the
exact means of _satiSfying!each
guideline.

Guideline I

1. What background concepts were
discussed?

GuidelLne II

2. What purnose for listpning was
set up!?

Guideline III

3. In what instances did listeners
have opportunities to make
predictions?
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4. In what instances did listeners
have opportunities to supp4-
closure?

5. In 'what instances did listeners
have opportunities to offer
alternative bOhavlors, explana
tions?

Guideline IV

6. For which experiences were
listeners asked to recall
parallel experiences from their
lives? In what.-media?

7. Info which experiences were,
LiSteners asked to project
themselveS? In what media?

8. If I were to do this lesson
again, I would make these
changes:

9. Would I use this story again
with the same chAldren? If so,
why would I? Would I make any
changes?
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INTEGRATION AND FURTHER APPLICATION

We now complete the cycle for your
experience as a learner in this
unit. The significance of these
activities and investment of time
and self can be known only whgn
you actually use them for yourself
in a "nonas.signed" way.

The following tasks are designed

ACTIVITY 34: Integrating what was Learned

1. Without referring to the same
task earlier in this unUt,
think about why you like to

. read stories to children:
Jot'your .reasons here.

Now look back to. Activity 1, and
read your responses to this
same question prior to your
work in the unit.
How are your responses similar?

How are your responses different?

Comment on comparing your two
sets of responses:

138 CONCLUSION
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to aid this transition into inde-
pendent application of your learn-
ing experience. It is intended
to help you answer for yourself:
What do I now have? What do I in-
tend to do with it? One addition-
al task helps you to assess at a
later date where you are in rela-
tic:in to this topic.



/'

2. Tflink back to the Saroyan story
about Jim Davy and his first day
of school (Activity 2).

lh what ways werr, the Guidelines
for Facilitating Literature
Experiences observed in that
session with you, as an adult
learner?

In what way did the.use of those
guidelines enhance the exper-
ience for you?

ACTIVITY 35: APplying the Facilitating Guidelines to
the Learning process in this unit

This activity is intended to aid
you in seeing how the Guidelines
for Facilitating Literature Ex-
periences have broader application
than just for literature and/or
just for children. What adult
habits have they fostered in you?

1. Look back over the unit briefly
and observe how the content was

presented in general, and rem,ind
yourself of what you were asked
to do. (If you wish, your in-
structor will guide you through
this review; or you ma'y do it
for yourself. Careful rereading
of the guideline SUmmary section
with "further notes" (pages 101-102)
is particilarly advisable at this
point.
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2. What jndicators can you cite
where each of. the guidelines
was observed in the learning
process that you experienced:

a. In what way(s) was the back
grbund you brought to the .

topic-assessed before movYng
forward?

b. In what instances were you
given a focus or purpose for
listening, reading, observ
ing, attending?

c. In.what instances were you
e6couraged to supply possi
ble solutions, ideas, Iter
natives before the author's
point ofwiew was expressed?
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d. In what ways were you given
opportunities to apply the
learnings and generalizations
to your own situation in
which you intend to use these
ideas?

e. In what ways were you given
opportunities to understand
ancLappreciate the "theme" of
what literature experiences
for children are all about?

146



ACTIVITY 36: Demonstrating the Competencies learned in this unit

At this time, cu are asked to
demonstrate your use of the
competencies:

1. Choose which of the Euge'ne Fern
books (offered by' your instruc-
tor) seems to best fit the age
level you will plan for and
read to.

2. Assess the book on the Guide-
lines for Literature Sel'ection
forms.

3. Construct a Pre-Plan for
book (Form A). e\

4. Develop a Lesson Plan for the
book (Form,B). . Arrange for a conference re-

garding this experience with
5. Write a descriptioh of the this learning unit.

children you plan to read the
book to. Cover the issues you
addressed in "Relevance to My
Ch;ldren," on the Literature
Selection form.

6.. Teach your Lesson Plan while
audio=taping the entire session.

7. Self-assess the 'lesson '(Form a).

8. Gather the evidence of all the
above items, plus the audio-
tape and the book, and turn
them in to your instructor
under one cover, well,
labelled.

