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Preface -

Thisilearhing unit focuses on
using children's literature. |+
is planned for adults who' teach

or work with ch!ldren approximatec
ly four +to elght years of age.

All adults who relate to children
in school seftings can be regarded
~as models and facilifafors, so all
will be referred to as "teachers"
for tHése purposes. '

By following approximately the
- same path as the author of +his
unit, you would be in a good ‘posi-
tion to:fee] comfortable with \the
specific content i+ of fers, o
Regardless of your agreement-dijs-

agreement with fhe goals of liter-
ature and the teaching practices
suggessed in this unit, the impor-

tant gain for you is a clarifica-

. .

this unit, which will

\
tion of your own positicn. The
views expressed here may sarve
only to help you to take or to
strengthen a difforent stand, but
the main goal of the unit is not .
to toach you one way as ‘the way
of using literature, Rather, +the
goal is to help you consclously
to develop your own way, based
upon your own well-thought-out
reasons, ‘ :

Your first task-will be +o fill

out the questionnaire and-preas-
seéssment. This wil]l provide a
benchmark prior to +the work In
offer you,

2 wWay to sample ahead
competencies

as learner,
of .time the
developed here.‘

1o be

- ~ INTRODUCTION . 1



Overview -

says

.they are to be

L3

°

P

o,

.

The

learners participate
This is done

in which the
to a high degree,

“with the belief that the story
————content-plus—the—way- it

can aid in the enhancement of. a
positive self-ccrcept. It is |m—
portant from.the outset. that you
be _.aware that there are other
ways -to use books than the one
presented here. ©“You may wish.to
use a variety of-ways over time,

ﬁnfroducffon,secfion-inq
cludes activities that remind
you of your pasT experiences

with children's !literature, as '

well as provide you with a per-.
sondl literature experience.
Part | helps you establish work-

.able guidelines for seléction of

in a Respon-
work with -

lLiterature for use
sive~"rogram. You will .

"a broad range of children's books

and will explore resources +hat
may provide you with additional
information., You will also .ex-
amine a variety: OprOSSIble rea-.
sons (your own as well as others)

““for use or exclusion of any par-

ticular book. Model book lists

-2 ,~INTRODUCT I ON

 l'Tera+ure to fulfilt
i-s—used-~—-

"~ understand

“training.

"Give children literature,"” will be begun;

Dr. Leland Jacobs, -well-known in developed in greater detail later
~the field of children's litera~. for your own use. :

ture. This unit is designed to .

give children lLiterature by help- I'n:Part 11 you will explore: (1)
ing you to_plan story sessjons your reasons for using litera-

Ture, (2)
literature;

the possibilities of
and 3) ways to use
its poten-
tial-for self-enhancement in
childrens You'll learn four .
guidelines to aid you in present-
ing children's :iterature. The
work in this*unit will help you
‘hese guidelines,
apply. them using predesngned
plans, and apply them using self-
made plans. This final step 2sks
you to establish for yourcelf

"goals ‘and- guidelines evolving out

as well as

of past 'experiences,
in this-~

out of the work you do
unit.

learning: and Teachrng will
important role in the
Whenever possible,
you will be asked to share your
ideas and plans frequently with
parTners or small groups.

I
Evaluafrop will
self-assessment (and with peers
if you choose to do so), with
periodic checks on understanding
and the postassessment belng
the instructor's responsibility.

Pzer
play an

Take place via

“
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- ACTIVITY 1: My own experience with Children’s Literatﬁre |

Close your eyes for a moment and
— think about what _you_|ike_about
_.reading stories to children.

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 ™




ACT IVITY 2: A personél 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 | iterature.- In:

* order that we not just talk about
|iterature experiences, you will
now share a |iterature experience

. as adults. This activity is in-
t+ended to help you identify first-
hand what !'iterature is for and

___how. such.an experience can .be
meaningful.

W
¢

l. Let's start with trying fo re-
member your own early experi-
ences 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 memories.
and feelings you are willing
to, or to Jjust recall them for
‘yourself..

: L

4 INTRODUCTON -

if any-of_the feelings you —

“After the Saroyan Story:

. Own Reactions

S

Listen to William Saroyah's
story,. "The First Day of _
School." As you listen, see

felt are expressed here. (A
copy of the story will be found -
in the Appendix. |t may be =~ °
used for later reference or for
you to read along wiTh the
instructor.) = B

-

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

Whaffdid you-enjoy? o C

What did you not enjoy?




4. Discussion

Think over and share 'in a dis- been. How would the sitory have
cussion on the follownng ques- been different if she had. be-
tions. Take as much time as you haved this way? o
Ilke. . . : : . o
"'j : ' ' Whaf would The chlldren have
" Were any of Jim's feelings . _ been doing? L
° simiiar to yours? In what
" ways?. ' T

What Thnngs mnth they rpmember_/

, about their experience? .

‘Did you see any of yourself in :

the father? In Amy?.
Toe . How would you now plan for a

first day of 5chool for chil-

1f you were Amy, how would you - ~dren?

< feel about taking Jim to.school? o ‘
Would you do anything differ- T S o . .
ently “from wha’r -she did? T What would you® consider ‘when ‘

_planning ANY day of school?

Have you ever behaved like the -
teacher in this sTory7 In - 5. Rethink your own story of
whaf way? _ T Step |. Has your own story
' - ¢hanged after. listening to
' : : ‘ the Saroyan story? In what
Descrite the teacher's behavior ways? Write docwn some of your
- the way you wish it would havs . ‘reactions below:
T : ' _Assignment: Do Activity 3 before
' ' ' you come to the next session.- '
: - _ _ . INTRODUCTION 5
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. ACTIVITY 3: Becoming clear about Goals and.
- Expectations for this learning unit

Read the Overview presented in of this material. Try To get a
your first:group session. Browse good picture of the maferral to

_ Thrqggj_lhe entire unit briefly, = . be learned and think about how.

- Note especially the specific ob- it relafes to you. Summarize
jectives for both sections of ‘the your thoughts in answer to”the.
unit, Part | and.Part |1, ~Care- *wo questions below., ‘This step ’
“fully study the Table of ~Contents is very important in your getting
rand/or the visual Map of the Unit max imum benefit for yoursel.f from
(opposife~page) to get a gestaelt this experience, '

I. This unit is going to be about-- |
s \“I
\ .
- ~ )
5 !
X 2. | can e{pécf to learn--
}‘ - <
= 3

o L . - INTRODUCT FON 7
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o . .

Selecting Literature for Children

i .

This section will aid.you in se-
lecting books for children. =~ Four®
main objectives are emphasized
“for'you. as the.lzarner:

Using Tbéf’qne~wayras a model -~
a S e

4, ln‘order To:develép selécfion
‘guidelines for yourself later

f« You'll become more aware of o

' " avallable children's literature ‘Settling on guideliﬁes,you )
and learn of resources to keep +are most comfortable with=-=

yourself informed

Seeing whafuié.éuf'fﬁééé—F The mafe%ial is divided info-fhree
. ' g parts t6 accompl’ish,this~work: ————
I'ncreasing your familiarity

wifh available books

;

2. You'll undersfand a praposed. AL
set of guidelines for selecting

children's ljiterature: S ) ,
S : B. Developing and using guidelines

Léarning one way to evaluate for selection of books

books-~ . ‘ , L
) : C. Considering the significant

o . : ' ~ factors in the Story-Reading

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

-

10" PART |
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e

Your ‘interest 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 begin this Work,
and will be willing to share it
with the other participants. You.
will then be able.to add.to what

A increasing Familiarity with Children’s Literature

yéu'élreédy know and feel aQouT:
children's books, as well as to
learn ways to continue to keep

:yourself informed of newer pub-

lica#ionshw
Ydu_wil1 be-immediaTeLy immersed
IN books, rather than only talking.

ABOUT books. |



'ACTIVITY 4: Recalling favorite Children’s Books

Take a few moments to consider
what favorite children's books = | -
come~to 'your mind, from whatever '

type of- experlence you might

have had with books. Then do the

follOW|ng .

“List below some of your
favorlfes :

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

3. Choose your favorite book and
-. be ready to share your comment _ e
with the group, |f you are -

- willing.

le Find at leasT two chlldren
(two whom.'you already know,
or get to know in a library)
and ask them what bocks they
like and their reasons for
~thelir-preferences. .

Cnime S © REASGNS

~
o

Ly PART 1 A 13



N .
—_— Y4 .
v T

- ACTIVITY 5: Getting acquainted with Children’s Books =~~~ -

(A

This activity is .intended for a . b.. What other 'books appeal To
-group session. If you are unabie . - you?

to participate in such a groeup, R ‘ - :

it will be necessary to'do this, - a L e

aCTIVITy in a location where there
~is a generous display of children's
\books, such as a library or re-
_source center. o ~

. 1. Keep. in mind the folloWing . - Whaf makes them of speC'al
questions as you_.browse - interest to you?
through the bocks avallable" :
a. What book(s) do yol recog-.
" nize that you like? . Make &
list of your FAVORITE TITLES.

: . . C. Are There anhy books ‘ther®
I - +that 'you don't llke7 which

: ) I ~~one(s)7A I f you're willing,
i . e - ' . give a reaﬁon ~for—your answer
- Why do you like it/them? ‘ T
i
3 Share your list of'FaJorlfe'i <n )
“Titles (from your. browsging o .
= e . activity) and compare it with
Tell about your particular - the lists of other group mem~ _
experience with the book(s), bers. S . A .

AR . . / . 4
« - s N

-~




3. Keeping in mind that you are ' 4 - e
" evaluating books for use with o '

children, summari.e your rea-

sons so far under two columns:

s

REACTION CHART

WHAT | "LIKE ABOUT A BOOK : ‘ WHATAI DON'T LIKE-ABOUT A BOOK
LN
8
&
. <

X ';!' ’ .
3 .o A . : B i S
le Review the child-stated reasons e B ‘ o

you and others in this group s .

gained in Ac¢tivity .4, Have you L .

accounted for . azll of these ‘in .
yoeur chart? : '

.4 . . -

»
~
/




~cerns will

Uslng/{lferafure to Enhance Chll-
dren’! s Sel f- Concepfs -

*

The work in this unit progresses
toward using literature in a man-
ner conducive to promoting posi-
. tive self-concepts in childrens In
addition, .it is frequently possi-
ble to select the storyline itsélf
on the basis .of its relevance to -
a topic concernlng a developing
sel f-concept. This combination
of considering self-concept on two
counts, the story content and how
the story is read or delivered,
is.believed to offer a poTenTlally
.even'greater impact on he educa-
“tional lives of children.

I+ should be clearly understood .

that the practices to be intro-.
duced in Part Il ‘are not intended’
.tc be used exclusively - in every
story-reading situation. Further-

more, the suggestions offered.in .
*this activity for selecting liter-
ature. content which also deals
“.with topics relevant to self- |
concept are not to be regarded
as the only "good" reasons or s
. ‘bases for- selecting stories. In

g Responsive Education Program,- -
' howeyer, we hOpe that these con-
be kept in mind when
.such options are available. -
It seems jappropriate at this point
-to refer you, to another learning
unit in this series, Helpi
Children Develop Healthy Self- ‘
Concepts. If that content is not
already. familiar to you, you can
‘use it to understand in greater
depth how . adul+ts can: become aware
of behavior that may or may not -
enhance a child's positive vnew of
hlmself or herself. - .

For our: purposes here,lwe have .

- chosen parTlcular cafegorles in

“t
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‘ mlghf help to raise

.0On the following pages you will

© you.

. ~ !

which to suggest .book tit!es that
issues im-
portant to .self-esteem. There
are many other ways the categories
might have been formed. Sihce
this unit is intended only to '
represenf a start .in this dir-
ection, please consider the cate-
gories as -general ideas. Later
you may' label them for yourself

or develop completely different

larger or smaller cafegorles.

There ard@presenfly four maJor .
caTegorles and two additional
categories that serve quite dif-
ferent but, important purposes.

The four-major categories are:

A1 Can Make a Drfference
B. Each of Us Has Worfh
C. IAm Like and Yet leferen+
from OThers ‘ T,

D. All of U% Have Many Feellngs '

In order to account for the: sheer en—t
Joyment of the' language,presenfeq in
llTeralure, which ‘certainly can also
contribute-to enhancement of a

child's good feelings about himsel f

or herself, anofher category 'is added:"

3

1E. I Have Fun WETh Words.

To account for The‘opporfunlfy
to-engage the learner/listener
actively in the 'act of problem
solving via a story plot, we add
still anoTher caTegory * s .
F. I Can Solve a Problem or
Riddle . o :

A

find examples of each category
that are probably famikiar to
I f not, your insfructor

will help you with others.

.



N S k B
. ACTIVITY 6 Selectlng Books uslng “Potentlal for enhanelng Self-‘
) . COncept" as an additional guldellne for cholce -

'/ . . <

Lo , , .
l .o Look &t several of the books
Jthat meet your own sfandards
‘for_what- -you look for in’a
‘book. .Select” from those books
some that you feel cowld be
jsald to have plots which mnght
be classlfied in one of the X
self-concept categories above,
'or one of your own that you
feel s |mpor+anf to positive
self-concépt developmenfx

;o | 6a+egory , § Lo Title

L~

Assignment: DovAcfiviTy 7 before ‘
next session. R R 4

¢ ) . . .- -,\ \;; .. .
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v”»_A.'l Can Make a Difference

A ‘feeling of control over one's

___own destiny—is-important to feel-
ings of self-confidence.
h ] ) N X

\,

.

\

Author S
SR

,... . Y
1. Borack, Barbara
2 DaugherTy,‘Jaﬁes

3. Hobén, Russel |

4, Keats, Ezra Jack

5. Keats, Ezra Jack L _ .. Goggles_ S — R ——
6. Krauss, Ruth The Carrot Seed
'_7;'Liohni, Leo Swimmy
.8.'McGovern; Ann - Tone Soub (foTkTale)
9. Schweitzer, Byrd B. _Amigo
1o. Waber, Bernard ) A Firefly Named .Torchy
: e
I
Pon?
¢ 28 .
~..

o _ s

Somegne Small
Gillespie and the Guards
The Sorely Tfying Day

My Dog Is Lost



‘b. Each of Us Has Worth : e )
;;’"R—;éé]ngg_;haf one has unique char-
acTernsTncs and contributions to )
maﬁf enhances self self-esteem, . T .bj
Author ’fi%le_
-v{;:Andehsoh, He C.b o , -The Ugly Duckling _ _ .
2. BiShbﬁ;iClaTre o ; Fivé CHinese BroTher§ °
) 3, Fgrﬁ; Eugene .Birfhday.Pre§enfs
4. Fekn; Eugene l . Pepito :
. 5. Freeman}vDOn—” B kbg;ﬁgﬁ?dh.
6. Lionni, Leo _ Frederick
7. Matsuno, Masako = .. ~ Chie and the Sports Day
8. RojankoVéky; Feodor ) " So Small. .
9. Valens, E. - Wingfin and Topple
10. Waber,-Bernard  _,;;' | “' You Look Ridiculous
1l. Waber, Bernard : A Firefly Named Térthy
{2._quofow,¢Charlo+%e Big Sister and Little Sisfeh
N -
29
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RSN oy

— peOpl

s

. 3.“Harris,

10. Valens|, E.

OThers_'
A feeling that one' has many char-
aCTeWISTICS in common with pother
e |s reassuring, the feeling
“that one s unique characteristics

are des;rable and enriching to the .

whole, aid a zelf-concept benefi-
cial to self and others. '

Author
——Tjtr |
1. Beme.mans, Ludwig

2. Fenn, Eugene

Isobel
.4.‘Kraveiz, Nathan
5. Kuekin,-Karla
6:rLeaf;lMunro |
7,'Lionnii Leo
8. Lionni,“Lee _

9. Ness, |Evaline

|
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L—Am Like—and Yet~ leferenf From'

Title

-

Madeline"

Pepito
Llffleuéey énewn
A Horse othnofher Color
Just Like Everyone Else
Tne Sfery of Ferdinand
Fish Is Fish

Little Blue and Little Yellow

Exacfly Aluke

w|ngf|n and T0pple'



. e e o em e e e .

D. Al of Us Have Many Feelings

A recogan|On and accepTance of- a
wide range of emotions and their
appropriate expression are impor-

tant To a healthy self-concepf

Author Tifla

1._BenneTf, Rainey The Temper Ténfrum Book

2. BroWn, Margaref W; The Dead Bird~l

3abcnarferé, Jane The General - :

4;FCOhen; Mlniam. - ,_Aﬁagf“f[jgnqs
v“;;‘Coheq, MIrian & "Will | Have a Friend?

6. Hi;séh, Marilyn .The Pink Suit

7;‘Hi%|e, Kathryn . Boy, Was | Mad!

8. Hoban, Russell 1Tam and -the Two.Handles B
"9. Kraus, Robert Whose Mouse Are You? |
10. Matsdno, Masako A Pair of Red Clcgs
Il. Monsarrat, Nicholas The Pillow FlghT
12. Ness,vaaline Sam Bangs and Moonshlne

13, Pesun, Alan and Harry My LITTIe quther GeTs Away
T . ) with Murder! '
14, Sendak, Maurice Let's Be Enemies

5. Sandak, Maurice Where ?he,Wfld Things Ara
6. Steptoe, John Stevie
17. Weils, Rosemar; Noisy Nora
8. Yashima, Taro Crow Boy
!SJ_ZOJofow,,ChaEIOTTe Janay '

20. Zolotow, Charlotte My Friend John )

31
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E. Joy Of Language “ o . | :

An enjoyment of the pleasure of

words is important to an apprecia-

tion of literature, as. is increas- .
Ing one's confidence about® one's

own language competénce (a signifi-
cant aspect of self-concept).

1

Author | o T Title
R TN Bonne, Rose and Milfs, Alan . I KnoQ-an Old Lady
2. Brown, Margaret- ( . ‘ ;oyr Fur fFeét
3. Emberley, Barbara . . . - One Wide River fo cross
- ‘4. Grifalconi, Ann. o ' Ci;y Rhythms
:5..Langs+aff, John Over in the Meadow -
‘6. O'Neil, Mary | o Hailstones and Halibut Bones
7. Parish, Peggy ' .T Amelia Bedelia |

Fe Problem Solving ln'STer 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 . . . ...

ST CONCETIS Y T T
Author o T Title
. 1. 'Brown, Margaret+ W. '~ Four Fur Feet
o 2, Hoban, Tana .; | Louk Again'
3. Knight, Hilary _ Where's Wallace?
4. Shaw, Charles G, P It Looked Like Spilt Milk

'22. PART | A
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and learning about resources

ACTIVITY 7: Clarifying reasons for preferences

A. From a large collection of chil- B. While you are at the library or
_dren's books (public:library or

other resources) select 35
that fit some or mosf.of your
reasons for why you like a book:
and that might have helpful,
plots to enhance self-esteem.
Make arrangements to brlng them
to the next session,

List the titles -here and jot
down which of your. guidellines
each one meets (or refer to
each bv number or letter from -
page 15). '

Are these books old favorites
or did you discover them in
this activity?

e i e A 8 Sy 1= 41

What were some reasons you re-
jected others?

33

1.
RN,

resources 'you have used

resource center, try to find out

some good ways to keep yourself
. up-to-date regarding newly

published children's books.

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

list any other
in the

Add to the above

past.

Bring the. results of,. The two por-
tions (A and B) of this activity

to the next group session. Prepare
Part+ B as a written list to submit
to one group member who will serve
as recorder.

PART | A 23



AC'I" IVITY 8: Shinin‘lng up ideas of Book selectionQ

Submif‘youf written tist for Part
B, Activity 7, to the group member -
? designated as recorder,

With partners, share and discuss
t+he. 3-5 books you selected and’
- brought for Activity 5.

1. Tell abOQT each book and why
" you especially chose it in pref-
erence to others.. : -

Lo
t

2. Tell why you rejected other -
books that you browsed through.

3: After the group discussion,
, which may result in additions

to,or, modifications in your
‘thinking, refer back to Acfivity
5 and supplement your two lists:

A}

"WHAT | LIKE ABOUT A BOOK . WHAT 1 DON'T LIKE ABOUT A BOOK .

~

34
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£

'DEVELOPING AND USING GUIDSLINES
FOR THE SELECTION OF BOOKS |

a
’ b
o "
Ve /
~ P

PART | B
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B. Developing and Using Guidelines -
for the Selection of Bocoks

There are many different ways to
gvaluate & book for use with
young children. It is apparent
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 model. the
development and use of one genera!l
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"
ard "Don't Like" in children's
books. This is a.beginning. In
this section, you will use this

information to develop a rough

draft of your own set of guide-
lines. Further, you wil!l 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 wilil help you develop your

own guidelines for evaluating books
in the future. S
The objectives for fthis .section
are to: ‘ 3

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

2. Use the set of selection guide-
ines in evaluating books. 7



ACTIVITY 9; Develbplng.GUIdgllneé_ for choosing Books

)

Refer to your Reacf:on Chart on

"What | Like" and "What | Don'+t

. ere. In a small group (or part-
_ner, if you prefer), look at all
the items with the udea of grouping

them into categories so that they
wrll be more manageable. v

1.

Look at JUST the Whaf I Do like
items:
a. How might these items be

into sets of sim-
This grouping
may result in several dif~
ferent versions, since a
variety ot cafegorrzafrons
are possnble.

grouped
itar. items?

I'n the previous task you were

able to see for yourself the "\
difficulties in arrlvrng 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 up the guidelines for

the books to be used for the
purposes of this unit. You will
probably need to do -seme work
with-this set so that you will

of . course,

Now look at the What | Don't
Like items and, by changing .
“each -item to a positive state-’
ment, check to see which are '
not already included among -
your "I Like" items. Add These\
to the cafegorles you have~
made, or make 'new groups (if-
necessary) to incorporate =~
. these items.

b.

Read Acfrvrfy i0 and
be‘ore the

Assugnhenf
its attached material
nex:t group session,

be able to "+ranslate" i+ into
terms that make sense and are
useful for you.v

. . &
This parTicular set of guidelines

~Was designed fo select books to

be used for a self-énhancing ex-

perience, which includes a high
fevel of personal involvement on
the part of individual learners.

Guidelines designed to select
books for other purposes would,
be different.

PART |I'B 27
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| /ACT'ViTY 10: Learning the “Literature Plus Response”” -
quidelines of this unit

3

This activity will heip you learn 4. Cémpare your ratings with the

the guidelines In a more meaningful examples we have glven, {f you
manner by using them with a story * wish, (They are found on pages
you ¢an refer to. Do the following . fol lowing the complete explana-
activities: : tion of the Selection Guide-
‘ lines.)
Y

NoTQ/- You may differ with our
o - rating of a particular book,
1. Read one book: My Dog l!s 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, then,
. B - would be to present the reasons
2, Working with a partner, go over why you would rate the story
Literature Selection Guidelines " differently, just as we had to
beginning on the next page. Work initially., o
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 11l of the Selection:
fied with your understanding. Guidelines is for reference only
~ at this poinf, 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 and check one box for late to pupils ?ou know, how-
each item.) ' ever,) ! '
' L "
/'.' : (e -
. -
&

.38
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Introduction to the Selection

Guide[jnes Pre§enTed in this Unit

By referring +o the form itself
(found on the next page), you can
see that three major categories
are used: The Story, The Przsen-
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 decideZwhether: your
answer would- be Yes (it does ful-~

fill that requirement in general)
or No, (it does not fulfill that
requiirement, or it fulfills that

requirement to some degree or

partially). '
The 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-
ortant that you read all the ex-
amples and explanations. and .talk
them over with others to get a
command of the use of this evaluae
tion form. It is not intended +to
be self-explanatory.

4
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Title

Aurhor:‘

‘Guidelines ftor 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 idezs have universal
mplicafions that evolve
naturally in the story?

D. Does the story represent. a

mutually respectful! world.
view of people?

11, The Aufhor/lllusfrafor 5 o
"Presentation ¢ “

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

B. Do thesillustrations* play an’

approprlafe and important role?/

C. Does The ove¢all format 1pége
e L@yO Ut - S ZE x’~u,§e -0 f- pxé?'
and color, -etc.)Yenhance the
- story?

. ) ] 'f‘, o
I}l.  Relevance to My Students
. P ~ % 7

:\.l-.s-" !

*picture books only. -
o 40
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Partial

No
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The Story .

Are the events based on
cauqe/e‘fecf reiationships?

A.

Whefher the plot is real or
fanciful,
Aplalned by conditions and

circumstances within this set-

ting.and within the realm of

. the characters portrayed, ' The
story . hangs Togefher.

B Examp.es.

‘ PoeJvae < All events revolve
around the basic wish f wanf—
ing to be someone else, - .

~whom he/she represents.

Negaflvevf Some events are
based on that wish (trying out
rotes) but other happenings

just seem To occur "oit of the
blue. -
B. Are the %ehaviors of the

-characters and the situa-
tions compatible with those
they represent? C

- The actions of a character

on ,fhe basis of
The

con-
The

appear logical

internal
|nTegr|Ty.

portrayal has
sistency and

.story situations are appro-

priate to the age(s) and refer<
ence group(s) involved.

Examples:-
Posifive37 Minority-group mem-

bers dress and behave in a
manner represenfaflve of<-their,

‘group,

Negative .- Minority-group mem-
bers either bghave

or appear and

the happenings can be

ina stereo-
- typic way (Mexican-Americans
“t4King a siesta)

41

~ment
~_as the theme.

"The " theme

. point..

'Negafxve - Either There

act in-a traditional

Anglo-.
Saxon .fashion, ,

Do the |deas\have uriiversal
implications Thaf\evque
naTurally7 T~

C.

. The ideas presenfed are "large"-

ideas about mankind :that go
beyond this setting and.speak
to, the -broader. experaenﬂe of
human beings in generzl. The
message is relevant to all hu=-
mans regardless of the |literal
represenfafioh here. This ele-
is sometimes referred to

is developed as a
thread running through the
entire story, rather than be-
ing sprung suddenly . at one

It meshes with the
plot, so.the writing is tightly
knit rather *han two-stranded.

The .theme is expressed or de-
picted gently and in a natural
story-tel ling manner, rather

than bluntly or &8s blunt

'preJchlng /

cxamples

Positive/~ The underlying mes-
sage of /the story is important
to all peOple, e.g., all people
have f&elings and have-a variety

; of wa”s To express them.

is no
prevailing message that we

woul-d care to:pass oa to chil-"
drep, or it is presented in
such- a manner as to.be résented
by children; e. g., "You should .
Ter the truth,” "You must 'keep -
your promlse," eTc. '
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D. Does thé story represent a
‘mutually respectful world«
view.of people7

The auThor depno#s all refer-
ence groups in an equally
favorable wav. Stereotypes
are.avoided and the concept of
cultural pluraiism ls promoted,
or at least not violated. The
story enhances the. respect for
self and the others in one's
worid. '

The Author/Illustrator's
Presentation

A. Is The_language~appropria+e»
to the subject matter?

The degree of formal or in-
formal i1andguage seems to fift
the story. .The choice of vo-
cabulary, use of narrative, and
dialogue enhance the develop-
ment cf the plot. The iength
of clauses and sentences help
convey the mood., The total
effect is one of appropriate
language with an obvious: in-

> t+ent to model- competence in
use of language. |t.also is =
expressed appropriately for the
age of The expgcfed listener.
(This is not to be confused
with their knowing the vocab-
ulary items. . They need not
know theée terms, but can learn
them Tnrough a story that .
speaks in a way children can_-
relate to.) - !

Examples: -

is a
the story
phrased as

Positive - When there
great deal of-action,
is in dialogue form,

32 PART |.B

42

are seen

.newspaper style,

B. Do the

The

“They accurately depict the ac-

story. .

Examples: . -

Positive - Female characters
in a wide variety of

activities; several different

kinds of iiving situations are
shown.
-Negative - Females are seen only

in domestic activities; all
pedple seem to live lnAsuburban“

Tracf—lik@ seftings.

people would actually talk; it
moves rapidly. -

Negative -~ For simpln child-
l}ike, fast-moving acTvions,
lengthy descriptive narrative
phrases tend to lose the |is-
teners'! attention. Also, a
for instance,
would not be -appropriate for
telling .an animal story for
four- to elghf year-old chil-
dren.

illustrations play
an appropriate and impor- .

tant role?

]

illustrations occur on the
same page -on which that’ parT
of the story is being told.

tions and characters as de-
scribed in the text. They are
considered an integral part.
of the author's telling of the
They provide the other



[

half of the message and are not

only helpful, but important.
. Examples: ’

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

The iIlusTraTionS
characters differ-
what one expects

Negative -
depict the
ently from
from the text
ly mcre or less action than
the. text reports.

Cs Does +the overal l
. hance the story?

formet en-

and show decided-

. out design,

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

Cxam, 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 that they. .
appear confusing. :
\\
.\
.\\\
.‘\\
I'4
.
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T

. RefeVahce_To-My Students

The major questions remains:

ls this book relevant to my
children? |f, .upon a first
reading, a parflcular book
.does not appear to speak to

any of the interests,. 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 wheﬁher you are gonng
To use it. e

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.

A. story is relevant if it
_conveys ideas that are pertinent
to certain children. MWe-often

interpret this to mean that

the stary must be about people
and places with whiich the child
is fam.jlijar from firsthand
experience. I|f a teacher were
just getting to know a particu-
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 literal level of
relevance, Until the. children
had begun to associate positive
expectations with a literature
experience, and until the
teacher kmew what /topics of
interest .could permeate across
t+he group, he or she would

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

! “
o .
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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 other
{evel pertains to generalizing
across people who share human-char-

‘acteristics, beyond the differences.

A story such as Madeline takes

place in France in a setting very
different from the home environment
of American children. Despite the
basic difference in story locale,
all children can potentially identi-

. fy with +he individual'istic behav-
‘ior of 'Madeline and her conf!ict

with conforming behavior. In these
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. I+ is also dif-
ficult to Judge relevancy in such
general terms. Relevancy does not
signify just cultural relevancy, or
any other one type of pertinence.
Perhaps the questians below will be
helpful in selecting stories as to
their relevance to the parflcular
children you have .in mind.

'n what way do you feel this book
is relevant to the language matur-
ity of -your children?

™~



In what way do you feel it is rele- How is it relevahf,fo the back-~
.¥ant to the interest(s) of your -grourids of these children?
~'children? ” '

. A

OTher consnderaflons for These
particutlar chnldren

Question - If satisfied.and how °  *

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

Author's Ratings. (for your
_»comparlson)

Example A: My Dog Is Lost ' Yes, the major events (the
by Ezra Jack Keats ' " . boy's activities and the
- : eventual resolution) stem

. o logically from t+he problem
l. The Story - itself, and then build upon

- one anotiher toward the
A. Are the events basad on “climax. No significant in-
cause/effect relationships? '~ formation is left unstated.

!

Are the events in My Dog

l.Lost-based on cause/effecf Y
relafnonshlps7 ' V/
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.

36 .

"~ own family for aid and ad-

-

Are TheAbéhayiors of TheA
characters and the situa- -

‘tions compatible with those .

o

they. represent?

Evaluating the<behaviors

and situations in My Dog Is

LosT;

Juanito's independent deci-
sion and subseguent actions
might be considered to be
unrealistic for children

of that age. |t appears
unlikely that a child would
not first appeal to his

vice. Otherwise, the chil-.
dren's actions are simple-

~and straightforward.

Y P N

v

‘Do the ideas have universal

implications which evolve

“naturally? -

Application to My Dog lIs
Lost: ' P - .
Yes, there are universal

implications from the cen-
tral idea that human beings

" have means by which to com-

municate with each other
regardless of superficial
differences or limitations.,
Our common ground for com=- '
munication can overcome the
ways in which we diftfer from -
one another.

Secondly, the theme emergeé,
from the very problem it-
self, which is the central -

PART | B
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!

issue of.the entire book.
Yet the text never literally

~states the theme; the re-

solution of the problem’
speaks for itsel’f,

‘A B Y

v

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

Application to My Dog Is

Lost:

Though the story- demon-
strates well how a variety
of persons 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 to 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.

ylep N




1. The Author/Illustrator's
Presentation ;

A. Is.the language appropriate

" "sidered to model

.Application

‘to the subject matter?

to My Dog l!s

Lost:

The use of simple, direct -
-questions seems to fit the
age of the characters and -
the lack of knowledge of
English. ~he very short
sentences 'They ran for
blocks. They zlooked every-
where.") feel jerky at
times, but resemble much
child language with the

. frequent repetition of the

subject."

It does noT_appéar to be
language.that would be con-
a creative

competence in language use,
however,

Y vi N
Do the illustrations play

an appropriate and important
role? '

e

Application to My Dog is:
Lost:. : :
There 'is a good match be-
tween the text and the
illustrations. 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

-to black and white

"ment.of the print,

-

approximations or

Inaccura-
" cies, .- : .
The illusfrafions,deﬁinifely'

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.

Yy 1P| N

v

. . Does the overall forma+t

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 in addition
is suf-
ficient to convey moods,.
and is adequate in portray-

. ing a degree of realism.

The varied size. and placex
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. -

Y P I N

v
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Author's Ratings (for your
comparison)

rExample B: The Ugly Duckling.

by H. C. Anderson

I« The Story N
A. Are the events based on
cause/effect relationships?

Yes, the primary events of
the story which involve the
duckling's behavior and the
responses to it, are based
on discernible “logic.

/

P N

B. Are The behaviors of the \
characters and the situations
compatible W|Th those They '
represenf?

The |ssue of the personifi-
cation of animals must be"
addressed under this item:
I'f the characters are regard-
ed as represenfaflve of
people, with all the human
characteristics shown, yes,
they are compatible, |f you
object to these characteris-
tics being assigned to ani-
mals, you would respond
negatively. If is our opin-

48
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N

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 would cause
us to rate it unfavorably‘

in Thls regard,

P N

Y _
v’ ) .

Do the ideas have universal
implications that evolve
naturally? .

"This is a decided strength

of the particular plot. The
dhiversal implication about
beauty and appro;rlafeness
being relative iz closely
ti.ed to the main character
and the main events from be--

. glnnlng to end

P N




IF. The AuThor/JilusTraTor's
. .Presentation .

A. ls:the language appropriate _ of text, etc., seem cémpafﬁ—.
£ to the subject matter? . ble with the maturity level
' e to which this story woulg
Andersen uses quite sophis- . appeal. The total size of
ticated language. patterns the book and thus each page
throughout this story. o - could have been ‘increased
Since the amount of text . by about one~third or more,
per page and the total to' lend itself better to
length of the story both c small~ or medium-sized group
indicate an audience of : reading. (This story is -
some maturity (probably not available in other edi-
for.most four- to six-year-- . - tions.) This l'imita+tion
olds, in a group situation), ' would lead to assigning a
the sophistication level of ' Partial rating e&n this »
. the 'anguage seems an appro- point, ' :
" priate medium. ‘ o -
P =Y P N

\;, P | N ) L | | . / '

D. Does the story represent a

B. Do the illustrations pla ' mutually respectful world
, o an important role? . ) view of péople? -~
' The softness and degree of This is also a major

detail in t+he illusfrations: _ strength of the book. The
appear to match the maturity - fact that the majority
level of the probable audj- © of the characters in the -
ence (see the comments in ' ~story do NOT exhibit a
e, Ao . " mutually respectful world

- ; view, but are later shown.

Y P 1 N- o o to have been narrow in .

V/ _ ‘ their thinkirg or lacking

: in . perspective, provides

an excellent opportunity
for this concept to be
discussed. .Not only is

C. Does the overall format -. the issue present, but. it
_(page layout, size, use -of ' is the major thrust. W
pictures and color, etc.) , ~
enhance ‘the story? - Y|l PN

The overall effect, amount
of text per page, placement

4
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Author's Rafrngs (for.your
comparison) -

}Ekample C: Swimmy

"by Leo Lionnf}

40

.~ The Story

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

The major event of the story:
is clearly based on a cause/
effect relationship since it
was Swimmy's answer ' to sur-
vival. The ‘earlier events
are more questionable, how-
ever; Why Swimmy is a dif-
ferent color and ‘why he
should be the only one To‘
survive are .not cl!ear, nor
is.the sequence or rhorce

of underwater creatures—he———

meets in his travels;

Y P N

vV

B. Are the behaviors of fhe
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 flgh would probably
not perceive a group of fish
to be one large fish; he
would still see a,grbup of .
small fish. However, from
thé perspective of the small -
fish (his fantasy,* if you

S will), this -is a most cre-
ative, feasible solution to-

‘PA;%T_ B o , 50

-\ . B

the problem, so we would
consider it compatible with
the perspective that the
small -fish" was to represent.

Y P N

v

Do .the ideas héve unlver;al
implications that evolve
naturally?

Yes, the implication that
one’'can affect one's own
destiny and can develop
one's own solutions to even
the most difficult and cru-
cial of problems is applic~

“able to all people. “Also,

D.

since it was posed as a prob-

“lem from the very beginning

of the story, a response of
some kind was |neVITable,‘
so the events centering
-around this message held .
together easily and well.

Y, PN

v/

Does the story represent
a mutually respectful world

‘«view of people?

No, this plot creates sfereo-
tvypes of the "big. bad guy"
(the tuna) and the "little

. guy (Swimmy) who outsmarts

2

A\



- CAN make a difference,
. story does not

B. Do the Illustrations play \

A.

- tual

_Chl'd'

the blg guy" and .those

"who follow along blindly

and do what they are told,

.. Though helpful for empha- -
sizing that YOU (one person)
the
enhance one'ls

I1.\The Author/!llustrator's
resentation

| The language approprlafe'

- to\ the subject matter?

The kanguage patterns and
vocabulary choices are more
sophlsflcafed than would be
expecfed in the Chl'd'S own
oral language. "However,
with- suchpa small amount of
text on eéch page and with
such meanlng{ul illustra~
tions, Thevmeenlng of "p|nk :
palm trees swaying" “can be
convéyed by .all\the contex-
clues provided., This -
seems to be an appropriate
means of expandlng\fhe
language mlWleu.

P N

Y \'\

- N
o~ . \ e
<

[ . N,

an appropriate aAnd impor-

tant role? . \

"Yes,

-and color,

feel?ngs abou+ differenf
roles and dlfferenf per-

spectives.,

. Yy P| N
.

LY

illustrations are
detail,

the
-of sufficient size,
and accuracy to play a very
important role In conveying
the ideas of the story.

P N )

Yo
V.
=

B

Does ‘the overall format '(page
layout, size, use of pictures
' etc.) enhance the
story?

Yes, the total presentation
of the story provides an _
excel lent opportunity for a-
sensitive, well-paced read-
ing of it to result in a

very meaningful story ses-

'sion for children.

{

Y P N

- V/’ :' . .;“;eeAéw?%
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Author's Ratings (for your

comparlson)

’Example D:

Rosie's Walk

by Pat Hutchins

AL
. cause/effect relationships?

B.

Outside of this concern,

The Story

Are the events based on

Yes, this is perhaps the

major strength of this.plot,
The cause/effect alternating
pattern accounts for all the

‘events of the storys

Y P N

/

Are the’ behaviors of the '
characters and the situa- ,
‘tions compatible with those
They represenff- '

(Refer +o-The Ugly-DuckJing,

Example B, -for a discussion
of the personification of
animals, which is pertinent
here., The-difference lies

in the lack of-verbal be--
havior, but the thought pro-
cesses present are not usual-
'y assigned to anlmals ) .

the ‘animals do "behave in a
manner compatible with the
expected aggressor/prey rela=
tionship between these par-
ticular animals, as well as

'emulafrng a similar relation-
ship between people or groups'

of people.

52
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yes, -

CO

.ting there,

vNo; instead,

is,
~intelligent.

Do the ideas have universal
implications that evolve
naturally? ’

<

Yes, the basic-concepf’
portrayed by the fox's

single-tracked purpose,
"“which did not take

intfo
account the means of get-
not only. was
developed naturally, but *
WAS the. whole of the plot.

Y P N

v

E— : . //.
/
. ) e
Does the story represent
a mutually respectful worM@

view of people’-

two dlsflncf
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
in addition,; not too:
These ‘are the
same rgles upon which slap-
stick humor rs offen based

Y } P N

v




The: Aufhor/lllusfrafor s
Presenfaflon +

e,

A. Is The language approprlafe
. for The subnect maTTer7

i //M Yes, the simplé story line
. seems qu:fe appropriate for
“.the age of: audleﬁge this -~
Cowill probébly appeal to, ahd
. ‘provides an excel.lgnt op-
. portunity for functional use
' of language to 'denote posi=
tion (over, under, around,
“etc.d.

S y1leln

vy/_

“B. Do the illustrations play-
an appropriate and ‘important
rqje? v ) ’ R

Yes, in this-story the
itlustrations are absolutely
necessary in telling the
whole story. They are very
clear, yet carry a large

- LI

et

-~

Does the overall
--(page
-pictures @nd color, etc.)

for the child

amount of detail worthy of
further examination by the o
young chlld . ‘ ' R

Y P 1 N

,. Y

format -

layout, size, use . of

enhance the story?

the total presentation

Yes,

.seems to work todether to

provide a clear; simple .
story, easily seen and well-
paced. Even the storyline is .
prginted sufficiently large ‘
interested in AN
the printed representation.’ \

vyl PN E
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ACTIVITY 11: Use of the “Literature Plus Response” guidelines

y

In order to gain more experience '\
and familiarity widh the guidelines,
you should work in a small group.
Select books together. The number

- of books will depend on the size of
the group. Preferred size: 3-4 ‘
people with 3-4 books.” Note that. : '
the group must decide ahead of time

which particular |+ems‘w1ll be used
for Section !il, Relevance to My

$tudents.

13 : .

|. Working individually, apply the
seven major areas of the guide-
‘lines to each of the books.’

2. Compare ratings and d:scuss the
nfems Togefher. g

-

3. Note any quesflons.you might
+ still have as a group performing-
this Task. . .

s
‘AssignmehT:. Do ‘Activities [Z/and
- 13 before the next group sesgion.

I
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CTitle: : | o

- Author.:

:GUIdellnes for Selecting Literature for
’ Llferafure Plus Response" Sessnons o

‘Partial

No

. The Story

- Y€es

e

P

A. Are the events .based .on
' cause/effecf relaf:onshlps’

.B. Are the behaviors: of the o
i characters and. the situations ' B g \
compatible with Those They ' - R R ' |
i represent? L -

C. Do the ideas have universal
implications that evolve
nafurally in The sfory7

D.gDoes The story represent a .
mutually respectful world : y
view of’ people? ¢

ﬂl; The AuThor/IIIusTraTor S
" Presentation

£. |s the -language appropriate ..
to the subject matter?
UB. Do the illustrations* play an ‘
.« -~ appropriate and important role?
" C. Does ‘the overall format (page ) :
- layout, size, use of pictures ' e : i —
ang color, etc.) enhance the L ////////////
story? . 4 o L Py aa ‘ B
11, &elevance To My°STudenfs J,_~"///
A
C.
. . /
. . //
*Picture books only. ‘ _ //
_ / . ,
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\

-

Title:

Aufhor:

Gundell

nes for Selecting Literature for

"L:ferafure Plus Response" Sessions

. THe

‘“cause/effect relafnonshups7

‘implications that evolve

"mutually respectful world

Sfory' o ‘: e

f

Yes

Partial

7

No

Are the events baéed on

Are the behavnors of the
characters and The sxfuaf:ons
compatible wth/fhose They
repiesent? /

Do the ideas have universal

naturally in the story?
. j .
Does fthe éTor?”Fépresenf a

view of people?