ACTIVITY 37: Summarizing Learnings

Think back over this entire train-
ing proc'ess.. You may have learned
some new content. You may have
learned" some new methods to en-
hance learhing. You may have
learned soMething new, about your-

self or others. What are three or
more of the most significant
things You feel you have learned
from this experience? What do you
now have?
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ACTIVITY 38: Planning for using these Competencies

We have all had experiences that
were interesting at the time, but
were soon "stored on the shelf"
once wo resumed our daily rou-
tine; they resulted in what ap-
peared to be very little impact.
Think about the skills you have
learned in this unit. You may
feel that you have learned very
different things from what the

author originadly intended. Good!
Whatever you have learned, make,a
plan for using it. What can you
do immediately in your work with
children that will result from
what you think you have gained
here? Write yose plan below. Be
specific. Include approximate
time lines. What will I do with
'what I have?
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ACTIVITY 39: Long-term use of the Competencies Learned

This activity is intended to be
used perhaps six mOnths afrer com=
pletion of the learning unit. Your
instructor may set a due date.

I have used tha.literature unit
criteria for

1-10 'f] lessons

10-25 0 lessons

25+ 0 lessons

I have now
=

adeveloped my own guidelines

0 made modifications in the guide-
lines. These are described
below:

(Date)

(Signature)

(Site)
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-The First Day of School

by V-Iliam Saroyan

He was a little boy named Jim, the He walked on with her in silence\,
first.and only child of Dr. Louis . holding 'her hand. I don't like
Davy, 717: Mattei Bul Idng,. and it you, he said. I don't like you
was.'his'first da'y at school. His any more.,
father. was French, ,a small heavy---
get man of forty.,whase'boyhood had

I like you, said Amy.
been full of poverty and unhappi- -

-ness and. ambition. His mother was Then why are.you taking me ta-
dead: she died when-Jim waslborn, school? he said again.
and'the only woman he knew intl.-
mately was Amy, the SWedish house- Why?
keeper.

The housekeeper knew how fright-
It was Amy w:lo dressed him in his ened a little boy could' be about
Sunday clothes, and took him to going to school.
school. Jim liked Amy, but he
didn't like !ler for taking him to You will like it, she said. I

School. He told 'her so. All,,the think you will sing songs and
way to school he told her so. play games.

I don,'t like 'yoti, he said.,
don't. like you any more-

like you,, the housekeeper said.

Then why are you taking me to
schbol? he said_

-He had taken wal.ks with Amy be-
fore, once al.! the way to the
,Court,House Park,for the Sunday
afternoon band cOncert, but this
walk.to,sohool was different.

What far? he caid.

Everybody must go to school, the
housekeeperYaid.

Did you go to , he said.

I don4t want to,.he said.

I wip come and.get you every
afternoon,'She said.

don't like you, he told her again.

She felt very unhappyabout the
little boy going to school, but
she knew.that he would have to go.

\The school building was very ugly
\to her and to the boy. She didn't
Jike the way it mdde her feel, and
going up the steps with-him she
wished he didn't have ta go to
school. The halls and rooms scared
her, and him, and the smell of the
place too. And he didn't like Mr.
Barber, the principal.

No',..; said Amy ' Amy despised,,Mr. Barber.
,

/
Then hy do 1 bave to-go? he said. What ig the name of your son? Mr./

Barber said. /

You will like it, said the house-
keepr. This 7s Dr. Louis Davy's son, said
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Amy. His name is jim... I am Dr. He li.stened carefully and heard.
Davy's hodsekeeper. Miss Binney say, Hannah Winter,

what are.you chewing? And he saw
James? said Mr. Barber. Hannafi Winter blush. He liked

Hannah Winter right from the
Not James, said Amy, just Jim. beginning.

All right, said-Mr. Barber. Any Gum, said Hannah.
middle name?

Put it in the waste-basket, said
No, said Amy. He is too small for Mi.ss Binney.

. a middle naMe. Just Jim Davy.
-He'saw t'he little girl walk to

All right, said Mr. Barber. We'll the- front of the-class, take the
try him out in the first grade. If gum from her mobth, and drop it
he. doesn't get plong,all right -into,the waste-'basket.
we'll try him out in kindergarten.

Dr. Davy said tc start him in the
first g'rade,,,,,ai Amy. Not kin-
dergarten.