11 The Author/illustrator's
Presentation

~happrop{|afe and xmporfanf role7/

~story?

I'1l. Relevance

*picture books only.
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l's- The tanguage approprnafe ;/
to the subJecf matter? /

Do The |Ilu5Trafxons* play an /

Does the Jverall forma+ (page /

layout, size, use of pictures
and coiqgr, etc.) enhance the /




CTitle:

Author:

Guidelines foriSelecTEng‘LjTerature for

"Literature Plrs Response"” Sessions
L //,,,/
!

g

-

Yes
Partial
No

l. The STory

A. Are the events based on
cause/effecf relaflonshlps7

" B. Are the behaviors of" The
choracfers and the situations
compatible with Those they.

. represenf7 ' e

. 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?

"11. The Aufhor/lllusf ~ator's
Presentation

B
N\,

A. Is the 1anguage approprlafe
" to the subject matter?

B. Do the IIIUSTFBTIOHS* pltay an
approprlafe and important rzie? \

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

11, Relevance to My Students S ; \\\,
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~Author:

Title:

Guldellnes for Selecting LITeraTure for
"Literature Plus Response" Sessnons\

I. The Story

Yes

Partial

No

A. Are the evenfsvbased'én

cause/effect relationships?

B. Are The behavnors 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?

11. The Aufhor/lllusfrafor s
Presentation

A. I's thé language appropriate
“to " the subjecf matter?.

B. Do the ||IusTraT|ons* play an
appropriate and important role? -

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

~ .
——

I1l1. Relevance to My: Students"

*Picture books only.

58
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Opfional

. 'ACTIVITY 12: Revising the Guidelines for Yourself -

BN

To gain maximum use of the quide-
l'ines, you should:

. Review each of the seven guide- may - be included.
lines. o ' _ ,
A , 4, Select your own items to use
2. Review items in your own Reac- ooin L,
tion Chart, ("Likes" and "Don't . N
Likes™). _ 5. Use the blank form on the
: ' , following.page to write your
‘3. Revise the first seven guide- - own final set of guidelines.

lines so that your owh items

~ PART | B 49
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Liferafure Selecfion Guidelines

I« The Story
- o °
A.

I!L The Presenfafioh

A

5.0

60



“CONSIDERING THE SIGNIFICANT FACTORS IN THE
STORY-READING ENVIRONMENT

" PART | C 51
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'

Considering Significant Factors'in the Story-Reading Environment

y
|
y

Along with selecting an appropri- story is read. Certain distract-
ate book for the occasion and . ing or uncomfortable conditions
the group, you will need to con- can ruin an otherwise well-

sider the setting in which the selected and well-presented story.

ACTWI"I'Y 13: Thinking about the Place to read the Story

Answer these QUesTions for yourself
before dis&ussing them in a small
.group at the next session:

. Which areas(s) of the class- "~
room would you choose for read-
ing a story? ~Why?

2. What kind of seating arrangement
would you strive for? :

3. What would ydU‘need to consider
before choosing a particular
time 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?

n
o
\

ACTIVITY 14: Summarizing yodr ideas about the Story setting

0 N

0

To share your considerations abou+ ) : .
a good setting for a story: ) ' Y L ¢

I'. Organize into small groups of _ .
4-6 people, or another conven- ' . !
jent arrangement. : '

“2. Briefly discuss thé five ques- -

tions you-have, thought about
in Activity 13, adding to your
notes, if you wish. :

PART | C 53
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ACTIVITY 15: Role-Playing a Story-Reading sessio

.
CActivity

" out of What Not to Do.)

i

i

in the same group as in
4, select one person
as reader and locate a very
short story for demonstration.
Plan together a role-playing.
situation in which your reader
will read in a way you would
not want to read to voung chil=-.
dren. (This is to help you
develop What to Do guidelines
Prepare
the demonstration and make a
list of the guidelines you are
demonstrating.

Working

5.

4,

5.

Role-play your story tq another

Assignment: .
ground Articles

write down their observations
of what 'you were doing.

Now. change places, and you
observe the role-playing of the
other group(s).

'Did,your
principle
And vice

Compare your |ists,
group.observe every
they demonstrated?

versa?

Working together as a combined
group, maxke a final list of
What to Do while reading to
young children,

Read the three Back=
in the next section

(Part I!) before the next group
session., . i

group(s). They will wéf;h and
PART | C GJL-



PART 1l: PLANNING AND FACILITATING LITERATURE
" EXPERIENCES FOR CHILDREN.
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®

. be used for every

‘gathered once a day to

Sackground

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

<

evaluating.

’ 1
. Though there are many possibilities

for answering the question of how,
this unit suggests one that maxi-
mizes the learner's opportunity
to gain knowledg® "about himself &
and his world. - The tecfinigques
offered here would certainly not
l-iterature 1
experience. Not all literature
selections are appropriate for
this use, nor would children be
receptive to the same format. for

every story-reading session.

There are other specific uses of
literature, also. "There will be
certain books that are most enjoyed
when simply read straight through

Rationa

. "Come ‘listen to a story."

Most children in early grades are
l'isten to

a story. It's a pleasant time for
the most part, 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 .
handy. It is used as a sugar-
coated, quieting influence or as .
a time-filler, With more planning,
the teacher.may select a book

for the joy of the language.

" Others are read to deliver very

specific information of interest
to or need by the Ilsteners.
A book about a particular subject

area or a holiday selection would

fall into +his category. Still
another use of |iterature might
be to match a storswith-a parti-
cular concern or problem within-
the group or classroom, :

The approach presented in this
unit is not intended necessarily.
to replace any of the above uses,
but rather to be added to the
repertoire. Some teachers have
found it helptul to . use all of . .
the proposed teghniques with

some stories and a part of

~these suggestions in nearly

every story session, but.that
is a matter of personal choice
as well as of student needs
and interests. ‘

-

ahead of tIme, choosing a story
line that colincides wjith an on-. -
going subject matter upit. The
story experience is stfill rather

‘isolated from the rest of the

day's activities, eved when ohil-

dren .are encouraged t¢ draw pic-
" tures of tthe story affrer listening.
I's that all there is? Does a

teacher have any other responsi-
sy . X ! I .

bility in planning lﬂferafure ex-

periences for children?

mative response comes from severai

persons in The_fielq of literature.
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‘The story on the page is only ene-
half of +he process. Literature’
rsvlncomplefe without the inter-

action of the "print with the’

people." "What you gain from an
experience is directly affected
by what youv bring te it; the
Miterature itself cannot be sole-

ly responsible for the outcome.

As Leland 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 |ife"

(Jacobs, 1971). ' :

We believe that the teacher has a
definite responsibility in the
choices of literature. The hap- "
hazard plucking of any title off
the shelf is unlikely to result
in the listeners being the most
recepflve "hosts" to the story.
Perhaps teachers need to think
.about the basis on which they will
seleét books. This unit will help
teachers. make decisions in this
regard.
Once teachers have some basis for
“+his dectsren making, what will.
they- do with the book(s)? Do they
do anything besides merely offer-
ing the book? Several authors
have written about the power of
~I'iterature when it
chosen and used for designated -
‘purposes. Grande (1965) speakshwof
| iterature "as an expression of
human strife, conflict, feelings
and ideas (which) must engage the
studert's active response, evoking
his fund of intellectual and
emotional experience." Various,
works. of Loban (1954), Squire
(1956), Lewis (1967), and Russel |
(1958) have added to the notion
that |literature can contribute
significantly to the development
of the ‘human -personality,
ly when a teacher takes an active
~position in helping students to
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is thoughtfully"

especial-~-

“,

interpret literaturc and relate it
to their own lives. This is not +to
say that the right book -at the
right +ime is a.sure cure for prob-
lems or a recipe for healfhy de—
velopment, But "if a hook is’'prop-
erly handled as a teaching device,
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 Taylor (1971),
Support of the potential of liter- '
ature when combined with a skill¥ul
teacher tc enhance the self was
summarized as follows: - T
Since it is a reflection of '
the society that gives/Iife,
|iterature mirrors, supple-
ments, and extends vicari-
ously the reader's exper,i-
ence base. -

1 L

€

Literature goes beyond in-
volving the reader as a
spectator. Relafrng the
reader's personal® experience
to the interpretation of

| : | iterature completes the

i total process.

The involvement of the . >
reader is usual |y described ;
in terms of the psychologr—,
cal processes, cal ted rdenfl—
fication, catharsis, and"
insight. -Through*these
processes the reader ¢an
internalize™the concepfs
unfroduced.

/qq

This internalization does
not, take place auTomaTrcalIy
with most school-age stu-
dents. A teacher can play '
an. importantrole in facil.j-~ .
tating Thfsk)nfernalizaTiOn}
A .

‘There is evidence that ”
teachers have facil itated

4,

~

>

o s
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| A
this
cess

*nternalization pre-
under certain condlflons

é. The teacher was open and
accepting in attitude.’
b.- The content provided
literary characters with
whom the reader could o
identify (Taylor, 1971).

Thic unit is designed to deal with
two important issues underlying a
self-enbancing |iterature experi-
ence: (1) appropriate selection
and- (2) sensitive use., <The selec~-
tion of literature is dealt with in
Part |; P rt Il covers the Jse of |
Jlferafure. 'As stated earlier,
Part.|1.forms a major part of this
unit because the—-use of -literature
in teicher training has received
the. least attention in the past.
Further, when teachers become more
competent in +he personallzqu pro-
cess of using literature, they will
have a fairly firm nofion_és to -
how to devise their own selection
criteria so that, by resolving the
issue of sensitive use of litera-.
fure, the provlem of appropriate

\

.in bibliotherapy,

.analyze. children's \
-problems and to -seek stories

2-qu+her,

sibling rivalry

selection becomes less critical.

In other words, they'll be more
than half-way There. :
The focus on personalizing a iter-

ature experience should not be~
interpreted as "blbllofherapy
I'n contrast to the technigues uUsed
this unit is
:ch persons to
social-emotional
That
speak to those particular issues.
Instead, we are speaking to a much
broader set of criteria for "match
ing" or "making a fit" between
books and children (for -example:
age, interests, cultural group,
experiential -background, etc.).
to be useful in most \'
classrooms the criteria must "
include relevance for small
groups of chiidren, not indivi-
dual's. . For example, although a
book about sibling rivalry may

not designed to t-

be directly pertinent to only a

it is used because
is a relevant
in general

is

few children,

issue for children
and not because the story
prescribed for a few children i
in particular.

PART
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R{ Background_Readfng

The following/ahficles have been
carefully selecfed for their con-
tributions to The subject of using
literature experlences for young
children.s You may read the two
articles by youqself, i
ner, or in _a small group, taking
time after ‘each jone to Jot-down
"notes on the "Usung thé -Background
-Information' forms supplied after
each article (see sample on the /
. next -page). The articles are in-
tended to provoke thought and dis-
cussion. That i<, your notes may
or may not ‘reveal agreement with
a particular author. The sample
form on the following page pro- /
vides one example of the Type of,.
entry you m;ghf’make for a glve7'

.},'. | ﬁ‘. .:.‘ /;._

/
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with a part- . at

cy | o /__ |

article. The final form/follownng
the last article is'td be used to
write in a synthesis of your ideas
after you've complefed?all the
articles and discussed them with
-least one other person who is
you on this unit.

K&ep.in mind tnat yzér two objec-
tives in.this sectipn of the unit
are to decide (1) why you use
literature with children and (2)
how you wish to us@ literature.

working with

. As you proceed Through this sec-

tion, the Thoughfs and findings
of other authors-/and your peers
should help you to reaffirm,
modify, or deflne your position
more clearly.
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Using\er Background Informafioh

Title of Antficle

Author : - ' Date

What does literature have to offer?

i Z}
2 ;%Zu/_ojyéé;'ﬂ*ézi” |
vty Aln s

Additional Nofes

Lok

Q

e book by M m/e//
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"..school
+ion alone.

have all

of teaching reading,
‘appropriate age for beginning
‘instruction,
-basic materials. )
teachers report that they spend.

Article No. |

'Planning the Literature Program for the Elementary School *

Charlotfte S. Huck

Elementary school teachers

but forgotten that

the most important reason for
teaching boys and girls to™
read is to help them become:
readers. Controversies con-
tinue to be waged over methods
the most

.and-machines versus
Many primary

over one-half of the total

day on reading instruc-
Teachers proudly
point to the results of reading
achievement tests to prove

- +the effectiveness of their

teaching. As a nation we .take
pride in whe 98% literacy rate
of our. population. Recent
criticism to the contrary,

the majority of the evidence
points to the fact that our
schools are teaching children
the skill of reading._ And

yet our schools have failed
miserably in helping boys and
girls develop the habit of
reading. In many instances

we have developed an illiterate
group of literates-~adults
who know how to read but do

not read. In one study, nearly
one-half (48%) of 'the adults

in the United States had not

read one book during the year,

Despite the rising educational

Lgyel and the high standard .
t :

*¥condensed from "Planning the Lt
Scehool," Charlotte S. Huck.

‘factor maly well

and arithmetic.” Al

Elementary English,

of living, a iarge proportic:
of +he American public expresses
little interes* in re ing, '

S0 .
Although ‘there are mahy factors
which aré responsible for the
smal | amount of book reading.
in the UnFTed States, one major
be the overem-
phasis of the instructional
or basic reading program +to

" the neglect of the literature

program in the ‘elementary
school, We have no literature
program in the elementary school

when we compare it with our

"carefully planned developmental

programs in reading, spelling,
our efforts
are directed towards teaching
children to read--no one seems
to be concerned that they do

read or what they read.

Few children ever developed

a love for reading. by reading

a basic reader or by progressing
from one colored reading card .
to another, '

Teachers and children must

not prize the skill of reading
as an.end in itself; they must
see it as a beginning of a
lifetime.pleasure with.books.
There are-no wvalues in knowing
how to read; only values which
are derived from reading..

As teachers recognize the values

terature Program for the Elementary

Vol. 39, April

1962, pages 307-313.
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~which result from wide and
varied reading, they will .see
the need for a. planned |itera-
ture program in the elementary
school . ‘

The first major value of.|itera-
ture is enjoyment. Personal
en,oyment of reading is a
respectable activity and should
be encouraged. Adults read-

- for pleasure and not to produce
@ 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 tangiblg verification. One
fourth-grader, whose mother had
just'died, was introduced to
Corbett's: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 cBnTaiE his
problem, and in the midst of
sorrow, a book had been able

to make him laugh.

Personal-social growth may
-&'lso—be- influenced by what
children read. Probably many
of usiexperienced death and
its’ accompanying feelings of

~and they

loss and separation as we read
of Beth's death in Little Women.
American children today may
realize some of ths personal
horrors of war as they identify
with Tien Pao in De Jong's

The House of Sixty Fathers.

main character

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

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 Lambert Sharp that this
is.a wuniversal experience,
identify with the
Salish Indian boy whose "child-

hood itched him like a goatskin
robe." Books help children
explore living, "td +ry on"

various roles and accept or
reject t+hem as they search

for their own identity.
’ a

" Children"may satisfy their

" social

7'3

desire for

.and girls.

information and
intellectual stimulation through
wide reading. Willard Olson

has identified what he calls

the "seeking behavior" of boys
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
world in which they
live, Many well-written infor-
mational books contribute to
the thrili -+ helping children
discove~ specific facts by
presenting them clearly and
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in.a meaningful way. These
bcoks satisfy, but thev do
not setiate; they supiiement

and_ekfend,fexfsfin cscience
and social studies. Such fine
bouks as The snecial edition

of Rache! Carson's i{he Ses

___Around Us widen children's

vision and open new vistas
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

-problems,

flected

Education,

pcem was composed from the
children's various contributions.

Books can provide the stimulus
for children's writing about
theic own jovys, fears, and
Consvant exposure
be re-
increas-

to fine writing will
in children's
ed skill in their oral and
written expression and in their
deepened apnreciation for +truth
and beauty.

Another major value of wide
and varied reading is that
it acquaints children. with
their literary herlitage and
provides a firm foundation
for future lditerary experiences. -
Bruner, in his much discussed -
li+tle book, The -Process of
maintains that

'

_on Map'e Hill by Virginia . ___ __ the.basic principles and con-

Sorensen contains many such
descriptive phrases.

“In Hailstones and Halibut
Bones, Mary O'Nei! explores
the various dimensions of sight,
sound, and feeling conveyed
by different cclors She de-
scribes purple as "sort of
a-+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 uescribes
emotions. . Ore first-grade
teacher had read selections
from The Lonely Doll, A Friend
I's 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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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 forms
of literature as they are read
and discussed. They may begin-
to build appreciation for the
well-written biography or fog
poetry... .

Some of our children literally
Jjump from Mother Goose to '
Tennyson, wijthout ever hearing
any of the -fine poetry of David
McCord, Walter de la Mare, ’

~or Eleanore Farjeon. Teachers

~

74

need not be afraid to introduce
such literary terms as d@nthol-
ogy, autobiography, or alle-
gory to our modern-day child
whose TV vocabulary includes
such words as "ammoniated"

and "supersonic." Then there

is a whole body of children's



literature which forms a common
background in our culture, - -
‘Think of the many modern- -day
expressions. which have been.

‘. derived from the field of
children's literature. -

He was as mad- as a Hatter
| won't be your man Friday
He has a Midas: touch
"His life is a good Horatlo
Alger story : .

"The period of childhood is
limited. |f children miss
reading or hearing a book at
the appropriate age, it is,
missed forever. No adulft
catches up on his reaJ(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 ‘|itera-
~ture which
place in the curriculum.

Finally, the true value of
the ,effects of the |jiterature
‘program, for today's children
will be seen in the reading
habits of adul+t+s In 1985,

The explosion of Knowledge
makes it escur+tfal _Fhat our
children becoma readsrs. The
natural obsolszscence of mate-
rials has so increased that
"adults must become constant
readers if they are to stay
abreast of new developments.
The mark of the informed man
is no .onger whether he can
.read or what he has read; it
may be based upon what he is
currently 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
wil.l be the use.which children

is worthy of a solld :

“and adults will

make of books
in this 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, and administrators become
committed to these values-

to the worth of literature

In children's |ijves, they will
plan a comprehensive 'l iterature
program for every elementary
school. The planning must -

start with teachers who read

themselves, who enjoy reading
and recognize its values for _
them. Their first task will
begin with making books, many
booKs 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, “prepared to
feast at the 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, |- observed -
several classrooms that had
small displays of new books

on the window sills, | watched
and | waited for two whole
mornings and | 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 |

Prrnce, they were too busy
“with.

"matters of consequence"
to take time to enjoy reading.
A planned literature program
does take time. It provides

~.time for children to read books

K
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-gether

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’
rof 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-

in order To heighten
children's appreciation. This
seems to be particularly #Frue

of such fantasy as The Gammage _ _
and Charlotte's books which clothe the factual

Cup, The Borrowers,

~books about children

web .

“have been
_presented

"ferent types of books.

Teachers will not want

to read books which children
themselves will ordinarily
read.,. It is fun fto read a
chapter of Henry Huggins, but
children will eagerly finish
this book themselves once they
introduced to it,

A variety of books should be

in order to ai Jleast
expose boys and girls to dif-
Children
in the middle grades go on
reading jags--they read series

: books with the same avidity

with which they collect bottle
tops. This is characteristic

of their developmental
and should not be a cause for
concern.

.—want to-read only horse stories,

66

let them. A lifetime of reading
will show a certain balance,.

but even an adult follows
particular reading interests,
completely absorbed in biog-
raphy for a while, or perhaps
plunging ‘into theology for

‘the first time, or avidly

PART Il A~

patterns

|f fifth-grade girls

——the-most—recent”

"critical

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? v

In planning a literature 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
in differ-
py biography, and
fiction, these

ent lands,
by historical

bones of history and make it
come alive. Children who read
Fritz's The Cabin Faced west

or The Courage of Sarah Noble
by Dalgleish wil.l have a better
understanding of their histori-
cal heritage than the children
who are limited To a single
textbook approach. History,*

by its very nature, is inter-
pretative. Children need to
read books with many different
viewpoints in order to become
asseyors of the
contemporary scene. -The flood
of factual books.in science

has been gratefully received

by children and teachers.
Future space pilots can find
iniformation

im trade books rather than
texts. For example, Beeland
and Wells' book, Space Satel-
lite, The-Story of the Man-Made

Moon,

came out
three years after its first
printing! Very few texts can

be that up-to-date. Arithmetic,
art, and music may all be

in a third edition,



~enriched through the use of
exciting books in children's
literature.  The day of the
single text for all is gone,

&s 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
titerature in the curriculum

and the development of |ifetime
reading habits of boys and

girls. : '
Vertical planning of teachers
from kindergarten through grade
six mi#ght 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 books, recom-
mended books. for reading to
children and by chi™ 3,
suggested experie; wi*h
literature, and ev..iuation
procedures. Texts 'n children's
literature and such journals

as Elementary English, The

Horn Book, and School Library
Journal shout!d 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 ’

-

» then

Clum,

reading at home could also

be prepared, for children who
beccme enthusiatic about books
at school will want +o con-
tinue their reading a+ home.

Finally, provision should be-
made for a staff evaluation

ot 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 ehildren are reading.” This
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. I+ resul+ts
from aneffective instructional
program which is well balanced
by a literature program +hat
has definite purposes-and a
definite place in the curricu-
It requires a teacher
who is dedicated to the values
of literature, and it demands
that we |ift our sights from
our basic reading programs

in the elementary school to

a planned literature program
for alll
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AchITY 16: Using the Bazkground Information

Title of Article

Author Date

- What does Iiférafure.have to offer?

%
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. §
~Ar+}cle No. 2

L

Folkiore as a Mirror of Culture *
N .