All'right, said Mr Barer.

The housekeer Nnew how fright-
ened the Irttle boy was, sitting-
on the cha!r, and she tried to'
let him know how rluch s'e !Dyed
hi/m and how sorry she was about
eNerything. She wanted to-say
something fine to h.im aboLt ev-
erything, but she couldn't- say
anyth'ingi and she w ry 'proud
'of the Rice way he got down from
the chair and stood beside Mr.
Barber, waiting to go with him
to 6 classroom.

On the way home she was so proud
of him,she began to cry.

And he heard Mi/ss Binhey say,
Ernest Gaskin, what are you
chewing?

Gum, said Ernest.

And:he liked :Ernest GPF,kin too.

They met in the schoolyard, and
Ernest taught him d few jokes.

Amy was in the hall when school
ended: She was 'sullen and angry
at everybody until she saw the
IF4-tle boy. She was.amazed that
Ile wasn't changed', :that he wasn't
-hurt, Or perhaps utterly.unalive,
murdered-. ;The school and every-
thing about it frightened her very
much. .he took his hand and walked
odt of he building With him,
feeling ngry and proud.

Miss Binney, the teacher of the -Jim said, What-
/

comes after twentY-
,

was all dried out. The room was \

, .

first grade, was- pine?an old lady who
/

,

1

full of little boys and girls. Thirty, said 'Amy.
School smelled strpnge and sad. i\..

He sat at a desk and listened Your face. \' dirty, Jle said.
carefully..

He heard some of the names:
Charles, Ernest, Alvin, 1Nrman,
Betty, Hannah, Juliet, Viola,
Polly.
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His father ;was very quiet'at the
suppertablQ.

What comes after twenty-nine? the
boy said.



Thirty, said his father.

Your face is dirty, he said.

In the morning he asked his father
for a nickel.

much.

Miss Binhey said, Jim Davy, what
are you chewing?

Ha "ha ha, he thought.

What do you want a nickel for? his Gumt, he said.
father said.

He walked to, the wastepaper basket
Gum, he said. and back to his seat, and Hannah

Winter saw him, and Ernest Gaskin
His father gave him a nickel and on too. That was-the best part of
the way to school he stopped at school.
Mrs. Riley's store and bought a
package of Spearmint. It began to grow too.

Do you want a piece? he asked Amy. Ernest Gaski,n, he shouted in the
schoolyard, what are tyou chewing?

Do you want'to give me a piece?
the housekeeper said. Raw elephant meat, ';-6-I)'d Ernest

Gaskin. Jim Davy, what are you
Jim thought ab_out it a moment, and chewing?
them he said, Yes.

Jim tried.'to think of something
Do you like me? said the housekeep very funny to be chewing, but he
er. couldn't.

I like you, said Jim. 03 vou like GuM, he 'said, and Ernest Gaskin
me? lauyhed louder thah Jim laughed

when Ernest Gaskin said raw ele
Yes, said the housekeept3r. phant meat.

Do you like school? / It wes funny no matter what you \

said.
Jim didn't know for/sure, but he
knew he liked the 'part ebout gum'. Going back to the classroom Jim sa\
And Hannah Winter. , And Ernest Hannah Winter in the hall.
Gaskin.

Hannah Winter, he said, what in the
I don't know, he s:aid, world are you.chewing?

bo you sing? asked the housekeeper. The little girl was startled. She ,
wanted to say something nice that

No, we don'ti'sing, he said, would honestly show how nice she
felt.about having Jim say her name

Do 'you play/games? ,she said, and ask her the funny question,
/ making fun of school, but she

Not ih\the/school, he said. In couldn't think of anthing that nice
the yar\d,w/e do. to say because they were almost in

the room and there wasn't time
He liked/t'he part about gum very enough.
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Tutti-frutti, she said with des- Tutti-frutti.
perate haste.

It seemed to Jim he had never be-
fore heard such a glorious word, Gum, he said. The kind Hannah
and he kept repeating the word to Winter chews.
himself all day.

Who's Hannah Winter? said his
Tutti-frutti, he said to Amy on the father.
way home.

What's that? said his father.

She's in my room, he said.
Amy Larson, he said, what,- are,
you, chewing? Oh, said.his. father.