Alan Dundes '\

The various forms of fLIklore )
(myths, folktales, legends, folk-
songs, proverbs, riddles, gestures,
games, dances§, and many others) can
provide a vital resource for a
teacher who 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 autoblographical eth-
‘nography--that is, it is a-people's
own description of themselves, '
"This is in contrast to other de-
scriptions of that peoplé by social
workers, sociologists, political
scientists, or anfhropologvsfs. It
. 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 Aot more, distortion
in the supposedly objective de-
scrrpfions made by professional
cial scientists. Moreover, even -
the distortion .in a people's self-
image can tell -
something about that people's val-
Of-all the elements of cul-
which are singled out for
for special emphasis?

SO-

ture,
distortion,

Folklore as a mirror of. culture
frequently reveals the areas of
special concern. For this reason
analyses of collections of folklore
can provide a way of seeing another
culture from the inside out instead
of from the outside in. Whether

the trained observer . all

-he knows what these customs are.

“allow the

/

the other culture is. far from +the -
‘borders of our counfry or whether
the other 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 worldview; we need to know
more about American~Negro values. -

One of the greafesf obsfacles
impeding a better undersfandrng

of Vietnamese, American.Negro, or ;
any other culture is what anthro-
pologrsfs term "ethnocentrism."
This.is the notion, apparently held
in some form by all people, that
the way -we do things ’is "natural®
and "right" whereas. the way others:

do them is "strange," perhaps. = ./

‘"unnatural,"

ani maybe even
"wrong." o

One _purpose of" s+udynng folklore-

“i's to realize the hypothetical

‘Man cannot choose out of

premvse.’
“in the-world until

t+he . customs

Traditional customs are part of
folklore. Obviously the point in
collecting, classifying, and ana-
lyzing the customs and other forms
of folklore is nof necessarily to
investigator to choose a
way of {1ife other than his own.
Rather, by identifying the simila-

-rities, one has convincing data
,which can effectively be used to

underctand=

promote international

*Condensed from "FoZkZore as a Mirror of. CuZture,” Alan Dundes.

EZementary EngZzsh Vol. 46, peo.

.

r

4, April 1962,

pages 471-482,
2

o
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— different

. dren's

oy

\

ing. I|f only the Turks and .Greeks
realized that they had the same
folKktales and the.same
fooli in many of these.tales. The.
..g8meTholds for the Arabs and the
Jews& In this light, it is sad
to +t ink that folklore, instead of
belng used as a constructive force
for internationalism, has all too
frequently been the tool! of exces-
sive na +onal15m. ' -

The hlsfpry of folklore sfudles
reveals that folklorists in many

‘ovable wise

countries have often beemn

‘inspired by the desire to’'preserve’

7 heritage. The
Grimms, for example, ‘imbued with
nationalism and .romanticism, and
armed .with\the" ‘fashionable method-
-~ ology of hilstorical
collected folktales and
with the ho
un-German, Tpa*

" Teutonic, before
scene_ altogether.
surprised -and! probably more Than
a little dlsappornfed when they!
discovered Th%f many of their
"Teutonic" talies had almost exact
analogues in ofher European coun-
tries. The Grimms, incidentally,
..like most nineteenth-century col-
lecTors,lrewrofe the folklore they
collected.
tales conflnues ‘today .
literafurie field where:-re-

their national

legends

o
=

is,
it faded from the

.constructed,
~written _
not oral, conventions are palmed
.off as geruine fojlktales.

‘e

reconstituted stories.
in -accordance with written,

reconstruction,

of rescuing something
something truly

The Grlmms were.,

- B

This reTouchlng of oral
in the chil--

The bhsic mistrust of folk materials

is pgrt of @ general ambivalence
about the materjals of oral tradi-
tionj the materials of the folk.
On ﬁﬂe one hand,
prod cts were celebrafod as a

nat jonal treasure of the past;

on e other hand, the folk were
wrohgly identified with the illi-
. Te7a+e in a-literate society and
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the folk and:their

~vulgar’'and the uneducated.”
folk to a modern folklorist

city,
- which

“ norance has continued.

among all

‘customs no

thus the folk as a-concept was
identified exclusively with the -
(The
is

any group of people who share at
least-one commom linking factor,
e.g., reljgion, occupation, ethni-
geographlcal location, etc.,
leads to Jewish.folklore,
lumber jack folklore, Negro folk-
lore, and California folklore.)
The equation of folklore with ig-
The word.-

folklore itself, considered as_ an-
item of . folk speech “means fal lacy,
untruth, error. Thlnk of the
phrase, "That's folklore." It is

similar +o the meaning of "myth"

in such phrases as "the myth of
folklorist. A myth is but one form
or genre of .folklore, a form which
consists of :a sacred narrative
explaining—how the worl!ld and man
came to be in their present form.

Folklore consists of a variety of .

most of which are found
| peoples- of the earth.
Nevertheless,, the association of

genres,

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 -
respecfablllfy and has generally
dlscouraged the use and study of
folklore by educators.

It ils still mistakenly thought -
that the only people who study
folklore are antiquarian types,
devoTees of ballads no longer

sung, ang collecfoﬂs of .quaint
longer practiced. Folk=
in this false view is equated
survivals from an. age past,

lore
wit

survivals doomed not to survive.

Folklore is gradually dying out,

we are told., Moreover, slnce-folk-
lore is defined as error, it:is
Thoughf by some educators to be a -
good thing that folklore is dying.
out. In fact, it has been argued

L o | {/\}
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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 Thlnklng
one can understand why education
and folklore have been on posite
sides and also why, when well-
mean ing educafor -move into other
cultures L54 in Africa or in
they actually

//////g/ghe**o school)
believe they are dorng their stu-

dents a service by helplng to sup-
press local customs, superstitions,
fol'. speech, and other fOlklOFISTIC
-traditions. So African students
are taught Shakespeare and Chaucer
as greaToereraTure while “their
.own ‘supetb oral literature is not
deemed worThy of classroom treat-
ment, assuming ‘that the western-
educafed teacher even knows of i+ts
existence. How .many teachers of
literature, of the epic in parTr—
cular are aware of the fact that
the prc 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 American Negro children have
ever heard of the "dozens™ (or

’ "rapprng and ‘capping,” or "sound—

ing," «) or of the:"toast, an
umporfenf Negro folklore genre 'in
rhyme remunrscenf of epic form?

Yet +he technique of verbal duelxng
known a's the "dozens" and the epic
toast are extremely viable forms

of Amer:can Negro folklore. They
encapsule“e the critical points and
problems .0 Negro family structure
and in Negro-white relations. One

.could teach both literature and

social studies from such folkloris-
‘tic texts (were they not "obscene"

by our standards) with the advan-

tage that these texts would ‘be known
by the students from their own
lives and experience. - L

Why not teach children about the

naTure oﬂ poeTry by examining their
own folk poefry nursery rhymes,
Jump-rope rhymes, hand-clap rhymes
ba4l—bopncrng rhymes, dandling
~rhymess and aufograph book verse
‘~among’ oThers7 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 formal
features such-as metrics, rhyme,
alliteration; one could duscuss
content feafures such as charac-
Terlzaflon, motivation, theme.

By using the materials of folklore
.as a point of departure, t+he edu-
cational process may deal with the
real world rather than with a world
apart from the world in which +he
students live. With folklore, the.
classroom becomes a. Iaborafory or
forum for a consrderaflon of "real:
life" as it is experienced and:
perceived bv those being educated.

One Technique'whrch ¢an’ lmmedlafely'
show children something umporTanT
about the nature of oral #radition
is to select one item of folklore
and ask each child to Tell the

. other members of the class his

version of the items. |4 doesn't
matter what the item us" When
Christmas presents are opened
(Christmis Eve, Christmas morning,.
one on Chrrsfmas Eve and -the rest
on Chrnsfmas day, etc.) or what
one says near the end . of’ Hide. and

Seek. to 'summon all the other play-
“ers. \Olly, olly oxen free; olly
ol ly ocean free; AIl ve, all yev

'outs! home free all;
etc. Affer a number of’ VerSIono
have been elicited, the sfudenfs

~should be able to see that despite

considerable diversity, there is:
also consrderable uniformity., |
there ‘are differences--such as how
many candles are placed on +he.
birthday cake, even t:.ese drffer;;J
ences are Tradlflonal How -many
children belreve that the number

1
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%
of ‘candles
attempt to blow them out signifies
the number ©of children one will
have? How many believe the number
.left burning signifies the number
of years-to pass before one's wish
comes- true? " Through such devices,
children can learn that there are
frequent!y subtraditions 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 pointing.to statistical
ev-idence, available within the '
classroom to support one version

‘over another. Gradually, the chil=
dren will come to realize that,,
“in folkliore as g life, there is

offen no ane correct’ or right ver-
S|on. One traditional version is
just ‘as traditlonal as'another ‘
version. lsn't this a.marvelous
way of showing, what ethnocentrism.

left burning after the

|s people rnsrsflng that .the

;way they know is best and proper
while the strange, ‘unfamiliar vay S
Is wrong7 And/isn't this a marvel-

ous way’of Teachrng tolerance? ~
S f chlldren can learn that their
fellows wdys are not "WRONG" but
"alfefnafuve, ally traditional™”
ways of doing things, this could
be one of the most important les-
" sons they are ever lrkeJy to learn.
\(’
Having rllusfrafed 7he nafure of -
miwvariation din folklore, the Teacher
“might wish to“discuss why there is
varraf:on\ Here- the difference be-
tween oral and written (or printed)
. traditions is crucial. Folkore is
-passed on by means of person-to-
person contact. . And an item of

......

" folklope may be changed by differ- -

ent |nd|vuduals in accordance
"with- their own individual needs,
the demands of a parTuCular SOCIal
gontext (The make-=up of the audi-
: ence——boys and girls, just boys,
PART
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chlldren and grown- ups,-efc'),,or
the requirements of a new age. So

item of folklore

is passed or“through time, some-

times remaining the samg, sometimes
changing. This.is in marked con-
trast to the products of written
tradition. If on€ reads a-play of
Shakespeare or.a novel of James

Joyce today, one can be reasonably
sure that .one hundred years from -

it is that eatch

now, the ‘identical text will be
-¢read'by others.:' . T
There is a Tendency *Fo underesf;mafe

_the difference between a visual/
wrlffen record and an aural/oral

- record. |t has only recently been
suggested that the mass media, '
radio, television, moflion pictures,
eTc.,'have, by discouraging or
impinging upon time formerly spent
in readrng e us an oral rather
than a wrlff %Culfure. Actually,
one should say, they have made us

an oral culture again. /ln evolution-

socnefy

“which was igrally oriented ‘became
literate, but nowsiwe have "post-'.
‘l'iterate" man .who! us~|nfluenced by
oral communication once ‘more. Yet
the education system has not always
kept pace.' The traditiona! empha--
sis has -been upon "reading and
writing." What about '"speaking"?
Oratory, valued so much by déral =

- cultures .around the .world, has be-

“comé almost a lost, acT,rn literate

- societies. " Interestingly enough,

‘in American Negro cuiture there is

tremendous.value placed upon rheto- .

ric as one aspect of style. The

"man of words'" ‘is *highbhy ‘ésteemed

-and- anyone who has heard American -

Negro preachers use their.voices

surely recognizes the- eloquenf

power of that oral-sfyle,

"LiTeracy" is sTilI fﬁoughf .by some

to be a sine qua non for an indivi-
-dual to be able to vote. The fact.=
that intelligent people all over ~ -
9



the world are capablo of reachung
decisions without anyfhing more
than or.l communications séems to
be o~verlooked. We tend to| trust
whaj is "down in black and white."
"Put it in writing," we say; we
tend to distrust oral testimony,
regarding it as unrellable. We
»forget that much of what is written
dowr circulated as oral communica-
tion first. -Wwith such bias in
/favor of written tradition, it is

; easy t¢ see why there has, been
relatively little interest in the
study. of oral tradition.

But by failing to recognize the
differences between oral and writ-
ten fraditions, we do a disservice
fo ourselves as well as our stu-
.dents. Who has never heard someone
give orally an address which was.
written out in advance? Yet rela-=
tively few written works read well
aloud, Similarly, siudenTs Takrng
written notes from an instructor's
free-flowing oral classroom delijv-
ery are often dismeyed by the sen- .
tence fragments, the agreement
errors, etc. There are major
lexical and stylistic differences
between oral and writien tradition.
Written 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 prirt, 1In

‘ral speech, one can use slang,

folk similes (as cool! as a cucum~
ber), and folk metaphcrs (to fly
off the handle), In wri++en tradi-
tion, these are branded as '"clich&s"
by diligent teachers of English,
composition. Such teachers warn
their students to "avoid cliches."—
The folkiorist would urge that
children not be |[told . never to use
cli~nh&s but rather that they be
taught the difference between oral -

and written *raditions and not to
/ : _

. S on
. I3
)

i . b

/

. more traditional

- Taught to speat

confuse the con%en+|ons of ea

In oral traditidns, original:’
neither desired/or expected. 7ne
(unorugnnal) the
in our written

better. However,

‘tradition, orlgnnal|+y is essential,

But children cannot avoid clichés,
Do they nct learn to speéak before
tThey learn fo resd and write? The
point is simply that children
should not pe Taugh+ to write as
they speak and *hey should not be
as They write.

The unfor*unaras confusion of oral
and- writter .onventions is one
reason why most -printed collections
of folklore are’ SpHFIOUS. They
have been edited and rewr|++en to
conform to written rather than oral:
style. The expletives, t'.e mean-
ingful pauses, the s+ammers, not

to mention the =2ve expreSC|ons, the
hand mc'emen+s,-and all the other
body ge5+ural signals are totally
iost in the translatior fron oral
TOo written books. A useful class
excercise might be to have a child
tel1”a joke or legend to his class~
mates whose task it becomes to
write it down. ' One could-then
discuss at length just what was
"left out" in the written version
that nhad been in the oral vers.on

I'n order more fully to unoers+and
and utilize folklore,/one must

have some idea of the functions of . .
folklore. Folklore reflects (and

- thereby reinforces) the value con-

fngurafuons of the folk, but at
the .same time "Jlklbore provides a
sanctioned form of escape from
these very 'same values. In fairy
tales; the héero or heroine is ir-
evitab)y Told not to do something;
don't Jook in the secret chamber,
don'+t answer the door, etc., Of
course, the pro+angon|s+ violates
the in+erd|c+|on He may be pun-
ished for his disobedience, but
usually he comes out ahead in ‘the
end. For ey@mple the hero marries
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-adoltescent,

by relieves the

ling)

tThe princess.
is equallty’ ObV[QUS
games., cne

in traditional
hand, educa+ors
urge that games be played to teach
"teamwork," "cooperation, " and
"fair play." On the bfher hand,
once in the game, children can
compete agressivel /. '0ne cap
"srealV The hacon or "capfure"
The flag of *the oppcsing team.
In_"King of +he Mountain," boys
can push rivat: oif the raft.
adolescent gan.s, such .as "Spin
the Bettle," "rast Office," or
VPadEdd " the rules requ1|e The
partic panTs to do that.which they
would .véry much "I'ike to do but
which They might not otherwise do.
FolKlore provides socially sanc-
*’oncd forms of pehavicr in which
a person may do what can't be done
in re. life. One is not supposed
t6 pus., anyone around in real life--
T least if one believes the
"Golden Rule," but in games one ‘is
supposed to take a chair.and leave:
someone else without one *o sit on
(tp "Musical Chairs"). | As a young’
one cannot |(kiss a casu-
al acguaintance without feelings
cf guilt or hearing cries of deri-
sion. Yet-in kissing” games, one
zsf do so.. The folkloristic frame
t only permits,' but reguires,
the|taboo action and it also thare-
individual from
assuming the responsibility (and
guilt) for his actions. The irdi-
vidual has no choice; it is & mere
spin of the bo++le or some. other
act of chancé (suc
car with only one. headllghT work=-
which dictates the sexual
In children's games,
real (adult) life is
Yet neither teacher

Or” The

v

I'n

behavnor.
"t+he drama of
often enacted.

nor student may be fully aware of

just what is involved in a parti-

cular game. In much the same way,
folk-~and social--dances al'!ow for
heterosexual body contact in a

soc’ety which has consistently con=-

4

I

/

The escape mechanism ¢

demned th'

i lapses.

_ siruck or spanked

. are:
‘rassed zebra,

_ body and its domain.
The fﬂcf i¢a+ boys can dance with
girls, girls can dance with girls,
hut bo s cannot dance with boys
Amerlcan culture—reflects olur
at fear Qf homosexual ity. This
striking When one recalls that .
.wost societies even have men's !

dances, from which women are exclud-
ed. Nmerican remain slaves to a
Tradition in which the body is

seen as dirty, \as something to be-

denied ar repressed. Note that we

still /insist on\physical/corporal

punishments for anellecfual/meh+a|
The bod is punished, not

the mind, every Tvme a child is

As a epecific example of how folk-"
lore functions, let me cite one’
riddle texi. .A chﬂhd comes home

from:school and at {the dinner
table asks his pBTe%Ts:-."WhaT'IS
black and white and'ired all over?"

if he's lalert and has
replnes "A news-
paper,”" which in facT is one of the
older fradiTionaI answers fo this
riddle. But there ane other modern
traditional answers. \Some of these
a sunburned zebra, an embar—
a zebra\WIfh measles,
wounded nun, a bloody integration
march and for the sophrsTncafe
Pravda, The Daily WorkKer, or The
New York Times ~whrch}|nvolve5_an

lhe parent,
a good memory,

a

if any,
nhundrecds

sible"” quesfrons to chilldren.

-

interesting play on the original
"newspaper™ answer. Now what pre-
cisely is going on? What function,
-does this riddle or fhe
like it serve? This kind
riddle provides an effective mach-
anism for reversing. the normal
ddult-child relationship in our
society. In our societly, it is the
parent or teacher who knows all
the answers and who .inslists upon
proposing difficult if Hof "impos-
How-
in the riddle context, either
doesn'T kn0w2+he ansver
|

ever,
the parent

|
y



to the elephant or Iit+tle-moron
Joking question (in which case +ha
child can have the great pleasure
of telling him-what 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 instances
whare the .child answers an adult's
question perfectly well but falils
because his answer was not the
particular answer the adult de-
.sired? Children also use riddles
- Wwith their peers where a similar
function is evident. A child goes
one up if he has a riddle which
stumps a friend. Many adults use
such devices in daily interpersonal
rituals.

Literature for Children
or Literature of Children

The analysis of the content of

children' s folklore coujd;help_g,,,w,

anyone seriously interested in
understanding chitldren. ' refer
specifically to thav portion of.
children's folkiore which is per-
formed by children for other chil-

dren. This is distinct *rom +that
portion " shildren's folklore"
which co. .3ts of materials imposed

‘upon children by parents and teach-
ers. The analysis of the latier
kind of children's olklore would
probably give more of an insight-
into parents' and teachers' world-
view than the worldview of chil-
dren, -In courses dealing with
children'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 offachil-
dren" | mean their oral I|iterature,
their folklore, their traditions,
not their little individual written -
composttions 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 ond proverbs;
that is, using some of the "native"
l'iterature as the basis for an
understanding 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 decisjons
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'cften made without suffi-
cient knowledge of the groups .we
honest!y-wan+® to help. . We tend to
think-of the "other" people, be '
they -inhabitants of villages in
Asia or children in our-classroom,

.as poor little sponges who nced to

soak up as*much of our material

~as they possibly can.

The,phnasewﬂcuLtunally-depﬁivedﬂiwm
is a prime example < f this faulty
kind of thinking. from an anthro-
poiogical percpactive, of course,
there can be nc 'such thing as
Culfurally deprived. Culture in
anthropological usage: refers to +he

- total way of life of a people, and

not to a very select group of elit-
ist materials such as opera, the
great books, etc. All human beings
have cuiture in general; some peo-
ple share one culture rather t+han
another. Hcpi culture is different
from Vietnamese cul+ture. So i+ is
impossible in this sense for any
individual to be "culturally de-
prived"; our minority groups have
Just as much culture as anybody
else. I+ is another culture, a
different culture. To czi! a mj —*
nority group "culturally deprived"
is a kind of survival of nine- h
teenth-century "white man's burden"
thinking... The real question is:

Do we want '.'fheﬂm"—-and ll-i.hcm"
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could be American Negroes, South
Vietnamese, children in our class-
room, etc.--to give up their cul-
ture and accept our culture in its
place, or do we not insist on a
mel ting-pot metaphor with the pot
to take on the consistzncy 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 chiidren
is closer to"our adult-cultute than
the culture of a distinct ethnic
minority or some pcopulation foreign
to our culture in general. Never-
~ theless, the principle in terms of
educational phjkosophy is the same.
What kinds of things do we see
in our children's own folklore?

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

“~We see the child's--curiosity about .
the body and the immediate body
covering. Thes child finds it dijf-
ficult to accept the adult's ap-
parent rejection of the body and
its natural functions. ’

Symbolism in Folklore

No doubt. many peoplie who are un-
sympathetic to psychology and sym-
bolism may doubt t+he validity of
the above interpretations of chil-
dren's folklore, Su.-.h interpreta-_
tions, they would argue, are -being..
.read inte innocent folklore rather

than being read out of the folklore.

Yet much the same symbolism is con-
tained in the folklore for children
as communicated t. parents and
teachers. |t has long been wrongly
assumed that folktales--e.g.,
Grimms' Kinder and Hausmarchen and
nursery rhymes--are strictly chil=
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-Oedipus complexes,

3

dren's fare. This is not tfrue.
These materials were related by
adults to other adults as well

children. | f-adult males have
then it is clear
why it is they who relate the story
of Jack and the Beanstalk. A boy

lives alone with his mother, throws

as

. beans out of a window at his

‘witch

<

‘may be a female (e.g.,

mother's request, =-limbs a tall
magic beanstalk, hides from the .
threatening giant in the friendly
giant's.wife's oven, kills the
giant by cutting the giant stalk
with an axe which is often help-
fully provided by inis mother wait-
ing at the foot of The stalk, and
finally lives hacpily ever after
with his mother! (Parents., of
course, to the infant's eye vie

of the world anpear to be glant.
For women with Electra-ccnplexes,
it is normally a qirl versus a
wicked stepmother or witct. Wherees
the donor figure in male folktales
Jack's
mother, the giart's wife), in fe-
male folktales the heiper way be a
male (e.g., the wcndsman in "lit+ia
Red Riding Hood"), although tc be
sure sometimes lLind father ftiures
help boys and kird mother i1iqures
(e.g., fairy godmothers) help gir:s.
in Hansel! and Grer: , the children
are tempted orally -nd thev ~ittle
at the witchts house. (The chil=-"
dren were not given foou by Tha2ir
parents.) . The wivch, !,..e so many
cannibalistic viilziny in Fairy
tales, intends to emplcy *the ‘r-
fant's first weapo, (=z.ting, =tck-
ing, biting) by devouring the chil-
dren. In this tale, the her2ine,
Gretel, succeeds in cduping the

into being burned up i fter
oven. The female-oven synol=~
is consistent., | Jack ar.l
Beanstalk, the boy hides i .

the giant's wife's oven to escaps
the giant; in Hansel and Gretel,

a tele featuring a girli's point o
view, the heroine eliminates the

own
ism
the



~.ing folklore

female viilain by making her enter
her own hot oven!
'R

Remember these are part of the
children's folklore which 1s trans-
mitted to children by parents andg
teachers. | do not necessarily
b tieve "that parents are aware of
the symbolic content of folklore
any more than |, 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 healthy
"thing and | ‘would strongly cppose
those educators who advocate 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, them this is obviously
something of a problem area in our
daily iives. We know that folklore
in all cultures tends to cluster
around- the critical points in the
life cycle of -the individual (e.g.,
ti-th, initiation, marriage, death)
and tha calendrical cycle of the
community (e.g., sowing, harvesting,
etc.), In fact, if one collects
the folklore of 'a people and then
dees a nuntent analysis of that
fo!klore, ove is very likely to.

be abli: ic delina.te the principal
topics of crisis and anxiety among
that people., S0 if American folk-
lore, both adutt and chiidren's
folklore, has a sexual element,
then we must face the problem re-
flected in the foiklore. Squelch-
(as if such a thing
were .really possiple) would not

help in solVing the origlnal prob-
lems which generated the collective
fantasies In the first piace.

Foiklore AL.ut Teacners

Folklore rev'~zts culture. As a
final example, | wil| briefly men-
tion teacher foiklore. The folk-
lore of and about teachers reflects
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 <holUld have religion,
high society, sex, and mystery.
Within a few moments a little boy
says, "OK, !'m finished." The
teacher, surprised at the speed of
the boy's composition, asks him to
read his short story aloud +o the
class. "My God," said the duchess,
"1''m pregnant! Who did it?" There.
are also commentaries on teachers
who run their classes without any
regard for what their students
might lite or think. '

The folk .2 of teaching includes
elementary school teachers, ‘{oo.
For example, ‘there's the siory of
the elementary school teacher who
taught look-say reading. One day,
in .backing her car out ot a parking
place on the street;, she bang=d
into the car parked behind her.
She’immediately got out to éu"vey

the possible damage, and, |- g
at her rear fender, she saic ' 7Th,
oh, oh, look, look, look, Damn,
Damn, Damn!" Notice the three-

fold repetition in the punchline.
There are thres words, each re- .
peated three times. Is this unusual?
Cervain!y not. Three is the ritual
number in American folklore. Whether
it's three brothers in folktales,
three wishes, a minister, a priest,

.iand a rabbi, or the fact that there

87
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are frequently three action se-
.quences in jokes and three repeti-
tions of lines in folksongs: Johhn
Brown's body !ies a moulderin' in
the grave, Polly put the kettle cn,
Lost my partner what'l!l | do?,
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 i+ mirrors.
Three is a ritual number not just

in American folklore, but in &l
aspects of American cultu.e: ‘ime
‘=-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 degrees B.A., M.A. and Ph.D.,

68

etc.,

the first of which can be cum
laude, mayna cum laude, and 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 immeasuratie value. We
need to use every available means
to better understand ourselves and
our fellow men., Folktsre 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.
hether an individual asks about
their folklore, if he .listens,: he
will learn. :



ACTIVITY 17: 'Uslng the Background informatio

Titte of Article

Author _ . Date

What does literature have to offer?

Additional Notesx: o _ ' .

&
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*Article No, 3

ACTIVITY 18: Your chQIce 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

4

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

Title of Article

Date _

Aufhor_ : -
/ " '
What does literature have to offer?
) ,
Additional Notes:



ACTIVITY 19: Syntheslzln_g_ Background Material

In a small group or with a partner, below. |f the group is fairly

pull together your notes on your sma!l, you may wish to do +his
+Background Information Sheets from activity as one entire group with
the articles you read, plus the your instructor. |If the total
knowledge from ,your own experience, group is a larger one, share across
to complete the synthesis form the larger group =s a final summary,

Usihg the Backgrouhd Information:
Summary-of Articles

{hat does literature have to offer?

Additional Notes:
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B. “LITERATURE PLUS RESPONSE”
EXPERIENCES FOR CHILDREN -
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K

Introduction to the Guidelines

The four guidelines to be used in tion, along with r/asons why.

this unlt for plannrng literature _ ? o '
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 for con- presented with the notion that
t° ued use, plus the longer summary they are the only techniques to use

at the 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 +his .

1. a worklng deflnlflon 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 Iimits more responsive apprdach to

and excluc ons, presentations and ftraining in the
: - - o use of children's Il.iterature.
All guidelines will-then be demon- ' : o
straied in the context of a real Since theme identification is
story selection, with opportunities a crucial first step in the
for you to discuss whav responses process, it will occupy the

do or do not qualify for applica- first section.

-

-

1. Gundelrnes for a Responsrve
Literature Experience

Theme Ldentification -
Gotting Guideline | - Check Important backjround concepts, ideas‘
“eadY_ |Guideline 11 - State a meaningful purpose for listening -
| (Guidelin,e'_l-u - Give learners the vpportunity fo
Telling particisate in the stomy by: ~*.
the J B
Story . a. making predictions
b. supplying closure
A% c. offering alternatives and explanations
f Guideline IV - Guide learners to me ke appl|ca+|onq to
: their own>lives by:
Following J _ _
Up a. recalling past experiences . ‘
. - - b. projecting themseives int~ new-
R " _ experiences
PART I} 83
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! o '
Literature Experience,!jot notes
.below about the definitions and/or
examples your instructor offers.

ACTIVITY 20: Learning the Guidelines

Read the story, Madelline, by
Following the preced-

Bemelmans.
ing Guidel ines for a Responsive
Theme .
4 ‘
) \

<

Assignment ,

-Begin work on Activities 21-724 be-
fore the next group session. AfYT
least read all the.descriptions.

PART Il B = -
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~ Theme Identification

I

It is
issue before proceeding into the
application of the guidelines,.
since the theme'is a central point.

‘upon which the other factors pivot.

"A teacher might agree to. bui'ld

background» focus.-listeners on a

question, etc.; but to choose of

which background infcrmation, and
which ‘purpose for lisfening, know! -
-edge of the theme is necessary. The
teacher must determ = what she
considers 1o be the .tory theme
that she wishes to convey. Most
often this will be the intended
message of the author, bit perhaps
not, in some cases. For example,
scan the fable about 1hF fox and
The grapes. ’

. One hoT—summer s day a.fox was
strol-ling through an orchard
until he came tg a bunch of
‘grapes just ripening on_a vine’
which had been *rained over a
high branch. "Just'the thing
to quench my thirst)" said he.
Drawing back a few- éTeps, he
Took a run and a Jump, and just
missed the bunch. Turning
round again with .a one, two,
three, he jumped up, but wnfh
no greater success. #Again and
"aga|n he tried after: the tempt-

xng bite, but.at lasit had to
. give it up,.and walked away. . with
his nose in the air jsaynng

"1 am sure they are sour,"
(Adapted from tizry Hill Arbuth-
not, The Arbutnnot Anthology of

- Children's LitzraiJaie (Third

;v Edition) Scott, Forekman and

- Co., Glenview I'llineois, 1968,)

The theme
was eXpresslqg,
l'iterdl :characiers
he used. In this case,

is the . message the author
regardless of the
or-sjtuations
IThe theme

‘important to be clear on this

» .

1

is, "It is easy To_despise what
you cannot get. Or, "When you'
cannot achieve somefhlnq, it's
simple to say you didn't wanT It
anyway." : ~ .

b4

The theme may be .made even more
obvious, -if,it is first made clear
what are not considered.possible
Themas. The, Theme
as merely namﬁng or enumerarlng
the characters or main fea-

tures (e.g., the fox ‘and The
grapes); - :
. "

b. posi nghe'literal préblem
or key situation (e.g., the
trouble a fox had .in trying.
to ‘quench his Th|rs+) or

||Terally summ5(12|ng The
‘plot (elgus” how the fox tried
to get the grapes and whafihe
did when he falled)

" you want more. pracflce in defer—
mining the theme of a' story, turn

to Appendix C for this purpose, now
or whenever you consider it appro-

priate fo tackle such a fask.
Clafify on the theme, then, opens
the way fordecision maki..g on the

is not: o \5

questions the guidelines. are askcngff

I+ keeps planntng goal-oriented, so
that you can avoid lessons )
too long or too cluttered. (This
does not imply that he teucher

will cncourage or
cussion sponfaneously of fered by

the children, IesT she violate The
most basic concerns of this unlff-
relevancy and personalization. JUT
merely applies 1o the plan.-writfan
,by the .teacher prior to +he chil-
“Gr >n's response.) ‘
o . i1 B B85
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’ ACTIVITY 21: Understanding Theme Identification

Summai~y

In your -~vn sords, expladn 'how to
identify tne theme as if you were
telling it to someone outside tThis
group. Give at least one example.
not given in the text., i

- ACTIVITY 22-25: Understanding"the Guidelines in greater depth

t i o
i \z
’

“I'n a small group or with a partner,
read " he more thorough. explanation
of each-of the guidelines plus
theme identification. .'In each-case,
you will be asked t~ summarize the .
definiticns in your own words .and
to create a new example. '

i
./ «

-



" or adstable to

Guideline 1 ‘ ‘

information back=
learners, relative
ideas essenfial

~-To check the’
~ground of the
.to ¢€oncepts and
to the plot

This goal is designed to set”the
stage for maximum appreciation of
and learning from the story, while
at the same time respecflng and
supporting a child's self—umage by
assuming he has valuable ‘Fercep-
tions and information to contri-
bute. The listener is reminded of
or introduced to. important back-

. ground information through discus-
sions' and/or activities that usu-
ally take place before the stcry,
but might~occur at other points as
well.

emphasis on knowledge

o-f parflcular units,” such as
vocabulary items, ns not included
here, s'ince it is seldom necessary
introduce such
small units of thought prior to
the story. |f the item is impor-
tant, the context will aid the
l'isteners in discovering the
meaning for themselves.

The usual

For example, it is unnecessary to
define gigantic prior to present- .
ing the following senTence "To
the little mouse, the hippopotamus
looked gigantic! He had never seen
anything so big!" The context
delivers the meaning in a natural
-use "of language, withou¥ artifi-
cially calling attention to the
word as a separate unit. Pictures
also aid this process.

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

-Allowing all

w0

learners feel "at
home" *with the subject, or attach
their own handles to it. There
should be no sense of, "If |
(teacher) don't get you ready, you
won't understand this." The goal
is to enhance autonomy, not detract

guidelfne helps

from it.
In order to set this stage, the
activity or discussion will. prob-

ably deal literally with the set-
ting, tone, and/or issue of the
first event of the story. (Let the
author do this job for the subse-
quent events; you are merely pro-
viding the initial climate so the
author's power czn go to work.) An
additional reason for dealing only

with immediate happenings is that
dipping into a later part of the
story, then dropping it only to

Jump back to the story beginning,
is distracting to good learning.
Especially helpful are questions
with many, rather than single,
accepvable correct responses.

to get involed is a
better indicator of where |listeners
_are with_the topic.

The following instances demonstrate
the application of this guideline.
These open-ended type questions
will be illustrated.

1. In a story set in a northern

- climate where the events or the
plot are influenced, even de-
termined, by the weather, a
crucial background concept for
children living in mild cl i=-
mates would be .a broadened
definition of the concept winter.
The teacher might begin with,
"What do you think of when |
She would then

say 'winter'2?"

use what the children presentily

know about.,'winter to build :
PART 11 B 87
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toward those aspects of winter within the domain of Guideline 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- i ' : :
cial concept for the children - b. concepts that will be develop-
might be understanding avout ed within the story plot and/
family rituals that center . or illustrations (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. litera! definitions irrele-
. as only one interpretation. ’ vant to This story ploft
The question a teacher mighy ; (accurate real-life defini-
ack in this case is: ""Have you, tions of things or actions
or has someone you knnw, lost a are inappropriate where the
baby tooth (or whatever term the thing or action is being
children use to refer to the ' used in-a different way-in
first set of teeth)? 135 there the story).

anything special you then do
with the ftooth, 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 tTrneme
: : wouid enta:l the concept of .
R : "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 thirsty.
from the dominant stylie of the What would have tasted good to
|istening group, it is important 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 ftheir own experiences
think of when | say the word, with the major sensation of the
'family'?" can b2 used. Their story, as well as to identify with
oresent definitions of "family"- that feeling and to be ready to
may then be used or exitended for empathize with the fox's predica-
purposes of apopreciating the rrent. ’

ideas in a particular story. -
' : ' lustrations of concepts not of

. S 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 something?" »
guideline help to establish the This introduces *he problem
limits. Thus, the follcwing are not prematurely.
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~ ACTIVITY 22: Understanding Guideline |

<

"What comes after one? After
two? > Now, count with me: one,
two, three." Though used in
the story, the counting is
nct a concept necessary to
the plet itself, This ques-.
tion would be distracting.

"Where does a fox live? What
~does he eat?" Even if natu-
ral science knowledge of
fox-ness is not known, the
story is not dependent upon

Summary

In your own words, explain Guide~
line | as if you were explaining
t. someone outside your group.

Cite at least one example not given

in the text.

it

~ &

98

these concepts. The fox is
merely the literal character.

Additional Note:

An optional section entitled "Know-
ing Your Students™ may ‘offer help-
ful supplementary material for
understanding and fulfilling this
guideline. Labeled Appendix B, it
is found in the last section of the

VuniT.
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Guideline il . -

To state a reaningful purpose for °

listening.

This is sometimes referred to as.
establishing a mental set, for it
is the process+whereby the lis-’
tener gets an investment in the
story .he -is about to hear. It

guides him in firming up an expec-
tation or a reason for listeningi-
This process usually takes the
"form of providing a question or a
direction for his search.

l'isten. to this story,

"As you see
if one of the characters is 1ike’
you and tell us about it at the

end."
- "n this story, see if you can

figure out why The author named
H

it

~"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

ceive no
untit late
with young children,
serve its purpose to pique interest.
Frequently, this quéstion wil! stem
from the child's initial image of
the story, (the title, the cover,
the title-page itlustration). I f
you are not to reveal actual plot
information, you must deal very
directly with the "givens" prior

to reading.

input toward an answer
in the 'story, especially
it cannot

To further define the bounds of
Guideline 11, setting up a meaning-.
ful purpose for listening does not:

insult the listener by merely
asking a simple question that
takes minimal -attention and
thinking to answer f(e.g.,
"Listen to see what the boy s
name is.");

a.

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);

question. |If such follow-up is
missing, children learn that .
adults just ask empty questions to
get them to listen to a story.

The gquestion is sometimes a very
large question, as large as the
theme of the story, and requires a
thorough discussioh, or even art:
or drama activities to express it.
Other times it will be less com-
plex and can be answered W|Th
simple sfafemenfs.

| isteners

immediate
| f

re-

As W|Th Gpldellne b,
should be able o see the
relevancy of the issue raised.
the\guestion is one that will
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focus on trivial or detailed
information (e.g., "Listen to
find out when the boy's

" birthday is.").

C.

Additional cautions are helpful

here. It is very important -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 reiates only to the
latter part of the story, but older
children could handle this task.
The complexity must also relate to
the group's age level and to the
particular children involved.




' -~ 04
To apply This guideline to the fox
and grape fable used above, a mean-

ingful purpose for listening would
be to see If the listener has ever
felt like the fox in Tthe story,

The direction'might be similar To
"As you I'1sten to this story,. see
if you've ever felt the way this
foXx .did on-a very hot day."

‘These would be"examples of not’
fulfilling the guideline appro-~
priately:

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

a.

ACTIVITY 23: Understanding Guideline Ii

Summary

'n your own words, explain Guide~
line 'I1.as ‘if you were explalnlng
it fo someone outside your group.

the reader gain it in
"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 insignificant infor-
mation, compared to other
items, it may result in a
distraction, rather than aid-

ing fuller understanding.,

'"Liéfen to see wnat 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’
that merely requires minimal
l'istening to the literal

Cite at least one example_nai,gnvan
|n the .text. - .

oy

o
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Guideline Il : .

To involve the listener sufficlent-
ly by aiding the development of a

further Investment in the plot

Guide the listener to "sit in the
author's chalr" to make many of the
same decisions and choices the
author had to make In regard to
characterization, plot development,
and means of expression. This
guideline is implemented through
the use of three techniques, as
follows: making predictions, supply~-
ing closdre, and offering alterna-
tive solutions and explanations.
Sometimes all three major tech-
niques (prediction, closure, and

alternative) will be applied to one
story. At other times, perhaps
only phonic closure will be used

throughout a story. The plet: and
“its mode of presentation by, the
adthor will have much to do with

the use of a particular technique,
as well as the adaptation necessary
for the specific listening audience.
Each will be described below:

A. Making predictions

The listener is asked fto guess
____or hypothesize about upcoming

events and consequences from

questions Such as: : )

[3

What will happen next?
Where will they go?
How will it end?

//'

B. Supplying closure
8

The listener is asked to antic-
, ipate exact words or ideas -
that will follow, on the basis

of information presented so
far, thus "closing the sen-

92 PART.II B
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-(meaning),

[ u
)

n

tence." The teacher reads
along right up to the missing
link and pauses for the Ills-
teners to supply the word(s)
and to continue the flow
natural.ly. No questions or
special® signal Is needed. The
pause is the signal. Inter-

~ruption in flow of meaning

would distract from the major
goals. There are three ways

in which the listeners may
anticipate the appropriate
word(s). That is, within the
presented language, on the
basis of either semantic
syntactic (grammar),
or phonic (sound) information,
as described beélow. Please
notice:that many times in-
stances of closure are not
pure; that is, one instance

may deal with both syntactic
and semantic information. They
cannot always be separated.

Semantic closure: Some ways

‘'of reaching closure on the

basis of -semantic information
might be: :

< . B

a. Anticipation of a recurring

word, phrase, sentence, or
group of sentences:

"Millions and mill ons and
millions of cats" (Millions
of Cats, Wanda Gag) .

"And rain makes applesauce"
(Rain Makes Applesauce, .
dulian Scheer) .

b."Anficipafion of a part or
parts of a progressive or
cumulative plot:

Little Red-Hen--"Who wil|
.help me grind the wheat?"




2

Lo

b, Number:

.a‘

The House That Jack Built

gy

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

"The clouds became dark dver
our heads' and it sTarTed_To
(rain)."

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

Syntactic closure: Anticipa-
tion of grammatical forms such-
as fense,“number, or gender:

a. Tense: We had fo break only
one, because all the others
were already (broken).

At first we saw only
one goose, bui soon all the
other (geese) came out.

My father swas Qoing

c. Gender:
to 1he store, so we went
with (him).

Phonic élosure Anfrcrpaflon

"of word on the basis of the

implications abouf the phonic
components:

Rhymingé | sat by the lake
| looked at the sky
And asbl sat

A fiy went (by)

,(A Fly Went By, M. McClintock)

b. Allrfegafron: It was a plump,
pink (pig). | saw a black,
bug-eyed (beetle).

-

Offering alfernafrve aO|JTIOﬂS
and explanafions

"The, listener is asked to
construct other solutions or
consequenges to problems and
situations posed in the story,
supported by Their an logic
or raticnale: ‘

What else could she have done?
\

How else might the story have

ended?

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

predictions - Verify them in the

story, being sure to giwve
L credit for all credible ideas
regardless of how well they

match the author's version.

alternatives - Indivicual and

group evaluation of sugges-
tions as to workability within
context.

total

closure - Let children's response
fill in, if at all possible;

. iIf 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-
covered o>y persons working with
these materials. Other means of
"sitting in the author's chair" may
also be developed thrcugh use. The
ones discussed above do not exhaust
the poteniial of this concept, but
rather serve as a model and a
beginning.

Additiona: 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 famillarity
a., Focus attention on the re- with the story will affect 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 waliting pro- children may enjoy many pauses for
cess must not distract from closure, since they can'be highly °
the story. il f there Is no . successful, whereas predictions
ready response, 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, will be dealt with 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 follow: the line, "He took a run
extremely rare words in - and a J/ﬁﬁﬁ"“wifh "What do you
rhymed endings). think hjﬁﬁéned?" The listener has
v enough {oformation to make a logi-
d. Ask for 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. oo
or explanation at a point ' ; g
which interferes with Inappropriate requests would be:
thoughtful appreciation of : ‘
the whole (such as a climac- a. "...was strolling through an
tic point). ..o/ "What was he strolling
- ‘ through?" There is insuffi-
e. Ask for explanations or at- cient information to ‘make
ternatives regarding an ir- such a prediction. .i
relevant, minor issue or. one o
S obviously answered 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, c'osure items will often . make this prediction.
be mincr items, but . since : ;
flow is not interrupted as is ‘c, "l am sure there are..."
~done in prediction, this is . "What?" Not only is there
‘allowable and is justified by insufficient information,
the fact that I+ is.a means but this interrupts the flow
to heighten listener in- ~here toward the climax.

vdolvement.) -
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Closure

" \

An appropriate polnT to pause, in- "to remaln identified with +he-
viting listeners to join ‘in and - character, and to feel the :
closeg the sentence, would be; significance of his final
"Turning round agaln with a one, v statement,
two, * he....(jumped..." This :
is possible.to predict accuretely
or logically. - Alsternatives/Explanations
, R An appropriate 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 +he fox
a reasonable prediction. say he believed the grapes were-
sour?" (explanation). i
b.,"until he came to a bunch of ‘
" «." -This is misleading, ' Inappropriate instances of using
because listeners may think this part of the guideline would

of other items that come in be:
bunches, more obvious than.

grapes, (e.g., bananas, or a. "Why were .the grapes on a
-even people) in Thls ~context. . high-branch?" This calls
’ _ attention-to trivial infor-
c. "...nose in the air, saying mation, :
" ..." There is insufficient
Information here as to where b. "What was ‘the fox Trylng to
the author is going, but Aven " reach?" \This factual answer
if the question could be con-. is readily available-in -the
sidered appropriate on that text, so it is insubting to
count, it would be poor tim- ask. :
ing, as it interferes with ' : ° e
the potential for full appre- c. ".e..in the alr" "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 forwg:e listener . terruption of thought.