He told his father all about it at After supper he sat on the floor
the supper table. with the small red and blue and

yellow top that hummed while it
He said, Once there was a hill. spinned. It was all right, he
On the hill there was a mill. guessed. It was still very sad,
Under the mill there was a walk. but the gum part of it was very
Under the walk there was a key. funny and the Hannah Winter part
What is it? very nice. Raw elephant meat, he.

thought with great inward delight.
I don't know, his tather said.
What is it?

Milwaukee, said the boy.

The housekeeper was delighted.

Mill. Walk. Key, Jim said.

15i
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Raw elephant meat, he.said aloud to
his father who was reading the
.evening paper. His father folded
the paper and sat on the floor be-
side him. The housekeeper saw them
together On the floor and for some
reason tears came to her eyes.
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Knowing Your Students

To deal effectively with Guideline It would be necessary to know the
1, a teacher must know what back- particular children to\ determine if
ground the listeners are bringing a certain incident could be re-
to the story. An experienced called or mould have to be imagined,

familiar with the commun- so for purposes of training in this
ity; age_ level, and particular unit, that designation will have to
children, may not feel a need for remain arbitrary. That wouLd mean
help with this type of information, that certain lessons for fantasy
Such a teacher may read.the sug- or role playing would be unneces-
gestions, but not find it necessary sary for children who had already
'to 'devote time to the activities., lived that particular experience.
Others may find it a helpful be-. The.opposite might also occur.
gin' ing to become acquainted with
the 24-hour lives of the stadents. 5. Use the many informal moments in

the classroom to listen for "who
1. ain farmilLarity with the im- the children are" afld "where

ediate neighborhood stores; they are."
pOrks, community centers,
restaurants, group functions) Some ways these variOus means 3f
akd learn some of thc after- information gathering-can be used
s hool and weekend activities, to provide ma+eTial for that

"bridge" to the unknown:2. Observe the community during
the day with the children, fel- Children's ansers to open-ended
a "through their eye, and mouth" quest7ons give the teacher ex-
version. Take photos to use planations and labels in the
back in the classroom for children's own words, A teacher'
thocough liscussions and later who uses those exact words (at
reference, Be sir u photo least in the beginning) shows
graph all areas/objecls thought acceptance of the children's
to be significant by ihe chil- language, and increases the pos-
dreh, as well as those of your sibility of effective communi-
choice. Caption the photos with cation and understcanding.
the children's labels and de7.

The photos of the local environ-scriptions, in their own words.
ment are available at all times

3. Ask open-ended (not yes/no) for drawing comparisons for..
questions, leading to descrip- diffeTences/similarities. Other
tions, explanation of functions, AV media can be used in the same
relationships, etc. way: filmstr4s, loops films,

slides.4. Obtain informatirn frOm the
occasions where students are
expressing feerings and idea--; Children all become resource
via any particular medium. Al* people in their special areas
expression is esvcially re- knowle:!ge and experier.
vealin this way; s ch,liren If the teacher is continually
talk aboL4t.what tney are drawing aware of the child's homo lie
or paintingy.much can be learned and the distinct features of the
about their perceptions and faMily, this information can be
their oral means of e,:pressing used to enrich and aid the
them, learning of all the children.
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Multiple-choice method for Learning the selection Guidelines

This section is offered as an al-
ternative or additional means of
understanding and becoming con- -

fident in using the guidelines for
presenting chihdren's literature.
Three Jables will be used as the
vehicles throughout. In each case,
the theme and four-guidelines will
be illustrated, via a multiple-
choice process through which it is

-hoped the learner will become
clearer on what is.representative
of that category, by also seeing
what it is not. Use of the same
-stories for all examples should
help to keep the plot itself sub-
servient to the purpose of the
activity. The fables were chosen
not because-they would be story
content used with young children,
but because:

1. To Determine the Theme of a Story

Ask yourself: Why did the author
write this story? What was he/she
telling listeners? This is not
intended to be regarded as a moral
(e.g., "you shouldn't tell lies").
l# is a statement about humans and
their world.

158
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a. they are more-at ap adult
level, and appeal to the
adult learner's maturity
level in answering the
questions,

b. they are so brief that the
amount of text does not de-
mand more time than it de-
serves, when merely serving
as a vehicle for the activity.