P
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© ACTIVITY 24: Understanding Guideline Il . \ L

Summary

In your own words, explaln Guide-
lTine 11l as If you were explaining
‘it to’ someone outsijde the group.
.Cite at least one example not given
in the text.

Guideline IV

\

To facilitate the. application of similar To The .ones in the story.
the story to the listeners' own '

‘lives . . Listeners then relive their-own

- . experiences in some way:

The - listeners are helped to identi- S ‘

fy with elements of plot, theme, oral discussion

and/or characterization to:

o

symbolic representation in

understand that their own feelings photos, artwork

are "human," for broader accept- _— .
ance of selves and others, and - role. playing

To empathize with a more expansive 2. Imagine or project themselves
.experience base than their own and - into the story. .

to develop wiser, more satisfying

decision-making skills and a feel- Listeners exparience the major

events and/or feellngs repre-

ing of power,
sented in the sTory in some

: . - simulated manner: 3
Two means are suggested here to -~. ) w ¢
accomplish these ends. The -teacher - role playing
provides opportunities for listeners ) -
+o: : fanta«y

. . - discussion
I. Recall past experiences or con- -
ditlons in their own lives .art
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" timé so that

.

This application might occur While
the story \is being read, but .most,,
of the appllcFTnons requlre 're,}ﬂ
they would be more
appropriate at the end of the,
story. Agaln, there might be in-
stances where such activities would
be-helpful both before and after
the story, to see the effect of +he
story“experience. This type of
activity should be planned so that
it will not. interfere in afv way
with the’-enjoyment of %he c’rory as
intended by the author.-~ :

N s

It would be necessary to know the
particutar children to.judge if a

certain incidenf could be recalled.
or ~yould have to be imagined, so
for purposes of learning in-this

-unit, the designation must be ar-
bitrary.
certain of the suggested lessons
for fantasy or role pitaying would
be unnecessary for those children
who had already lived that parti-
cular experience. The opposite

might also occur.

A wide range and variety of acflv—
ities might be included in this
guideline. The following sugges-
tions apply to some potential )
curriculum areas..

o
Drama

creative dramatics
re-enactment
puppetry

TV/radio show

Art

drawing, painting, and other
media - ‘
puppets
- other means of repllcaflon of
characters

costumes

to7

That would ‘mean that i

et

Oral languago

-

* retelling the story, or parts of

the story-

recalling parallels

developing alternative action;.
situations “

readlng or telling story into
tape for listening or narration
« .

WriTing (if appropriate)

refelllng

developing a scrlpf for. dramatic
use r

developling alternative endings,

’ events, "etc.

writing additional chapters,

sequels, and the |lke

glving explancflons for evenfs

and sufuaflons f

In many cases some'of t+he above
suggestions would be combined. 't
is“desirable to involve pupils in

a vdriety of ways, providing for
differing interest and abilities
and providing for strong commitment
to a particularly enjoyable project
(e.g., making costumes, developing
a play, making props, making in-
vitations, creating ads, presenting
the play).

responsfsflify the
“is to

One additional
teacher has in this regard

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 belng

wknowledgeable about:

a. ofher books on the same topic
b. other, books by the same author

c. books w[Fh other types of
sumlla\ﬁfles of interest to
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the learners (format, Illus- something you wanted, but even af-
trations,’  style, etc.) ter trying several times, you could
o : + get 1+.  How did/do you feel?
This skill, acquired gradually by no . . '
immersing yourself in children's "'fth1 did/do you' do next?! Thls
literature, Is most valuable to Is then pursued by offerlng a vari-
the children with whom you work. ety of means for expressing this
It does not imply that more books ergllng twriting, +e||!ng, drawing,
are heaped on an individual or . painting, recording, singing,
group, but that these additional dramatizing, etfc.).
‘resources are simply made avail=-

ab le Inappropriate attempts to observe

. this guideline would be:
The Intention of Guideline IV is :

- to enrich the experience; it is a. "Think of a time or pretend a
‘not to: . ‘ - t+ime when you sald somethling
‘ with your 'nose 'in\the alr.""
a. subjett learners' experiences N
or opinions to judgment or This would be Iinappropriate
analysis; . if done In isolation as cited.
. : : : I+ could be appropriate if it
b. probe ,beyond what is comfort- were directly connected to
ably offered in a medium : the "sourgrapes" phenomenon.
comfortable fo the learner " ‘ *
{productive thinking can be b. "Think of or pretend a time
provoked in learners even _ when you gave up on something
when they do not choose to you tried but couldn't do.
share those thoughts publicly); Then we'll all tell each

. other what we thought of."
A The basic idea might be all

c. highlight insignificant .
right, but forced sharing is

aspects of the plot.

This guideline is intended to serve not accepfable,§€iE§;L9||y
as the integrating mechanism to _pull ° . when, .worded Th'? LA I -
together the present literature = co;lg I?aq.fg.fhlngnng about °.
experience and to find a place for an welling on faljures.(Th?
it in each learner's total life statement considered appropri-
. . , ate (above) is worded so even-
rexperience. , - - ;
tual success-is still pocssible.
To apply this guideline to the fox c. "Think of a good thing to
_and grape fable, the two sections quench ‘'your thirst on a hot
‘will be treated as one, since it .day. Then we'll each tell. what
is impossible fo determine theoret- we thought of and then vote on' |
ically whether any response would be who had the best idea."
past recollection or projection ' '
"as it relates to any individual , Not only does this activity
learner. ‘ begin by stressing an unim=
' ’ , portanit aspect of the plot
An appropriafé means of providing ' (the specific item used to
+the learners the opportunity fto . quench thfirst but judgment
apply this story to their own lives is going 'to be imposed on !
“js: "Recall a time or pretend a . - - each person's idea, implying
time when you tried very hard.for right/wrong, good/bad, etc.
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- Summary

<

"do—bdf—how—youido—if" domain.

.
<

ACTIVITY 2F- *Inderstanding Guideline IV

fn your own words, explain Guide-
line IV as if you were.explaining
it:to someone not in this group.
Cite at least on2e example not used
in the text. ' :

K]

Addendum -

A few additional statements afé‘//\\ turnips, the similarities and
important to classroom use of the \ differences among carrots, beets,

guidzlines.. These speak to use of

and turnips can be highitighted

all the guidelines, }nd are neces-  to teach the new concept.

sary.consideratinns 'since violation

of these points can result in un- 2. Inductive questioning
desirable adherence to a technique. - L ‘
This enters the "it's-not-what-you- Formulating the actual questions

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

"sprinklg them with these._scason- " self. " In that way teachers
ﬁgﬁt\ ' ing important

ings" before serving t . emphasijze formulat

questions instead of providing

then. to form the whole for him-

1. Using the known to move to the answers, ' It is best defined in-:
unknown - . ‘ contrast to:
?udenfs are réminded of, or ~Didactic telling- oo
introduced to, concepts- via "This animal is a lion. It has

‘present knowledge gained through a mane and a-tail.'
prior direct experience. The o
familiar or known serves as the

~

Rhethorical queéfioning:

briidce to the novel or unknown. “ "This animal is a lion,

. tf the children know about car- Do‘'you see the . mane and
~rots and:beets.but not about tail?"
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Deductive questioring: a house for others to see...'"What

"This animal is a liorr. Where is would be different for you if your

+hé mane? Vhere is the tail?" family lived in a two-story house,
T : . and your bedrooms were upsfalrs....

Inductive questioning:” The famlly in this story lived in

"Do you know a name for this such a house."”

animal? (After a response) Is

there something_special about .a The known-to- unPnown principle. pro—
(the' name they supply)?" vides direction as to where a

teacher might start with the tfopic,
) T while -inductive -questioning guides.
As used here, inductive question- the actual formulation of the
Iing implies @ much more open-ended question.so the learner is held
process, with no cne response con- primarily responsible.
sidered the solutiom. The -question .

is set up as a problém, rather Both. strategies say to the learner:
_than teiling learnergbwhaf is so, You already know a great deal. You
" or pretending to ask with no In- are capable of finding out things
tention of receiving real answers. for yourself. What you already

Induction places more responsibil- know can help you and others fto

ity fon the learners. They are make new discoveries.

gui&ed to bring knowledge and ex-

perlences 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 lack
setting with twe-story housing: direct experience point to the

need for using comparable "knowns"

"When | say 'house,' what do you '+o bridge the gap. However, if you
-think of?" Ask for and list all merely tell the children, "This is

ideas thought of by the group. a kangaroo," you wjil! not learn:
Children may want to illustrate the i

different types In some fashion. "which children already know of

kangaroos, or

I f the concept of multiple levels o : .
is not mentioned in the children's . which children have no image of

descripfions, ask, "Have you been kangaroo-ness even when named.

in friends' or relatives' houses ) : i

or apattments where some rooms are.. '

downstairs and other rooms are In cther words, telling is not
“upstairs? _ I f not, think of. some teaching. The combination of

stores or offices you have been to finding familiar "handles" to which
_where—you- had—to cl-imb-stalrs to ~~ new Tdeas can be attached and plac-

take an elevator or escalator to ing half the responsibility on the

another floor. Can you picture learner should resudt 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. Examine - Tie foregoung has dealt with teach-
together the actual jtem. Maybe er quesTioning, but has not men-
one child. would like to draw such tioned what to expect or encourage
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in the way of :pupil response. The
crucial point is to provide pupils
the opportunity to consider the
issue(s).
point it is-helpful, rewarding,
and informative to receive the
pupil's verbal or other concrete
respoqses to the question or prob-
lem. iHowever, for any number of
reasons,
"sharer their responses. Even when
pupils'merely 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 c
for gain. Also, pupils gain from
hearing the responscs of others,
even if they do not feel. comfort-
‘able offering their own.' In 07her
words, not all growth tcan be ob-
served or even known. |t has been

2. Summary of Guidelines fér
Literature Experiences

Theme Identification
Guideline |

To check appropriate background of
the learners, relative to concepts,
ideas, and vocabulary items crucial
to the plo# ' ‘

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

——in- the—form-ofi—- :
' Inductive question (vs. deductive,
-telling, or rhetorica! questions)
--allowing listeners to use their

own resources to make discoveries.

Usfng the known to move fo the

From the teacher's stand-

pupils may not choose to . .

— E . 1ii

shown, however, that pupil level
of coynitive operation can be sig= ="
.nificantly inflUuenced by teacher
questions. Five-year-olds can re-
tate personal experiences to

rather abstract concepts in chil-
dren's stories, as a direct resul+

of being asked to recall such an
experience. In most cases, this
personalization does not occur . _ .
automatically or reqgularly with-

out guidance for young children,

The other implication of this point
is that teacher behavior cannot be
judged solely on immediately obser-"
vable pupil response. Pupils 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--relating new concepts ‘o

comparable experience and knowl-
edge the "listeners already have.

Guideline |1 W

To state a meaningful purpose for
listening '
The listener has an investment in
the story, something he hopes to
find out or decide upon as a re-

“sultof listening..

in the form of:

A verbalized question believed to
greatly interest the l|istener, most
common |y posgg before the story is
read. ™~
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——Guidetine—td-l———- - —— - - —jzation. —— - e e

To sufficiently involve the in the form ofz
Jisfener to more than a pas- : Recalling simi!ar past exper-
sive interest in the’plot and iences in their personal lives.
its consfruchOn B
: - Projecting or imagining them-
~TLhe .listener "sits in the selves in a new experience.
author's_.chair" tc make many : .. .
of the same decisions and oot
choices the author had to : Further notes:
make in regard to character- h :
ization, plot development, Guidelines | and Il are de-
and means of expression, signed to set the stage for
R ’ maximum appreciation of and
in the form of: . ~ learning froem the story,
Making predictions . Wwhile at the same -time re-,
> The ljstener is asked to specting and supporting a
'=hypofﬁeéizewof>guess about - chifd's 'self-image by as-
upcoming events, conse- ' suming he has valuable per-
quences, etc. ' ceptior~ nnd information to
: contrib . They are typ-
Supplying closure : ically a. _ied before the
The listener is asked-to story is read, but there
anticipate éexact words or ' will be exceptions to this
ideas to follow, on the ba- -generalization.
sis of information presented S
thus far, thereby "closing" ‘ Guideline |1l a. predictions,.
‘The_senfence.f Three types . b. closure, and c. offeriny
of closure are detailed: . alternatives and explanations
semantic, syntactic, and ) is typically applied during or
phonic. ) ' ' as part of the story, giving
. R the listener an active role .
‘offerfng alternatjves and while listening to the very
explahafions . aspects he/she is being asked
The listener is asked to ’ .to "author."

construct other conse-

quences of situations posed ! -
in the story or explanations after the story is read, since

- of behaviors, supported by the story background rs neces-
their own logic. sary for such activities,

Guideline IV typically occurs

7

whereas insertjon during the
... . _story would often harmfully

Guideline IV ‘ interrupt the flow of Ianguaga
and .ideas. )

To facilitate the ap-

plicatiion of the story to The There will be cases where a
particular plot indicates a

listeners' own lives ar
different sequencing of these

The listeners are helped to guidelines or a deletion of one

Identify with elements of or more. The stated sequence

plot, theme, and/or character= and use is offered because it

o
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is usuaglly applicable. been modeled reﬁéafedly and
, - : > meaningfully. Continued depend-
—— - As—a general rule, the greater - ence on Teacher faculnfafron is

part of the children's verbal not desired.
-behavior will be encouraged o
and received before and after -This concept applies even to
the story. There will usually theme identification at the
be some listener involvement child level., Rather than isolate
during thes story, but not at the the theme as theme, this skill is
expense of the plot and itz form ~developed through the application
of 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 intent. how else you might have behaved
N S , . : in this story," etc.,) are
Since any plan must take into designed to help:childrén sénse
account the developmental level the larger message of the
of the children, the prior and story. There does come a time
presenf classroom experiences, when it is even appropriate to -
the “type of book, and thé author's ‘step outside the story after a..
writing style, one needs to. story-session, and ask, "Why do
baiance the best use of the - you think the author wrote ihis
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 [imit the potential of these | dren are aware of the distinction
experiences. They are helpful between stories and real life,
only so long as they serve to and are aware that another person
aid the planning of rich ex- (the author) actually created
periences with literature for these ideas on paper. Again, it
children, 7+ 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 |iteral
listener to oral language and as. incident to the broader speufrum
-~ -a reader of written. language. -~ - of human experience. When-the ————
(This parallel.is ex’rremel§gb technique is modeled and prac-
valuable.) This point nee to ticed repeatedly with relevant

> be brought to the surface and important content, adults

repeafedly, since the teacher's ~ are frequently amazed at how .
role in asking the gquestions to sophisticated children can-.become———
carry ouf- each guideline shou!d in this regard. .
diminish ,over time. That is chil- ' . '
dren will begin to look at a If literature is a mirror of y
‘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 selves in that mirror, and
story ideas readily to their own enriching~-their lives as a
lives, after this technique has result, :
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3, Synthesizing the Guidelines to - o
‘ Plan the Literature Experlence : R

R - P
. This section will demonstrate how | that will have to be considered
‘fhe four guidelines may be used < in satisfying the guidelines.

together to provide a rich, involv=-
ing, relevant literature experience It is zlso important ai this”
for children., - To help in this = ..time to become clear about the
modeling process, you follow the ~ ~ theme of +he's+ory.] ‘What is
same series of steps suggested for the author's intended message?
+eaoher planning. In this way, you It may be thaf this story was
can familiarize yourself with an’ selected because the plot or
__organized planning system for +he  theme coordinate with a broader:
future, while reinforcing and . 7 study or concern taking place - - -
infernalrz;ng the content presented. in the classroom. .In such case,
Both have value for the future. _ this examination would have
Théy can facilitate discussion of already been carried out.
~'guideline application as well as :
‘offer a framework for the eventual Story selection should fit into
use of your own guidelines. on-go’ing classroom activities
;- : and topics, so that the litera-
The planning portion of the process ~ture experience (storytime)
includes three steps: - : is not an isolated, unrelated
: "portion of the dally program.
1. reading the story text, However since story selectlion
’ o : _ is, the focus of Part l-of this
2. recording-a variety of-pre- ' unit, those concerns discussed
planning ideas in all four tThere. :
categories, and : -
N\ . .
3. creating a detailed lesson plan 2. Pre-planning for the literature
that considers all four Y experience.
categories. " This brainstorming phase gener-
v $ o ates as many ideas as possible

i

that relate to satisfying the
four criteria. Form A (page 106)

-The procedures involved in car-

—rying out these steps follow: -+ - is offered—as-one format for
' " g . ~recording short notes to your-
- self of potential ideas tor .
1. Reading the story text. questions, activVities, and top-
This step is tThe most obvious. ics for discussion. As a'rule,
————-Kncwledge of The plot is es- . more ideas would appear on Fhis
sential to planning. Even if form than would finally appear
the teacher is acquainted with = in the detailed lesson plan.

t+he 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—plannqng ideas are now
style, format, illustrations, evaluated in terms cf:

;and a&& other characteristics
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3. Add your own'apﬁlicafions to = .

Who are_ the listeners? way are made clear.

Hha'f‘ are the overall| goals of ~_ :This_ is_not .to say.that.the .. . _—
“the experience so decisions can _map becomes a binding obllgaflon

be made on selecting ideas to " to be fulfilled. The children's
develop into practical form? responses and spontaneous com-
. v ' o ‘"ments may lead a discussion in

The ideas then found useful for a different direction with dif-

this particular situation are ferent follow-up-activities

recorded in ‘very concrete terms on resulting. Such flexibility is

Form B:. Lesson Plan (page 107). - advantageous, but possible only
Quesfxons should be formulated in when the teacher has already

the speC|f|c language the teach- .clarified his or her perceptions

er believes appropriate; activ- of The lot and theme potential ‘

ities sihould be specified with v and clear objeciives. The
“materials and procedures listed; - - besf sponfaneous activity Is B
-discussions should.be.outlined ~__that which is well-planned. When_
so major points and emphases ' you really know where you are

are indicated. The result ~ 'going, you are in a good posi-

is intended to-be a "map" to tion to meet options that occur

be “fol lowed in presenting this ) spontaneously and to evaluate .

particular book. The starting their merit in terms of the '
“point, ending-point; and in= " - ~-desired end result. SRR

tended highlights along the

° . a

Ay

ACTIVITY 26: Moving a Pre-Pian into a Lesson Plan
ﬂ °

1. Have availablé.a copy of ° 4, Next, examine and discuss how

. Madeline, by Bemelmans. those Pre-Pianning ideas becomeé
‘ectua s questions and activities
2. In a small group, examine Form -0 rm B: Lesson Plan. ]

A: Pre-planning--to see how the
author applied the guideline :
-to this story.. You will-prob- 5. Jot notes and questions for your -—
* ably want to take the guide- instructor, if desired. :
lines, one at a time, allowing .
for referring back to ' the def-

__ - initions.,and explanations in -

the previous section.

each of the guideline questions.

The model ~Ns not intended to - ' . ' ‘ ' .
of fer the only answers to all .
these questions. It merely Assignment: Acflvnfym26 27 before
serves as a starter. . the next group sessnon
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Form .A: PEe—Planning"

3

Jofxqgfes |n answer to These
questions:

= 1. What i\s”’rhe"rheme of the story?

Gundelxnefj

Guideline I

3. What are some possible pufposes
for listening?

W,mméém za&é/

§
Guideline 111 -. -
'.4. Iin what Instances could Irsfen-
ers make predictions? P A ;%7 o
. 33 «. 5Q-4u« ve

;fgif é%%&iooaméz
P Y2 ¢Q%%,wﬁylz u& 4:c€?f7F’

~Listeners supply ciosure'

W&MW)W

6. Offer alternative behavnors,'
explanations? '

Uhy L Do olfiess wanZ guewnlims Zo?
AZ%kaj?’¢ZZ 41245&4.424(44§2n Yy 5

106 PART || B 1'1.6

w20l cohomever-The— M__—__WW

2 What are the important back- . 0T .
. ground concepts? : ' -—T\\\



Guideline IV

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

8. Into which ekperiences would i+t
- be helpful to have the children

project themselves? /gﬂé_/ég%y _4{4244%;

-_sz 4§z%u«m;f,¢”a oizéa Hertia-

_Additional notes:

© “Ferm B:" " Lesson Plan

Story Title Plpdlelire

Phrase discussion questions, in-
dicate major points, and when im-

—porTan+ indicate media, nage/ -
line’ numbers, acfnvnfues

-Before the S'i'or‘y "(V/fo aé‘gm«,%oa«,a«? LHara aé(ym. ZZuM WM@W
OGZCW{&‘@P@&LWSMMWQW/G&QP‘ ”/Qa WW
W@MM?"” ,m,/“b«,z: ,zymm m(?,/

\;

o ,Du ring the. s’ro ry: - - ,o 23.49((_#«&9) P33l G- Wil do  p3E gl epht!) Ukt
PR slaighl (doea at¥ m..«éa_) a5 Like dw) P Bk B illhe? oyl e il fooh

. wen % (bel) 1P om ar (g M) 0 T on Aer Tpmack (s« cian] E Terblonglyons) Uy gl
& ey (ad) /8 cece (2aX) Uk, 3o .37 end wint & ed ) Wy e %

/o2 C"_ﬁ’lﬂ(ﬂc) Md&%?y 37 a»u{q __) /03;0” mCM) y;’d’uj%&sm'd‘wﬂw
Affer The S'f'OF'y WA@ w MQ& 4&&?” ?U
Uhat, socne She *raman’ of D oo’ M#é%az%mma

of Gie .
émpu¢%mga¢.JQZJZVAZ(HQAnaaém a%z24>mgéaeégqumwahza,z%,_
~Z’/&cu44 FOM@@&%WMMM%M( . . ;,..2 :;
Auéyﬁyjéd%yoan/&abmo?{ ZZQaé%Mé’mﬁ&m é?uuu ' 4&4&_" wiak,. % hotie
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ACTIVITY 27: Surimarizing the Guidelines -

Summary:

In your own words explain all four
guidelines as if you were explain-
ing them to- someone not in this
‘group.- Give at least one new
exampte for edch guideline. -

S

Write the additional conditions
necessary to include (from the .
Addendum) . — o e

i

v

(You may want to return 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 menfioned earller, some or all I''. (Listening purpose)

« - of the ideas in this 1earning unlt '

may rrot be -different from what_you
have done in the past when readnng
stories to children. You may or
may not have planned the particular
fechnlques you have jused in the
past; you may or may not have been
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.

e Thils,activity |S\desngned to help s
you examine what you brought to = - T : :
this unit from your own experience.
You may want to refer to your pre-
rassessment work, especuall/ the
performance Tape you did for your-

"self In ‘oFder “to give this task -
suffncuenf attention. , -

E T . . Itl. (Prediction)
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 safrsfacfion of that guide~-
line:

e .
. (Background-concepfs)/

‘D
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(Closure) _ . V. (Recall experiences)

i}

(Alternatives) ’ . : (Project into experiences) .

- ACTIVITY 29: Developing a Complete Lesson plan

-

= To‘appreciate and understand the . .1) Read The Turnip story.
_use of all guidelines in present- o .
ing a story selection to children, 2) Compiete Pre-Planning, Form A.
you need to apply them to a total C 4 . '

story unit as soon as possible. 3) Complete the Lesson Plan, Form B.
To" this end, The Turnip,.a folk-" < o .

tale, by Janina Domanska will be Work with a partner or in a small
used. After you have enjoyed tThe group, as devired, discussing

story, you can see how a plan can ° each-phase of the task.
be made for presentatiocn. :

190 - PART 11 B .
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Form A: Pre-Planning

Story Title

Jo't notes in answer to these
questions: .

1. What is the theme of the story?

Guideline |

2. What are the important back-
ground concepts? :

Guideline I -
3. What are some possible purposes
for listening?

“Guideline 111 ¢

‘4. In what instances could listén-

ers make predictions?

3 -

¢

4

s
A

Listeners supply closure?

6. Offef alternative behaviors,
explanations? »

PART
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. /

Guideline IV ' L/

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

s

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

Additional notes:

Form B: Lesson Plan

Story Title
. . Phrase discussion queSTféns, in-
dicate major points, and when im-
portant: indicate media, page/
~line numbers,_acfivifies.

‘Before the story:

.
-IJ’

During the story:

-After the story:
’ 1
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4, Evaluating The L|TeraTure

Experience: 4
Following planning, fthree steps 5) Listen to the audiotape while
are added to those previously men- ° ' watching your plan and the.story
tioned (page 110) -to complete the text unfold. -:You can gain:
. process of gaining the compefenC|es . : ‘ .
involved |n thig-unit. . -an awareness of deviations

“from your original plan,
4) Teach the lesson-while recording s

it on audiotapa. At a latér ‘a careful examination of
date,. you will use aud|ofape ‘children's responses, as
‘only occasionally to check on . well as
+« * specific issues. During train-
- 'ing, it is-used each time to- new - opT|ons for dlscu55|on
* provide immediate feedback for or activities that had not
- every stage of proficiency. occurred to you before.

M//Based on hearing the-tape, insert
any modifications into the lesson
as taught in contrast to the les=
son as planned. Do this with red
ink or another equally distinctive

l S medium that can b® readily seen.

Thus:
lmag|ne that Madel I'ne hadqmﬂmﬁré———(subsf1Tu+ron)
instead of an operation. What
might have been drfferenf? )
W’W v <_‘__(d_e|e+;o.'—{) -
Discuss while the teacjfer re- <«—(addition)
cords the ideas, and Jllustrate
. . ideas in whatever media desired.
For mod|f|caf|ons not listed in rrior plan. The goal. is an easily .
this sample, use any common-sense, understood system for you and any--
easily interpreted ‘means of show- one with whom you discuss your
ing the.changes made. upon your plans.
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6) Complete the self-assessment What changes were made’

questions, Form C (page 116),, " spontaneously?
This process in intended to aid
‘the training by focusing thought - Were those changes justified?
immediately afterward on the . ’ ’ '
‘lesson and evaluating in rela- This assessment is intended to
tion to future improvements, lead to improvements in this par-.
The questions collect such in- ticular plan’ for future use, and,
formation as: more importantly, to imprcovements

- in teaching techniques in general,
Were the guidelines “fulfilled, t+hus facilitating a rich literature~”
and how'were they fulfilled? experience for children. : h -

Are any improvements recommended?
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~ACTIVITY 30: Self-Assessmen_! of a Lesson

1. Read Form C: Self-Assessmenpt. L empty space on the reverse side’
_ : ‘ of Form C, write the possible
2. With a partner, discuss what , reasons for those changes you
information you gained from this cited. (E.g., deletion of three
"task that you would. not other- instances for-making préedictions..

L Reason:  ‘the earlier prediction: -
opportunities revealed that this

wise have.

3: Using your lesson plan from activity was too difficult for

The Turnip, and your audiotape this group of children.)

of your reading, make the appro- _ '

priate entries on the Self- 5. Think about what you would do

Assessment form, Questions 1-7. differently (if anything) .if
K B : | - you were to try this lesson
4. For purposes of this task only, again. Enter these comments

number those changeées, s> they in Question 8,

can be referred to. Iin The :

'Y
e

o S P2
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Form C: Self-Assessment

«Story Title

C ]
After teaching the lesson:

~As With red ink, indicate any de-
viations from the lesson as
- taught- that differ from the
lesson as: planned. _

n_ Describe here any additional
changes NOT co» 2nient to in-
sert intfo 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 |

1. What background concepts were\
discussed?

Guideline 11

2. What purpose for listening was
set up?

Guideline 111
3. In what instances di- listeners

have opportunities make
predictions?

_.1'[6 PART Il BT . 126 :




4, In what instances did |isteners
have. opportunities to‘supply
Aclosure?

2+ .ln_what instances did Iisteners

' have opportunities to offer
alternative behaviors, explana-
tions?

Guideline 1V

6. F r.which experiences were
{isteners 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 | were to do this lesson‘

again, | would make these
changes: ; .

9. Would | use this story again

- with the same children? [f. so,
why would 1? Would | make any
changes? - I

ST :
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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 Turnip. Three story titles
will be offered. All three texts
are to be read, so that you can
choose the one best suited to your
present situation. You then begin
the same process described above.
For each of the six steps you can
compare your concrete ideas with
those of peers. Again, it is not a
matter of right/wrong distinctions
or any one plan being regarded a
perfect model. Instead, you are

ACTIVITY 31: Independent Application No. 1

Story

Title Author

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 _
planned to let you apply the guide-
lines and teach a lesson. Three_-
books will be offered each time;

you can choose the one best suited
to your situation. A worksheet is
provided for you to track your
steps through each story.

[]-1,
‘[] 2.
] s.

] 4.'Teach the lesson while
taping.

Read the story text.
Write the pre-plan.

Design the lesson plan.

Insert modifications on
tesson plan.

[ s.

1 s. Cbmplefe self-assessment.

(néme)

(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 1|1

3. What are some possible hhrposes
for listening?

Guideline |11

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

5. Listeners supply closure?

I

6. foer élTernaTive behaviors,
explanations?
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Guideline IV

7. For which experiences. shall |
ask the children to recall
paral lel experiences from thelr
lives? - ‘

8. Into which experiences would it
be helpful 0 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:

A}Ter the story:

139
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Form C: Self-Assessment

Story Title

After +eaching 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
sXact means of satisfying each
guideline. '

Guideline |

i. What background concepts were
‘discussed?

Guideline I

2. What purpose for Iisféning was
set up?

Guideline 111}

2, In what instances did |isteners.
have opportunities to make
predictions?

i31
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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, exp!ana-
tions?

Guideline |V

6. For which experiences were
listeners asked to recall
parallel experiences from their

lives? In what media? P

7. Into which experiences were
listeners asked to project

themselves? In what media?

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

9. Would | use this story again
with the same children? |f so,
why would I? Would | make any
changes?

Co
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ACTIVITY 32: Independent Application No. 2

Story

Title - Author

[] 1. Read the story text.
[J 2. write the pre-plan.
O s. Design the lesson plan,

[]a4. Teach the ‘lesson while
taping.

[J 5. tnsert modifications 'on
- lesson plan,

O 6. Complete seltf-assessment.

Q

(name)

(date)

*
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Form A: Pre;Planning

Story Title

sot notes In answer. to these
questions: N

1. What Is the theme of the sto

Guideline |

2. What are the important back-
ground concepts?

Guideline 11 * /

N

ry?

Ses

//-
3. What are some possible purpo
~~for listening? :
Guideline 111
4. In what instances could list

ers make predictions?

5. Listeners supply.closure?

"
L4

6., Offer alternative Behaviors,
explanations?

en-

-

134
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Guideline |V

7. For which experiences shall |
ask the children to recall
para!le! experiences from their -
li%ps?

~—

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

Additional notes: /

S

- Form B: Lesson Plan
. )

Story Title _ o /

L * '

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

Before The'sfory: N

" During the storyrs

-

After fhe'sfory:
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Form C: Self-~Assessment

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.

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

Guideline |

1. What background concepts were
discussed?

Guideline -1 1

2. What purpose for listening was
set up? .

Guideline |11

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

145
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4. In what instances did listeners
have opportunities to supply
~closure?. :

X

5. In what instances did |isteners

have opportunities to offer
alternative behaviors, explana-
tions? .

1
N

Guideline 1V

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? Ih what medja?

8. 1f 1 were +o do this lesson
+again, | would make. these
.-changes:

R
2

8. Would ‘I use this story again
with the same children? [If so,
why would I? Would | make any
changes? @’

g N



ACTIVITY 33: lndependent Application No. 3~ -~ -

N\

~

. Story

Title . Aufhor

[0 1. Read fhe story text.
[0 2. write the pre-plan. . ' ‘
 s. Design. the lesson plan.

[J 4. Teach the lesson while
taping. ’

[J 5. 'nsert modifications on
_lesson plan.

., [J]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 sfbry?

Guideline |

2. What are the important back-
_ground-concepts?

Guidéline b

3. What are some possible purposec
for tistening?

Guideline |!]|

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

{

|

T

5. Listeners supply closure?

v

6.(Offef\alfernafive behaviors,
explanations?
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Guideline |V

7. For -which experiences shall |
ask the children to recall
parallel experiences from their
l'ives?

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

Addifional notes:

Form BE 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-Assessment

Story Tifle

After teaching the Ieiigli////
A. With red {iﬁy/%ﬂﬂféa+e~any de-
- viations frém the lesson as
taught that differ from the
lesson as planned. - :
Describe here any additiona
" changes. NOT convenient to in=~

sert into the prior lesson
plan, v

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

Guideline |

1. What background concepts were
discussed?

Guideline I

2. What purpoée fortlisfpning}was
set up? '

P

Guideline 11 -

3, In what instances did listeners
have opportunities to make
predictions? :

~
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lh what instancesgs did listeners
have opportunities +o supply’
closure?» '

tn 'what instances did listeners
have opportunities +o of fer

alternative behaviors, explana-
tions? ' . '

Guideline |V

6.

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

Into which experiences were
listeners asked +o project
themselves? In what media?

'f | were to do this tesson
again, | would make these
changes: '

-

Would | use this story again
With the same children? If so,
why would 1? Would | make any
changes?

142

PART



CONCLUSION

1:13 .

CONCLUSION 137




INTEGRATION AND FURTHER APPLICATION

We now complete the cycle for your to aid this transition into inde-

experience as a learner in this pendent application of your. learn-
unit. The significance of these ing experience. It is intended
activities and investment of time  to help you answer for yourself:
and self can be known only when ~ What do | now have? What do | in-
you actually use them for yourself +tend to do with it? One addition-
in a "nonassigned" way. al task helps you to assess at a
‘ I ‘later date where you are in rela-

The following tasks are designed tion to this topic.

ACTIVITY 34: Integrating what was Learned -

. Without referring to the samé
task earlier in this unit,
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 unift. _
How are your responses similar?

How are your responses different?

Comment on comparing your two _
sets of responses: : : T

138  CONCLUSION " -
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2. Think back to the Saroyan story

~about Jim Davy and his first day

of school!l (Activity 2).

I'n what ways were the Guidelines

for Facilitating Literature

Experiences observed in that ‘

session with you, as an: adul+t

learner?

In whaf way did the use of those
gundelnnes enhance the exper—
ience for you? ,

" ACTIVITY 35: Applying the Facilitating Guidelines to
the L.earning process in this unit.

‘ ; _ \ :
‘This activity is intended to aid presented in general, and remind

you in seeing how the Guidelines yourself of what you were asked
for Facilitating Literature Ex- - to do. (If you wish, your in=
periences have broader appllcaflon x structor will guide you through
than just for literature and/or ~this review, or you may do it
Just for children. What adult . for yourself. Careful rereading
habits have They fostered in you? of the guideline Summary section
: with "further notes" (pages 101-102)

‘1. Look back over the unlf brlefly is particilarly advnsable at this

and observe how the content was ponnf
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2. What indicators can you cite d. In whaf'ways were you'given

where each of The guidelines opportunities to apply the

was observed in +he learning learnings and generalizations

process that you experienced: to your own situation in _
. : which you intend to use these
. @e. In what way(s) was the back~- “ideas?

ground you brought to the
topic assessed before moving

forward? '

b. In what instances were you e. In what ways were you given
given a focus or purpose for opportunities to understand
listening, reading, observ- ~'and .appreciate the ﬁ+heme" of
ing, attending? S what literature experiences

for children arerall about?

c. In.what instances were you
encouraged to supply possi~-
ble solutions, ideas, glter-
natives before the author's
point ofuwyiew was expressed?

ok
v
<
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AN . )
ACTIVITY 36:\ Demonstrating the Competencies learned in this unit

N
N\
At This time \yeu\ére asked to

demonstrate your use of the
competencies:

1, Choose which of the Eugene Fern
instruc-

books (offered by\your
~tor) seems to best\fit the age

level you will plan\for and

read to.

2. Assess the boék on the ‘Guide-
lines for Literature Selecflon

forms. ' »‘\\

3, Construct a Pre-Plan for h%
book (Form A). .

4., Cevelop a Lesson Plan for Th;\\

book (Form B).

5. Write a déscrfpfioh ofthe

. ACTIVITY 37: Summarizing Learnings

Think back over this entire train-
ing process. 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-

- .8. Gather the evidence of all

147

children you plan to read the
book to. Cover the issues you
addressed in "Relevance to My
Children," on Tthe Literature
Selection form.

6..  Teach your Lesson Plan while
audio= Taplng the entire session.
|

7. Self -assess The Tesson (Form C).

the
above items, plus the audio-
tape and the book, and turn
them in to your instructor
under one cover, well
labelled.

. 9. Arrange for a conference re-

garding this experience with

‘\ This learning unit.

self or ofhers. What are three or
more of The most significant
things you feel you have learned
from this experlence7 What do you
now have7 N

\
A
\\
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" ACTIVITY 38: Planning for u’sing these Competencies | g

We have all had experiences that author originally intended. Good!

were interesting at the time, but Whatevér you have learned, make, a
were soon "stored on the shelf" - | pltan for using it. What can you
once w2 resumed our daily rou- do immediately in your work with
tine; they resulted in what ap- children that will result from
peared tc be very little impact. what you think you. have gained
Think about the skills you have. here? Write your plan below. Be
learned in this unit. You may specific.s Include approximate
feel that you have learned very time Ilnes., What will. | do with
different things from what the "what 1| have?

142 CONCLUSION
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AC:I'IVITY 39: Long-term use of the Competencies Learned

This activity is intended to be
used perhaps six months after com=
pletion of the learning unit. Your
instructor may set a due date.

! have used the . literature unit

criteria for approximately:

2

1-10 O lessons
10-25 | lessons
25+ O léssons
: Q
"I have now
N i -
[ developed my own guidelines
.[j made modifications in the guide-
lines., These are described
below: :
o
,//' .
I .
(Date)
. . : ! N ’ . ‘\\‘
(Signature) - . ‘ , -\

(Site) ! = , : . . \
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. “The First %é‘y of School

by W.lliam Saroyan

He was a little boy named Jim, the
first and only child of Dr. Louis .
bavy, 717: Mattei Building,.and it
was* his first day at school. His
father- was French, .2 small heavy-

‘set man of forty . whose boyhood had
been full of poverTy and unhappi-
ness and ambition. His mofher was
dead: she died when.Jim was! born,
-and the only woman he knew inti-~
mately was Amy, the Swedish house-
keeper. o
in his

It . was Amy who dressed him

Sunday clothes, and took him to

schoeol. _Jim liked Amy, but he

didn't I'ike her for taking him to-
- school. He told her so. AIIHThe
"way to school! he told her so. .

I don't like you, he said. |

don't like you any more..

I like you, the housekeeper said.,

then why are you taking me to
school? he said. :
~He  had taken walks with Amy be-
fore, once all! the way to the
.Court House Park for the Sunday
afternoon band concerT but this
walk to school was drfferenf.

Whaf for? he said.

Everybody must go to .school, the

'housekeeper‘said.
Did yeu go to schoel? he said
No, said Amy .

Then why do | have To-go? he said.

“You will like it, said the house-

keeper.,

1

~think you will

\To her and to the boy.,.

He wal ked on wifh her in silenceh

holding her hand. | don't like ..
you, he said. | don't like you
any more. S

I Iike you, said Amy.

Then why are.you taking me to-
school? he said again.

Why?

The housekeeper knew how fright-
ened a | jttle boy could be about
going To school.

it, she said. |
sing songs and

~
i)

You will | ike
play games.

| don't want To,‘he said.

P will come and. get you every
afTernoon,'she said.
- don'T i ke you,bhe told her again.

She felt very.unhappy<abouf the
l'ittle boy going to school, but
she knew that he would have to go.

building was very ugly
She didn'+t
and

The school

l'ike the way it made her"feel,
gonng up the steps with.him she
wished he didn't have to go to

school. The halls and rooms scared
her, and him, and the 'smell of the:
place too. And he didn't like Mr.
Barbet, The principal.
Amy despised Mr. Barber.

f/"””/y ’
What 14 the name of your son? Mr,
Barber said. ‘ /-
This is Dr. Louis Davy's son, .salid

’ /

= T !
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Amy. His name is Jim.. | am Dr.

Davy's ho%sekeeper, e
James? said Mr, Barber.

Not James, said Amy, jusf Jim.

All right, said-Mr. Barber. -Any
middle name? -
"No, said Amy. He is too small for

~a middle name. Just Jim Davy.
ﬁll right, said Mr. Barber. We'll
Iry him out in the first grade. | f
e doesn't get along-ail right
we'll try him out in kindergarten.
Dr. Davy ﬁaid tc start him in the
first grade,. ;aii Amy. Not kin-"
dergarten. -

All right,

The housekser=»r .new how fright-
ened the little boy was, sitting
on the chair, and she tried to -
let him kncw how ~much s-e loved
him and how sorry she was zoout
everything. She wanted to-say
something fine to him about ev-
erything, but she cculdn'r say
anything, and she very ‘proud
-of the nice way he got down from
the chair and stood beside Mr,
Barber, waiting to go with him
to @ classroom.

On the way home she was so proud
of him.she began to cry.

said Mr Barrer.

i

Miss Binney, the teacher of the
first grade, was an old lady who
dried out. The room was

was all
full of little boys and girls.
School smelled strange and sad.

" He sat at a desk and listened"
careful ly.- '

He heard some of the names:

Charles, Ernest, Alvin, Ngrman,
Betty, Hannah, Juliet, Viola, |
Polly. ' ‘
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Jittle boy.

- His féfhe# Mas

He listened carefully and heard.
Miss Binney say, Hannah Winter,
what are you chewing? And he saw
Hannah Winter blush. He | iked
Hannah Winter right from the

~beginning.

Gum, said Hannah.
PR S .
Put i+ in the waste-basket, said
Miss Binney. Y

”

“He' saw the 1ittlé girl walk to

the front of the/class, take the
gum from her molth, and drop it

‘into the waste-basket.:

And he heard Myés Bfnney say,
Ernest Gaskin, ‘what are you

chewing? s
Gum, said Ernésf,

1

And he |iked Ernest Gaskin too.

They met in the schoolyard, and
Ernest +aught him a few jokes.

Amy was in fhe hall when ‘schoo|
ended; She was *sullen and angry
at everybody until she saw the
She was .amazed that
he wasp'f changed, .that he wasn'ft

“hurt, &r perhaps utterly unalive,

murdered. | The school and every-
thing about it frightened her very
much. She took his hand and walked
oiit of Hhe building with him,

~feeling wngry and proud. -

j

~Jim said,JWhaﬁfcomes after twenty-

nine? i /
v "' .
Thirty, said ‘Amy.
Your face is dirty, he said.