These activities may be done in
whatever fashion is moost helpful
to you: individually, with a
partner, in a small group, etc.
It might be helpful, as a follow-up
-and checkinu process, for you to
write similar multiple-choice items
for another learner.

In the fables, on the following
pages, you are asked to identify
the theme of the story. To do so.,
select one respoftse as the theme,
or if two seem reasonable, rank
them as- first and second choices.



Task 1: "The 'M i I kmaid and the zPai I "

Patty, the milkmaid, was going to to remind yourself of what the
market carrying her milk in theme is not, as described in
a pail on her head. As she Theme Identification (page 85).
went along she began figuring Then select one (or two if
out what she would get for the necessary) of the following
milk. "I'll buy some chickens alternatives as your perception
from Farmer Brown," said she, of the theme of this story:
"and they will lay eggs each

, morning, which I will sell to
the minister's wife. With the
money that I get from the sale
of these eggs I'll buy myself
a new dress and hat; and when

I

go shopping, won't all the young
men come up and speak to me!
Polly Shaw will be so jealous;
but I don't care. I shall just
look at her and toss my head like
this." As she spoke, she tossed
>her head back, the pail fell
off it, and all the milk was
spilt...So she had to go home
and tell her,mother what had
happened. (Adapted from "The
Milkmaid add Her Pail," The
Arbuthnot Antholog'y of Children's
Literature, Third Edition, 1971,
503.) Discuss your selection(s) with

peers, explaining why the other
It would be helpful at this point responses are not your choices.

a. What happened when a milkmaid
became so entranced with her
imagined success that she
failed to concentrate on the
immedi,ate task necessary to
achieving that success?

b. The milkmaid and her pail.

c. If you crow about your gains
before-they are actually
realized, you may lose the
opportunity you had..

d. A milkmaid causes a problem
for herself when she least
expects it.
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Task 2: "The Crow and the Pitcher"

The second fable is presented
below with choices to determine
a theme.

A crow, half-dead with thirst,
_came upon a pitcher which had
once been firil of water; but
when the crow put his beak into
the mouth of the pitcher he
found that only very little
water was left in it and that
he could not reach far enough
down to get at it. He tried, and
he tried, ,but at last had to give
up in despair. Then a thought
came to him, and he took a rock
anA dropped in into the pitcher.
Then he took another rock and
dropped that into the pitcher.
Then he took another rock and
drbpped that into the pitcher.
Then he took another rock and
dropped that into-the pitcher.
Th'en he took another rock and
dropped that into the pitcher.
Then he took another rock and
dropped that into the pitcher.
At last, at last, he saw the
water raising up near him; and
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after putting in a few more
rocks hp was able fo quench
his thirst and save his life.
(adapted from "The Crow and
the Pitcher," The Arbuthnot
Anthology of Children's Litera-
ture, Third Edition; 1971, p.
502.)

Select one (or two) of the follow-
ing alternatives as your percep-
tion of the theme of this story:

a. A crow has to figure out how
to get water to save his
life.

b. A seemingly large task can be
accomplished by perseverance
a+ small pieces of the task.

c. The crow and the pitcher.

d. A crow, dying of thirst,
cleverly figures out how to
get the small amount of
water in the bottom of
a pitcher.



-i-ask 3: "The Wolf in Sheep's
Clothing"

The last fable and response alter- Arbuthnot Anthology of Children's
natives follow: Literature, Third Edition, 1971,

p. 504.)
A wolf fOUnd great difficulty in
getting at the sheep because the Select one of the following alter-
shepherd and his dogs watched so natives as your perception of the
carefully, but one day the wolf theme of this story.
found the skin of a sheep that
had been killed, so he put it on a. Appearances cannot be accepted
over his own fur and 'ttrolled down at face value.
among the sheep. The lamb that
belonged to the sheep whose skin b. The wolf in the appearance of
the wolf was wearing began to fol- a sheep.
low the wolf in the sheep's cloth-
ing; so, leading the lamb further c. A wolf wears the coat of a
away, he soom made a meal off her, shorn sheep and tricks lambs
and for some time he succeeded in to become his victims.
tricking the shep, and enjoying
hearty meals. (adapted from "The d. A wolf has a plan to capture
Wolf in Sheep's Clothing," The innocent lambs.
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2. To Determine Satisfaction of Guideline 1

Ask yourself: What; if any, major d. "Where do eggs come from?"
background of experience is impor-
tant to understanding and appr. \, If possib!e or desirable, discuss
ciating the theme (determined \

, your selection With peers and ex-
\

above)? The latter half of this plain why you did not select the
statement considerably narrows the other options.
possibilities to.attend to. There
are probably many areas of back- ''.----)

ground knowledge that would be h31137 Task 2-1: '"Crow" (refer to st -y
ful to understo,nding the ljteral, already.introduced on page 154)
plot in generai. This is not to
diminlsh the importance of-the Which of these items would comply
literal plot, but experience tells with this guideline?
us that in, sharing a story with
children, we have often in the a. "'How do you, feel .when you are
past (a) spent too much time priming very thirsty?"
the listeners for topics to come up

--hi .ttre-stle-ry, when we could have b. "Is a rock heavy or light?"
let 'the story do it, or (b) sp.ent

time on a background concept that c. "What is a
.
pLtcher?"

is quiq_ insignificant as far as '

contrib6ting toward the larger d. "How could you get water out
message.of,the stery. Both are of the bottom of a pi' r,

inefficient uses of time and may, il you had to do it w.'' lo

in fact; be distracting to the more
universal ideap to.be gained. .(By

our leadershipp children can't see
the forest for.the trees.) This
does not negate discussion of such Task 3-1: !f" (refer to story
issues when initiated by the chil- alreE:i, int-odiced on page 155)'
dren.

\

Task 1-11: "MlIkmaid" (refer to
story atready ',,introduced on
page 153)

Which of the following would you
choose as satisfaction of this
guideline:

a. "What does jealous meari-2
.\

h. "What does yoUr milk c 'me in?"

Which 01- rhd5e Ltems would comply
with this guideline?

a. "What does strolled mean?li

b. "This story is called 'The
Wolf in Sheep's Clothing.'
A shepherd is in it. What
does a shepherd do?"

C. "If you were a lamb, how
would you protect yourself
from being eaten by a wolf?"

c. "What would haPpen if you "Thisstory is called 'The
were balanci g\something on Wolf in Sheep's Clothing.'
top ,of your ead and then How do wolves and sheep get
sOddenly ti ed our head?" along together?",
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3. T* Determine Satisfaction of Guideline II

Ask yourself (in terms of the se
lection.of an issue for Guideline
I):. What is an appropriate ques
tion to provide a focus for lis'
tening and to launch listennrs
directly; Fnto the story? 1<eep Fn
mind the theme when making thi
selection, so discussipn emphasis
afwa'ys enhances that understandlng.
This question must keep 'the learn
ers foremost in mind, as it is not
intended to be a "directedthink
ing," nar'rowing kind of aid. It

should instead help to build, the
habit of posing a question Of all
oral and printed matter': "What do
I expect to get from this?"

Task 1-11: "Milkmaid"

Which of the f011owing would you
choose as satisfaction of
Guideline II?

a. "Listen, to what happens when
a girl forgets she is carry
ing on her head something
that spills "

b. "Listen tc s what this girl,
Patty, I_ ir,-ying on her
head."

c. "Listen to see how this girl,
Patty, carries the milk she
has, and what happens."

d. "Listen to see wha't this girl--
will buy When she gets some
money from selling the milk."

Ta:sk 2-11: "Crow"'

Whick of these items would comply
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with this guideline?

a, "Listen to see what a crow
does when he cannot get water
from the bottom of a

pitcher."

b. "Listen to see what,happens
when someone is yery thirsty
in this story."

c. "Listen to see what the word,
despair meahs (iT you don't
already know)."

d. "Listen to see what clever
thillo the crow does with
rocks in this story."