‘ very quiet-at the
suppertable. . .

What comes after twenty-nine? the
boy said.’ v

|

1

N



Thirty, said his father.

he said.

\

Your face is dirty,
In the mornlng he asked his fafher
for a nickel,

What do you want a nicke! for? his
father said..

Gum, he said.

His father gave him a nickel! and on
the way to school he stopped at
Mrs. Riley's store and bought a
package of Spearmint.

Do you want A piece? he asked Amy.

Do you want to give me a piece?
-the housekeeper said.

Jim thought about it a moment,
-them he said, Yes.

and

said The_housekeeb-

Do you like me?

er. -

I 1ike you, said Jim. Do vou !ike
me? ) '

Yes;jsaid the housekeepir.,

Do §ou like school? |

/
Jim drdn'T know for ! sure, but he
knew he |liked the. parf about gum, =
And Hannah Wrnfer. /And Ernesf
Gaskin. '

! don'f‘know, he séid.

bo you- snng7‘asked the housekeeper.
we don'T/srng,

Do\you play jgames? she said.

\No,' he said.

Not un\fhe/school he said. In

the yard w@ do.

He lnked/%he parT‘abouT'gum very

r/

N 15

-Miss Binney said,

. Ernest Gaskin,

"very funny to be chewing,

much.
Jim Davy, what
are you chewing?

o 4
Ha ‘ha ha, he thought.
GumL he said.
He walked to, the waste-paper basket
and back to his seat, and Hannah
Winter saw him, and Ernest Gaskin.
too. That was-the best part of

school.
[t begaﬁ to grow too.

he shouted in the

schoolyard, what are \you chewing?

:*‘:*"‘5’
*s@1d Ernest
what are you

Raw elephant meat,
Caskin. Jim Davy,
chewing?

Jim tried to think of something
but he

couldn't,

Gum, he said, and Ernest Gaskin
laughed louder than Jim laughed
when Ernest Gaskin said raw ele-
phant mneat.

It was funny no matter what you\
said.

. \,
Going back to the classroom Jim sa
Hannah Winter in the hall.

N

Hannah Winfer, he said, what in the

world are you. chewing?

The little girl was startled. She «
wanted to say something nice that
would honestiy show how nice she-
felt about having Jim say her name
and ask her the funny question,
making fun of school, but she
couldn't think of anthing that nice
to say because they were almost in
the room and there wasn't time
enough.
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Tutti-frutti, she said with des-
perate haste. " '

I+ seemed to JIm he had never be-
‘fore heard such a glorious word,
and he kept repeating the word to
himself all day. '

Tutti-frutti, he said to Amy on the
way home.

Amy Larson, he said, what, are,
you, chewing?

He told his father all about it at
~the supper table.

He said, Once there was a hill.
On the hill there was a mill.
Under the mill there was a walk.
Under the walk there was a key.
What is 117

| don't know, his tather said.
What is it? : .

Milwaukee, said the boy.
The housekeeper was delighted.

Mill. Walk. Key, Jim said.

~ but the gum part of

.evening paper.

Tutti-frutti.
What's that? said his faTher.

Gum, he said. The kind Hannah

Winter chews.

Who's Hannah Winter?

said his
father.
She's in my room, he said.

Oh, said his father.

After supper he sat on the floor
with the small red and blue and
yellow top that hummed while it
spinned. It was all right, he
guessed, |t was stil!l very sad,
it was very
funny and the Hannah Vinter part
very nice. Raw elephant meat, he.
thought with great inward delight.

Raw elephant meat, he. . said aloud to
his father who was reading the

His father folded
the paper and sat on the floor be-
side him. 6 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

', a teacher must know what back-

ground the |isteners are bringing
to the story. An experienced
teacher, familiar with the commun-

itys age level, and particular
children,. may not feel a need for
help with this type of information.
Such a teacher may read  the sug-
gestions, but not find
to devote time to the activities..
Others may find it a helpful be--"
. ginping to become acquainted with

thel 24-hour lives of the students.
1.-Gain familiarity with the im-
ediate neighborhood !stores,

parks, community centers,

restaurants, group functions)

ahd learn some of the after-

“sifool and weekend activities,
b

2. Oblserve the community during
the day with the children, for
a. "through their eyz. and mouth"
version. Take photos to use
back in the ciaissroom for
thorough 1iscussions and later
reference, Be sur2 *ou photo-

~greph all areas/objects thought

to be =significant by 1he chil-
drer,, 'as well as those of your
choice. Caption the photos with
the children's labels and de-
scriplions, in their own words.

3. Ask open~ended (not ves/no)
questions, leading to descrip-

tions, explanation of functions,
relationships, etc.
4, Obtain informaticn from the

occasions where students are
expressing feelings and ideas
via any particuiar medium, Aty
expression is espccially re~
vealing v this way; s ch:ldren
talk about.what tney are drawing
or painting, much can be
about their perceptions and
their cral means of expressing
them, '
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it necessary.

Yo provide material

" Tke photos of the

learned

T would be necessary to know the
particular children to determine if
a certain incident could be re- )
called or would have to be imagined,
so for purposes of training in this
unit, that designation will have to
remain arbitrary. That would mean
that certain lessons for fantasy

or role playing would be unneces-
sary for children who had already
'ived that particular experience.
The .opposite might also occur.

moments in
"who

informal
listen for
and "where

5. Use the many
the classrcom to
the children are"
they are."

Some ways these various means of
information gathering -can be used
for that”
"bridgs" to the unknown:

Children's ansvers to open=-ended
questions give The teacher ex-
planations and |abels in the
children's own words, A teacher:
who uses those exact words (at
least in the beginning) shows
acceptance of the zhildren's
language, and increases the pos-
sibility of effective communi-
cation end understanding.

local environ-

ment are available at all times
for drawing compat.isons for.

differences/similarities. Other
AV media can be used in the samz
way: filmstrips, loops, films,
slides. :

[

Children all become ‘resource
people in their special areas

¥ knowleige and experier. ..

|f +he teacher is continually
aware of the child's homo |i‘fe
and The distinct features of +the
family, this information can bLe
used 1o enrich and aid the
learning of @#ll the children.



\
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\l
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Multiple-choice method for Learning the selection Guidelines

This section is offered as an al- a@a. they are more at an adult
ternative or additional means of level, and appeal to the
understanding and becoming con- ~ adult learner's maturity
fident in using the guidelines for ~level in answering the : .
presenting children's |iterature. questions, |
Three fables will be used as the : “
vehicles throughout. |In each case, b. they are so brief that the
the theme and four-guidelines will amount of text does not de-
be illustrated, via a multfiple- - mand more time than it de-
-choice process through which it is . serves, when merely serving
 hoped- the learner will become as a vehicle for the activity.
clearer on what is.representative ) B ‘ ’
of ‘that category, by also seeing "These activities may be done in
what it 'is not. Use of the same whatever fashion is most helpful
-stories for all examples should to you: individually, with a '
help to keep the plot itself sub=- . partner, in a small group, etc.
servient to the purpose of the It might be helpful, as a follow-up
activity. The fables were chosen and checkiny process, for you to
not because they would be story write similar multiple-choice items
content used with young children, for another learner.

but bécause:

L

1. To Determine the Theme of a Story
Ask yourself: Why did the author In the fables, on The‘followihg

write this story? What was he/she pages, you are asked to identify
telling |listeners? This is not - the theme of the story.,  To do so, .
intended to be regarded as a moral select one response as the theme,
(e.g., "you shouldn't tell lies"). or 'if two seem reasonable, rank

It is a statement about humans and them as first and second choices.

their world.
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Task 1:

Patty, the mi‘lkmaid, was going to
market carrying her mnlk in

a pail on her head. As she

went along she began figuring
out what she would get for the
milk. "I'l1 buy some chickens
from Farmer Brown " said she,
"and they will Iay eggs each
morning, which | will sell to

the minister's wife. With the
money that | get from the sale

of these eggs I'll buy myself °

- @ new dress and hat; and when |
go shepping, won't all the young
- men come up and speak to me! -
Polly Shaw will be so jealous;

" but | don't care. | shall Jjust
look at her and toss my head |ike
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 and Her Pail," The ..
Arbuthnot Anthology of Children's
Literature, Third Edition, 1977,
563.5 ’ i

s

It would be helpful at this point

vThé”Milkmaid and the #ail"

to remind yourself of what the
theme is not, as described in
Theme ldentification (page 85).
Then select one (or two if
necessary) of the following
alternatives as your perception
of the theme of this story:

a.

imagined success that she

failed to concentrate on +the

immediate task necessary to
achieving that success?

The_milkmaid and her pail.

before-they are actually -
realized, you may lose the
opporTuniTy you had.

A milkmaid causes a problem
for herself when she least
expects it, - '

Discuss you} selection(s). with
peers, explaining why the other
responses are not your choices.

< ) e
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What happened when a milkmaid
became. so entranced with her

If you crow about your gains
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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 full of water; but
when the crow put his beak into
the mouth of the pitcher he . )
- found that only very litiie
water was lteft 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
and dropped in into the pitcher.
Then he took another rock and
dropped that into the pitcher.
Then he took another rock and
dropped that into the pitcher.
Then he took another rock and
dropped that into-the pitcher.
Then he took another rock and
dropped that into the pitcher.
Then he took another rock and
dropped that into the pircher.
At last, at last, he saw the
water raising up.near him; and

~after putting

in a few moré
rocks he was able to 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 follbw—

ring alternatives as your percep-

tion of the theme of this story:

a. A crow has To figgre out how
to get water to save his

b. A seemingly large task can be
accomplished by perseverance’
at small pieces of the task.

The crow and the pitcher,

A crow, dying of thirst,
cleverly figures out how to
get the small amount of
water in the bottom of

a pitcher,
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" “Task 3: "The Wolf in Sheep's
Clothing™ .

"

‘The last fable and response alter-
natives follow:

A wolf found great difficulty in
getting at the sheep because +he
shepherd and his dogs watched so
carefully, but one day the wolf
found the skin of a sheep that
had been killed, so he put i+ on
over his own fur and %trolled down
among the sheep. The lamb that
belonged to the sheep whoce skin
the wolf was wearing began to fol-
low the wolf in the sheep's cloth-
ing; so, leading the lamb further
away, he soom made a meal off her,
and for some time he succeeded in
tricking the shedp, and enjoying
‘hearty meals. (adapted from "The
Wolf in Sheep's Clothing," The

Arbuthnot Anthology of Children's
Literature, Third Edition, 1971,
p. 504.)

Select one of the following alter-

natives as your perception of the

theme of this story. .

a. Appearances cannot be accepted
at face value,

b. The wolf in the appearance of
a sheep. :

c. A wolf wears the coat of a
shorn sheep and tricks lambs
to become his victims.:

d. A wolf has a plan to capture
innocent lambs,
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" 2. To Determine Satisfaction of Guideline |

"Ask yaurself: What, .if any, major
background of experience is Impor-
tant to understanding and appr:
ciating the theme (determined \
above)? The latter half of this
statement considerably narrows the
possibilities to attend to. There
are probably many areas of back-
ground knowledge that would be hz2lp=
ful to understanding the literal
plot in generai. This is not to
diminish the importance of.the
literal plot, but experience tells
us that in sharing a story with
children, we have often in the ‘
past (a) spent too much time priming
the |isteners for topics to come up

\

\

m““ﬁn'*hé“SfUryh when we could have

let ‘the story do it, or (b) spent
time on a background concept that
is quite insignificant as far as
contributing toward the larger
message - of the story. Both are
inefficient uses of time and may,
in fact, be distracting to the more
universal ideas to be gained. .By
our leadershipy children can't see
the forest for.the frees.) This
does not negate discussion of such
issues when initiated by the chil-
dren. ’ ‘

. ..\ :
Task 1-1: "Milkmaid" (refer to
story already nfroduced on

" page 153) Y

Which of the fol\lowing would you
choose as satisfaction of this
guideline: ‘

\ .

" a. "Wwhat does fﬁalous mean?
b. "What does ybhr milk « 'me in?"

‘c. "What would happen if you

- were balancing §omefhing on
top .of your /head and then
suddenly ti ped\your head?" _

> *

156 CONCLUSION.

Ly

\

d. "Where do eggs come from?"

If possib!e or desirable, discuss
your selection with peers and ex-
plain why you did not select the
other options.

(refer to st -y
154,

Task 2=1: ""Crow"
already. introduced on page

Which of these items would comply
with this guideline? o

a. "How do you. feel when you are

very thirsty?"

“b. "ls a rock heavy or light?"
c. "Wnat is a pitcher?"
d. "How could you get water out
of the bottom of a pi- r,
it you had fto do it w.*' 10
nanpd52" K
Task 3-1: " 'f" (refer to story
alreazu, introdsced on page 155)/
Which ot Ihcse items would comply

“with this guideline?

P :
a, "What does strolled mean?!

b. "This story is called 'The
Wolf in Sheep's Clothing.'

A shepherd is in it. Wha'l
dJoes a shegherd do?" ‘
c. "If youﬂwere a lamb, how

would you protect yourself

from being eaten by a wolf?"

d. "This'story is calied 'The .

) Wolf in Sheep's Clothing.!
How do wolves and sheep geft
along together?'"



‘selection,

3. To Determine Satistfaction of Guideline Ii

Ask yourself (in terms of the se-
lection of an issue for Guideline
I):. What is an appropriate ques-
Tlon to provtde a focus for lis="
tening and to launch listennrs
dlrecfly i-nto the story? Keep
mind the *heme when making Th:é

so discussion emphasis
always enhances that undersfandlng.
This question must keep the learn-
ers foremost in mind, as it is not
intended to be a "directed=think-
ing," narrowing kind of aid. |t
should instead help to build the
habit of posing a question Sf all
oral and printed matter: "What do
| expect to get from this?"

Task 1=1'l: "Milkmaid"
Which of the following would you
choose as satisfaction of

Gundelrne 117

a. "Lisfen to what happens when

'a girl forgets she

ing on her head somefhing
that spille "

b. "Listen tc¢
Patty, i. 1rrying on her
head." o

c. "Listen to see how this girl,
Patty, carries the milk she

,has, and what happens."

d. "Listen To see what this grrf\

will buy when she gets some
‘money from selling the milk,"
Task 2-11: "Crow"?

Which of these items would comply

\

163 ,

is carry-

what this girl,

with This'guideliné?

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 very thirsty
in this story."

to see what the word,
means (if you don't
know)."

c. "Listen
despalir
. already i
d. "Listen to see what clever
thing the crow does with
rocks in this story."

&2

Task 3=11: "Wal f"
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
happens when a ‘'wolf invents
a good plan for catching 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 frnd out whaf The aufhor
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 Detgrqﬂne Satistaction -of Guideline

Ask yourself: At what points in the c. ",..go home and"™ "Do what?"
story is there sufficient informa- ’ ’
tion for the listener, so he/she d. "...speak to me." "What might
could join in the telling of the : they say?" . , S
story by closing sentences and
- predicting the next events? And Closure
what situations or events (rela- . ' ,
ting to them) lend themselves to a. "carryling her milk in a :
explanations by listeners (since no eeo(pai )" ‘
" expldnation is offerad in the text) :
or divelopmenf of alternative be- b. "Polly Shaw will be...(jeal-
haviors for the same situation? ous)"
Such options are to be used only ~ c. "...home and tell...(her
as’ the |isteners spontaneously ' mother)" -
enjoy the parflcnpaflon but it is | Co
helpful to he aware of these pos- d. "...and they will lay (eggs)"
sibilities 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 l .
being promoted: When one.is re- c. "Why would Polly Shaw be
ceiving oral or written language, - Jealous?"
anticipation of upcoming words, N ‘ _
ideas, etc., .is natural and en- d.'"WhaT other things does one
hances understanding and develops Toss?" .
ownership of ideas. . ’
: _ . Task 2-111: "Crow"
CTask 1=111: "Milkmaid" : ¢
: , : v , Which of “hese items would comply
Which of the following would with this gundelxne?
you select as satisfaction of .
Guideline 1117 o . Predlcfloq
Prediction ~ . T a. "...get at it." "What might.
‘ ' he do?" o
a. "...my head like this." E
"What happened?" . s b. "...pitcher he found" "What
/ o v Y did he find?" :
b;~"...she would get for .the \ . : S
. milk." "What do wyou Thlnk c. "...and save hio..." "Save-
; she will buy?" _ - - his what?" o

158 CONCLUSION

164 °




d. "...ir destair." "Wwhat does

“.deSpa?* mean?"
'élosure
a. "...he took a .(rock)"
b: "came upon a (pitcher)"
c. ”...aT-Iasf,;af last he saw
(the water rising)"
d. "...and save his (life)"

‘Alternatives/Explanations

"Why did the crow drop rocks

a.
into the pit-her?"

b. "Why didn't the crow find
something bigger than smzll
rocks, <o it would go faster?"

c. "Why couldn?!t the crow reach
the water in the pitcher?"

» d. "What other solutions might
"you have thought of to try?2"
Task 3-111: "Wolf"

Which of these items would comply
with this guideline?

4

Prediction

\

"...in-getting at the sheep."
"Why did he have trouble?"

a.

b. "...he soon..." "Did whatz"

...wolf was wearing, began

"Do what"

C. 1"
to."

d. "...watched so carefully."
" "What will he decide tc do?"

'CIGSuré
a. "orie day the wolf found the

1

(Skin)"

b. "wolf was wearing, began to
(foltltow)..."
(meal )"

c. "He soon made a

Alternatives/Explanations .

"How might the sheep nhave
fooled the wolf in .the same
way the welf fooled the
sheep?" ¢

a.

"What else could the wolf

have done with the |amb that
he was .able to get to follow
him?" ‘

"How do you think the.shepherd
and his dogs usually did such
a good job of protecting the
sheep?" ' '

"what did the wolf do with
the sheep skin he found?"

d.

AN

5. To Determine Satisfaction of Guideline IV -

Ask yourself: How could ihe theme -
of this story become more meaning-
ful to the daily lives of these
listeners? Without stating the
theme for them, ask a questior
calls for the listener fo trz-¢
the learning, insight, or messc.e
from the story character to him-
self or herself. This may s+till
mean that most or al! listeners
will deal directly with the literal
plot and net see a larger, more
gennralizable message. Good. [t
shzu!d not be forced. The oppor-.
tunity continues to be offered,
however, so another habit is build-
ing: How does this relate to me?
What role or relationship does it
have to my life experience? What
does any story have to do with me?

rat

X

[

-
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Task 1=1V: "Milkmaid"
Which of the following would you
select as saflsfachon of GU|del|ne

Iv?

"Each of you can draw how
you would carry The pail of
milk. '
"What would you buy with The
money?"

"Think about how you wouldg
" act in this story? How you
. would noT act and how vou

- would.

"Think about how you would do

Task 2-1V: "Crou"
~Which of these items would comply
with this guideline?

"Think of a time or pretend.
a time when you carried many
rocks to play with or to

/ make something with., *What

did you play or make?"

‘a.,

"Think of a time or pretend

a time when you have tried or-

have solved a big problem
by doing something Inke what
the crow did?"

"THink
a time . n

- f a time or pretend
you

C.

i
\

b

Note:

}f you should stil! feel the need
for more practice .of this kind,
meet with your instructor and set
up-a system with the instructor or

160

\ better than the milkmaid did."

wanted a/drink

to be
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and what you did about it2"
"Think of a time or pretend
a, time when you have seen a
b|rd do a trick in a show?"

d.

Task 3-#V: "Wolf"
Which of these items would compLy
‘with this guideline? j

"Think of a time or/prefend

a time when you were to guard
something but .you Vef it get
away;” v _ f

a.

_"Thlnk of a time or pretend
a'Txme when you had to think

of a plan to get somefh:ng
Tel |

you wanted very much,
abour it: what 5# was and
whether it worked.

~ "Think of a timel or pretend
a time when you [found—some-
thing that turngd out fo be

different from what you first
thoucht 1t was. , What did it
seem |ike? What was it real-
ly? How did you d|scover
Th|s7" &\

"annk of a time\or pretend
a Time when you wore @ cos-
tume and pretended to be
somethng you are hot. How
did it feel? Who %as fuoled
by your costume?"

’ \
peers to develcp more
used until you feel
able using the guideiines.

\
\

\
such tagks,
cemiort-



ADDITIONAL PLANNING FORMS

167
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S Tigle:

Author:

Guidelines for Selecting Literature for
"Literature Plus Response" Sessions

I. The Story

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

llu‘THe Author/litlistrator's
' Presentation

‘A. s the language appropriate
to the subject matter?

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

C. Does the overall format (page
layout, size, use of pictures
and c<zlor, etc.) enhance the
story? :

lll.'Relevahce>+o My Students

sk
o

Yes

Partial

No

CONCLUSION
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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?

'
L

Guideline |

2. What are the important back-
ground concepts?

Guideline ||

3. What are some possible purposes
for listening?

~

Guideline 111

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

5. Listeners supply closure?

6. Offer alternative behaviors,'
explanations?

169
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Guideline 1V

7. For which experiences shalil !
ask the children to recal’
parallel experiences from their
lives?

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

WAdditional 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 Tﬁe éTory:

" After the story:

LY . )
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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.
exact means of satisfying each
guideline.

Guideline |

1. What background concepts were
discussed? . o i

Guideline 1|1

2. What purpose*forilisfening was

set up?
B
. Guideline . 111
3. In what instances did listeners
- have opportunities to make.
predictions?
‘™
i1

A

CONCLUSION 167 |,



4. In what instances did listeners
have opportunities to supply
, closure?

3

5. In what instances did |isteners
- have opportunities to offer
alternative behaviors, explana-

tions? »

Gugdeline Y

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 | were to do this lesson
again, | would make these
qhanges: i :

g

9. Would | use:this story again
with the same children? If so,
why would 1? Would | make any
changes? ’

168 CONCLUSION
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