Task 3-11:

Which of these items would comply
with this guideline?

a. "In this story find out what
a shepherd does."

b. "In this story find out what
halppens when a 'wolf invents
a good plan for catdhing and
eating sheep."

c. "This story is called 'The
Wolf in Sheep's Clothing.'
What could be meant by the
Sheep's Clothing.....Listen
to find out what the author
says."

d. "In this story called 'The
Wolf in Sheep's Clothing,'
listen to see how the wolf
manages to be able to wear
the coat of a sheep."
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4. To Deter Tine Satisfaction of Guideline IH

Ask yourself: At what points in the
story is there sufficient informa
tion for the listener, so he/she
could join in the telling of the
story by closing sentences and
predicting the next events? And
what situations or events (rel.a
ting to them) lend themselves to
explanations by listeners (since no
explanation is offered in the text)
or d velopment of alternative be
hay' rs for the same situation?

c. "...go home and" "Do what?"

d. "...speak to me." "What.might
they say?"

Closure

a. "carrying her milk in a
...(pail)"

b. "Polly Shaw will be...(jeal
ous)"

Such options are to be used only c. "...home and telI...(her
as the listeners spontaneously mother)"
enjoy the participation, but it is
helpful to 119 aware of these pos d. "...and they wil! lay (eggs)"
sibilitiea for use when appropri
ate., The main intent is to give Alternatives/Explanations
listeners much credit for their
present knowledge and logical a. "What could she buy .besides
thinking, and to provide them a dress and hat?"
with as active a'role as possible
to make the experience "theirs" b. "What could she do now be
rather than simply being a pas sides just tell her mother?"
sive audience. Again, a habit is
being promoted: When one is re C. "Why would Polly Shaw be
ceiVing oral or written language, jealous?"
anticipation of upcoming words,
ideas, etc., is natural and en d. "What other things does one
hances understanding and develops Toss?"
ownership of ideas.

Fask 1III: "Milkmaid"

Which of the following would
you select .as satisfaction of
Gu-ideline III?

Prediction

a. "...my head like this."
"What happened?" .

. "...she would get for:the
milk." "What 'clo you think
she will buy?"
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,Task 2III. "Crow"

WhiCh of '9-11'ese items would comply
with this guideline?

Prediction

a. "...get at it." "What might /I
he do?"

b. "...pi,tcher he found" "What
did he find?"

c. "...and save "Save
his what?"



d. "...ir d5pair." "What does (skin)"
despal- mean?"

Closure

a. "...he took a .(rook)"

b. "came upon a (pitcher)"

C. "...at last,, at last he saw
(the water risinn)"

d. "...and sa.re his (life)"

-Altern'atives/Explanations

a. "Why did the crow drop rocks
into the pit-her?"

b. "wolf was wearing, began to
(follow)..."

c. "He soon made a (meal)"

A I ternat ives/Exp I anat ion s

"How might the sheep have
fooled the wolf in the same
way the wolf fooled the

,

sheep?" "

b. "What else could the wolf
'have done with the lamb that
he was.able to get to follow
him?"

b.. "Why didn't the crow find c. "How do you think the_shepherd
something bigger than small and his dogs usually did such
rocks, ,so it would go faster?" a good job of protecting the

sheep?"
c. "Why couldn-Yt the crow reach

the water in the pitcher?" d. "What did the wolf do with
the sheep skin he fouRd?"

d. "What other solutions might
you have thought .of to try?" \I .

5. To Determine Satisfaction of Guideline IV

Task 3-III: "Wolf"
Ask yourself: How could ihe theme

Which of these items would comply of this story become more meaning-
with this guideline? ful to the daily lives of these

listeners? Without stating the
Prediction theme for them, ask a questior t'That

calls for the listener to tr:'s
a. "...in getting at the sheep." the learning, insght, ar Messae

"Why'did he have trouble?" from the story character to him-
self or herself. This may still

b. "...he soon..." "Did what?" mean that most or all listeners
will deal directly with the literal

c. "....wolf was wearing, began plot and not, see a larger, more
to." "Do what" gen:?ralizabl message. Good.. It

sh:2.illd not be forced. The oppor-.
d. "....watched so carefully.." tunity continues to be offered,

"What will he decide to do?" however, so another habit is build-
ing: How does tnis relate to me?.

CldStire What role or relationship does it
have to my life experience? What

a. 'one day the wOlf found the does any story have to do with me?
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Task 1-IV: "Milkmaid"

Which of the following would,you
select as satisfaction of Guideline
IV?

a. "Each of you can draw haw
yo0 would carry the pail of
milk."

and what you did about it?"

"Think of a time or pretend
a, time when you' have seen a
bIrd do.a tritk in a show?"

Task 3-
-II.

V: "Wolf"
b. "What would you buy with the

money?" Which ol these items would oomph/
with th:LS duideline?

c. 'Think about how you would
act in this story? How you a. "Think of a time or/pretend.
would not act and how yau a time when you were to guard
would." something but.you yet it get

away.,"
d. "Think a.bout how you would do

better than the milkmaid did." b.. "Think of a time oir pretend
al time when you had to think
qf a, plan to get soMething
you wanted very mch. Tell
al.)ou it: what 0- was and
Whether it worked.

c. "ThinK of a time or pretend
.a. "Think of a time or pretend a time when you fau-nd -some-

a time when you carried many thing that turn d out to be
rocks to play with Or.to different from hat you first
make something with', 'What thought it was. What did it
did you play or make?" seem like? What was jt r'eal-

ly? How did you discover
b. "Think of a time or pretend this?" ,

,

a time when you have tried or'
have solved a big problem d. "Think of a time or pretend
by doing something like what a,timo when you w re a cos-
the crow did?" tume and pretende to be

something you are iot. How
c. "Think . f a time or pretend djd it feel? Who as fooled

a time H yo.0 wanted ,a/dr ink by your costume?"

Task 2-IV: "Crow"

Which of these items would comply
with this guideline?

Note:

If you should still feel the need
for more practice .of this kind,
meet with your instructor and set
up a system with the instructor or
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ADDITIONAL PLANNING FORMS
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Author:

Guidelines for Selecting Literature for
"Literature Plus Response" Sessions

I. The Story

A. Are the events based on
cause/effect relationships?

B. Are the behaviors of the
characters and the situations
compatible with those they
represent?

C. Do the ideas have universal
implications that evolve
naturally in the story?

D. Does the story represent a

mutually respectful world
view of people?

Ir. The Author/IllAstrator's
° Presentation

A. 15 the language appropriate
to the subject matter?

B. Do the illustrations!' play an
appropriate and important role?

C. Does he overall format (page
layout, size, use of pictures
and color, etc.) enhance the
story?

III. Relevance to My Students

A.

B.

C.

*Picture books only.
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Form : Pre-Planning

Story Title

Jot notes in anwer to these
questions:

1. What is the theme of,the story?

Guideline I

2. What are the important back-
ground concepts?

Guideline II

3. What are some possible purposes
for listening?

Guideline III

4. In what instances could listen-.
ers make predictions?

5. Listeners supply closure?

6. 0:ffer alternative behaviors,
explanations?
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Guideline IV

7. For vhich. experiences shall '

ask the children to recal'
parallel experiences from tlleir
lives?

8. Into which experiences would it
be helpful to have the children
project themselves?

AdditiOnal notes:

Form B: °Lesson Plan

Story Title

Phrase discussion questions, in-
dicate major points, and when im-
portant: indicate media, page/
line numbers, activities.

Before the story:

During the story:

kfter the story:

170
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Form C: 'Self-Assessment

Story Title

After teaching the lesson:

A. With red ink, indicate any de-
viations from the lesson as
taught that differ from the
lesson as planned.
Describe here any additional
changes NOT convenient to in-
sert i'nto the prior lesson
plan.

. B. Use the modified lesson as
taught to answer the questions
below, thereby offering the_
exact means of satisfying each
guideline.

Guideline I

1. What background concepts were
discussed?

Guideline II

2. What purpose,for listening was
set up?

Guideline III

3. In what instances did listeners
have opportunities to make.
predictions?

174
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4. In what instances did listeners
have opportunities to supply
closure?

5. In what instances did listeners
. have opportunities to offer
alternative behaviors, explana-
tions?

Guideline IV
1

6. For which experiences were
listeners asked to recall
parallel experiences from their
lives? In what media?

7. Into which experiences were
listeners ask-ed o project
themselves? In what media?

8. If I were to do this lesson
again, I would make these
changes:

9. Would I uselthis story again
with the same children? If so,
why would I? Would I make any
changes?

168 CONCLUSION
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